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- The 12 €ssays 2n this collection address the cencerns
of baszc writing teachers and those who teach basic writing teachers;

Phe first essay disc@sses the Chagacteristics of the low’ achieving t;

college- studeénts who require basic writing instruction”and argues for
bagic writing courses that are based upon a thorough understandmngkof

L3

.students' patyre and n'eeds, while the second e€ssay focuses on tha ., -

composing process used. by soae baegb #riters-and on the*dszerep.es :
Dbetveen this process and the compospng process of more skilled "
ur-te;s. ‘The tellouzng four essays centain: descriptions of a basic

‘writing program at a’ community college, the programs designed for. uSe-.

- ‘hy the menber schools.6f the sterh North Carolina Consortium,” a.
writing laboratory, and an e’fﬁrd1531pllnary writing program at

 recoamends "the ,use of a care:ully constructed objective test of

studepts"®. knowIedge 6f writing’ skills’, wvhile the eighth ‘eSsay reviews

the typed of tests basic writing teachers and adminzstrators may use
and the purposes of each. The ninth essiy discusses the traznlng of
%teachers of basic’ -¥xiting and the tenth addresses staffinq azd
operatlnq pe?c~tutorung vrztlng centers. The eleventh ‘@essay. revieus
the aréa. of wrltzng'*ud the final essay provides a
selected b;bliography cffcoh9051tlon and basic ur;tlng. (FL) .
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l An Introducuon

) 1o Basic Wrmng SR

. .‘ . 'S . .) 7-
.+ Lawrence N. Kasden .
B . J; Sargeant Reynolds Community College . .

g .
T In addmon to dxscussmg the purpose and .content of the collecuon.
the [irst chapter makes a-case {or basic writing courses based upon a

thorough undcrstanduig of the nature ancf'ﬁccds of the students lor.
whom these courses are dcsxgned Ly et

L] - . . '—"_ -

”

-

."‘“Althtmgh rcsearchcrs and pohcy makers in government and education
_ have only recently begun to pay ‘closg attention. to devélopmental = |
educauon. such .basic instruction has existed ai. least.since- Wellesley

College started a developmental program in 1894. Since that tinie the
émphasis in. programs for poorly prepared studenisshifted in the 30's io
“study habits, irr the 10'st0 readmg, and xmhe 60’5 o the underachxever 'S
- total personality.! '

Today, reséarch in ‘basic or developmemal educauon is wndespread'

“but not very systematic: Roueche and Wheeler pomt out that there

are dozens of different terms to describe “catch-up” programs. They :

‘ awempt to distinguish the two most frequemly used terms, remedxal and
dazelopmental. Tl :

S ~ “Remedial” implies the remediation of seudem déflacnacs in ordér
© " that the student may enter a program for which-he was prcvxously
. ‘ineligible. Typnmlly. such work. consists gf noncredit courses in
¢« . English, mathcmaucs. .or:study skills taken as prerequisites to credit”
. o -caurses. 'Developmental” or “compensatory,”-on the other hand,
o ~ refers to the development of skills or attitudes and may not have
-anything to de with making a student eligible for another program.
Under these-latter approaches, curricular-materials are frequently -
modified to begin credit ywork where the student is, and the academic
calendar is modified so that the student cani ‘Tove at his eyn pace o
in acquiring mastery of a course.? ;

" & Cross believes that these terms should be-used accordmg to the-aims and
objectives of the prograrmh rather than agcording to the "pedagogxcal

o." . “ o
R e |

- .
[

£
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sophnsncauon" of thc appmaclm She notes chaz “a more: uscful/ dxsunc- .' .

mm istobe Eound in the purposepr goal of the‘program“ ' / e
e ‘ i
 lithe purposc of the p:ogram u\ 10 overcome academic defl:;jnc;,
1 would term the program remedial, in the standard dictipriary sense *

"in which remediation is concerned with: co:‘rectmg wcaknqscs. 3 { A 9'5 ;'; :

however, the purpose of the progri‘m is to de\relop the diverse talents. ; v

of students, whethier academic or ‘not,’ 1 would lerm the ):hogtam
devclopmcm.al* _ _\_' : , , o
Cross concludes that “remednauon in academxc shlls fﬁreas is... a
- lcg:umate part of devel0pmemal education,”€
: - Cross’s classification system is especially useful. It aéLnowledges the
* needof son\e studenis fof remediation in\specific acadenhic disciplines as -

well as the need of other students. for.cohéswe enrichment programs that

. - . not only provide instguction in individual academic dlsaplmes. butalso
. o '« 0 assist the students to better understand theinselves, to-gvercome, advenc. i

+

4..  Ppersonality traits and those. features of their. environments that may -

" interfere with their learning, and, finally, to absorb andi u\egrate all that
, they learn about their emnronmem, about their vanous subjects. snd'
.+ rabout themselves.
L e " ‘The works of Bossone, Cross, Gordon, Mullca and Sheenn, Coleman,

. Students and the’ charaéteristics that may relate to their limited educa:’

s tional ach;evemem.-" Cross notes that low academlc achievers often

dxsplay five prmcxpal characteristics, although not all students who are
.\ . in need of a developmental or remedial program display each of these:
() poor study habits, (2) inadequate mastery of basic académic skills,
(3) low academic. ability or low IQ, (4) psychological motivational
blocks to learning, and (5) sqciocultural factors relating to depnved
family and school backgrounds. :

This list is at least partially supported by other research- fmdmgs..
'Mulka and Sheerin, for example, note that "smdems frorn families in
) ~ "the bottom quarter of income have lessgphan clteXthird the chance of
Y students’ from *families in the top qu: of completing an undes-
: graduate d "6 Katz notes that low achigvers are characterized by their
, great self-;masm and unfavorable self-evaluation;?. Jafle and Adams ‘.
. . report that the “students’ acadeniic self-xmage has a stronger effect on
college ;nuaﬁce than_socioeconomic status” and that students who
combine high grades with lngh self-image or low grades with’ thigh,
self-image are less likely to drop out of college than students’ who

* combine high or low grades with low self-image® . . -
Although attempts, especially at the commumty college level have
been made to assist students from low sociceconomic status’groups,
Folger statés that such status is still a sngmhcam factor glietenmmng

o,

!

Roueche, and others give us a fau‘ly consistent picture of developmental -

y
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- dents to-meet the financial requirements of attending college, little has

i . '

‘!- . . . - - \ . _'. . . - .- . . . . .' .

' - ' . w\. C. . . ' . . . . :
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acadeimic success and’ that “patadoxically, the’ community. colleges -
appear to have increased college opportunities for low-status youth, and -
' at the same timéy to have increased the socioeconomic differential in
college completion.”® While much is being done through federal and -
. state*programs tp enable socially and economically disadvantaged stu- ..

_ been done to help'them overcome other barriers that appear to impede -

- their educ?ﬁonal progress. In fact, Gordon notes that our éducatonal | v
systems cBntinue-to-inhibit ginority and disadvantaged students even
while"they are in primary grades. Gerdon and Wilkerson write that ~ i
“many students from low-incdme and minority group populations are
diverted from the academic stream as-early as third or fourth grade by .-

, archaic tracking procedures.”® Consequently, Gordon argues that for
disadvantaged students to have a fair opp6rtunity to earn college degrees,

“the colleges must offer developmental cousses. ' 7 '

In addition to overcoming financial.and educational obétades, disad- .,

[N

. yantiged studepts must also struggle with social forces and expectations .

that wark against their achieving edwcational success. Astin cites research
studies indicating that lhe/ﬂisédvantaged are less motivated and. Have

" -lower academic and vocational aspirations’ than do people of highér -

socioeconomic groups and that thisis often due to theif realistic percep--
tion that for them there are few persorial and vocational opportunities.t  /
‘The relevance of these findings to..a discyssion of developmental " .

~ education 4s made obvious by Roueche and Kiik, who note that the o

oy,
N

XN

+ and requires d subistantial commitment, for. schools are not exercisin
- Sufficient influence in these areas to have any smeaningful effect.
- Coleman notes that at present . _ . e

~disadvantaged student, in particular, has low sell-¢iteem. Such a sident .~ - .
feels powerles, alienated, and incapable of coping and adapting.1? ) .
«-‘The barriers caused by.poor self-image and low aspiration that '

. characterize many developmental students cannot be déalt with simply.

The students need assistance from the college so that they can oyercdme
the environmental and parental influences that inhibit their chances -
for success. The assistance given' by the college needs to be substariti

v

schuols bring liule influence to bear on a child's achievement that is ro
« independent of his background and general socidl context; and that L e
" this very lack.of an jndependent effect means that the inequalities
» -imposed on children by their home, neighborhood, and-peer envi-

ronment are carried along to become inequalities with which they: -
.- - confront adult life at the end of school.! -, ‘ v

* We see, then, that to Cross's list of characteristics common to low” ™
achievers we might add such specific items as (1), lack of parental .
encouragement, (2) minority and/br sex discrimination, (3) occupational v
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| rather than academxc preparauon m the hlgh school curnculum. (4) laék

of motivation, (5) poar ‘self§mage, and (6) sense of powerlessness quer
oneself and ohe’s environment. thle these itemns characterize mojt basic
writing studems it is by no means cextain. that they, necessaril cause
poor academu: perfoxmancc. We must also be egpecially careful not to

assum that all or even mést basic writing students ‘are members of

mmomy &Y Mccordmg to Cross, “the ovcrwhelzmng majomy of

- low achieversy whon gained admisSion to colleges through Open~door

- policies were not ethnic minorities, They were predommantly the whnte

~ sons and daughters of blue-collar workers."“

N - ) ° .
) . L]
. N

. Dcvelopmemal- Educauon

*
-

A comprehensxvc developmental edumuon program must addrcss many -
student needs. It must provide students with adequate fmanaﬂ assis- '
tance, it must ‘improve their self-image and mativation; it myst help
r.hem take responsibility for and con;rol of their own lives; it must

improve their study habits; and it must compensate for madequate :
* mastery of basic academic skills.

Helpxﬂg studenits develop basic écademlc slulls is very complex, for
not only does it presuppose that the earlier stated needs are being. met,

but it requires Eaculty with expertise in anumber of acadgmic disciplines. .

The two pnncnpal skills of most developmental programs are mathe-
-matics and” language arts. The language arts skills usually include

. reading, writing, speaking; apd listening, but.the language arts teachers *

~\\\

- must also. be kilowledgeable in digleciology ‘and ‘socioliniguistics, in o
_ .psycholmgmsucs and learning ypeory, in phonics and asticulation, and ~
in the teaching of English S&c¥nd- Language (ESL). Writing

teachers, for-example, find their hork is tlosely related to and often. ~

pagtially dependent upon smdems customary ‘panner ¢f wiewing and

speaking about their environment, their ability to read, their vombulary.

- And theix experfence in developing their thoughts, A cursofy exathina-

- tion of ‘just a few of the ¢lemens that the writing teacher must be

concérned with may serve to suggest the complexny of “teaching
developmemal"wntmgu '

The most xcspeéted and. comprehensxve study of teachmg develop:

ental wrmng is Shaughnessy's Ervors and Expectations, which outlmes'f

thc various writing problems developmental students have and the ways
.in which ske and other$ have, worked: with these students. (Because of

thie significance of this text and Shaug}messy s other, works, her term -

basicMs most often used by l:nglﬁl teachers in place of the mare common

"? (erm&ﬂevelopmental remcdzal of compensatory.) o,

“ 10 . | « ;.v.
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handwriting and punctuaucm syntax, copmon esrors, spelling, vocabu-

_ ;lafy amd units of writing larger than the sentence. In each chapter |
she outlines what the basic writers she has wo:ked with know .and do
‘not know, and how their,lack of knowledge in one area affécts thei . '
performance ifi others. X'\or example, she notes in "the chapter on
. handwriting and punctuation thas basic writers” have only ®Bnuous

Shaughnessy dmdcs her study of wnung problems into chaptcrs on

. command of the use of periods, commas, and ¢apitals and almost no™

[

L CRJE

‘Secondly, thier was li

iliarity with the correct use of colons, semicolons, parentheses,
hens. dashes, ellipsis points, and brackejs. As a resu, they cannot
parenmeses and dashes to overcome ‘the “lmeamy ‘of -sentences,"”
thcy cannot use the colon as a means of economlcally presenung a
_ series, nor can they use punctuation to.provide a "map” that signi-
" fies to the reader the relauonslnps, changes and oonnnuny of thexr' :
thodghtsts ., ‘
" Mést basic wmmg teaciers -have firsthand - cxpenencc with. such
wmmgm In fact, it is*not un
.Student many of the problems Shauglmessy mentions, as these samblcs
irom two studems at my college indicate:

mon to find in the writing of a single

-

-

.Cars arezl of trouble, Mycar fori mstancc, when I fncsz bought it, -

1 had No ideal that it cost me so much money to kcep it'up. (in . °
shapc) number 1, was the tititle to f:e change from the,
proprietor tome. - . o

plates that was needed for ~the
thirdly, insurance that w8 also dafinitely needed. Also city sukéer
all which was costly and just e beganning of car trouble: . -

~ A person's car tells what kind of person ‘he is just like his ho'mc.

but, the up "keep of it the cleannees the time you take*with it

- wheather"its run dow or képt up well. If you car is always dirty *

on the out and in side peop‘ will figure Jou are the same way
dirty out side and down in ybur heart, acar tells alot about a person -

- life and what kmdofperso-ns hnrcally is if yqur caris . " .

_ Shaughnessy says thiat. thesc avriting problems are not the reauh of
~ ignorance of the relauonshxp Letween thie parts of a wrmepqﬁmposmon.

" but from students' unfamiliarity with the standard canvemums for
showmg those relationships.
Although oral dnllmg and speaking exercises are often helpful in

%

.'tegchmg students to write, theré 4re significant. differences between oral |

AR

]

.and written codes. Many of these differences are discussed in Hirsch's

The Plnlosophy of anrposmon, and the basic wnung student’s reliance
n the oral code at the expense of wnung is diScussed in Ong's
Literacy and Orality in Gur Times.” 16 The works of linguists such as
kabov Shuy, and Wolfram substantiate Shaughnessy s claim that the

i

. L
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o spcechof mmomy and d:.sadvantaged s:udemspxs grammaucal although- _
not nécessarily in agreemcm W&hconvcnnonspfeuher spokenor written -
: 'standara dialect.!? The issu¢ of standards and .correctness frequently .
**Y ° arises when one werks wiih basic writers, especially if they are fromey”
- .isOlated rural areas or are minofity studeqts, as, for instance, ‘whenone
examines the. way so Nﬁstandard speakers show time, person, and
- '~ number.’ As we know, the rules-in many nonstandard dialects make it .
N unnecessary to ‘use puluple linguistic markers to- signify a- smgTe .o
.scmanuc iten. (Thus, in. some dialedts there is no need;to add’ an -es ,
ending to the verb go in .‘The boy goes to thie store” since the ‘s . . .
~ . inflection serves only to repeat linguistic information—that the subject,
s third-person singular—already contained in‘the'word boy:) We have'
. learned that frequentﬁr the nonstandard writer~and speaker is not |
oo . incorrectly applymg gTammaucal rules, hut _rather- is often- using a
g P different sgt of - rules. How the student can bestlearn to use thé - .
; j ~ standard set of rules-requires knowledge of fields outside the traditional *+ -
training of English teachers, who generally do not have the requisite * «_
knowledge of lmgunstxcﬁ language development, and the methods used
S mltgﬁhmg EnghshasaSecdnd Language e T

..1’-_.
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Approaches to thc'l‘cachxhg of Basu: Wntmg « c L
LD The esdhys that follow directly address. Lhe concerns . of basxc wmmg .
~ _« - " teachers and those who teach basic writing teachers: The essays focus-on
- program design and evaluation, teachemrammg, and research. Most of
_the basic writing courses dcscriaed in the four essays in Part II allow «
J students to concentrate only on’ those areas of writing with which they
' have difficulties. Most of these wr?tmg programs rely to some degreeon
the students’ native competencies and intuitions about language, conse-
, quently, the programs often emphasize exercises that i require the sthdents | [}
. to read their writing aloud, listen to it, and then edit with both eyes -
and ears. Some of the programs also put into practice, either consciously
or not, Bloom's mastery learning theory: clearly stated objectives, a hier-
archy of skills, ‘and flexible schedgles that allow students to spend as -
much time as it necessary meenng rather high performance criteria,®
The lessons and writing assignments in these programs tend to be short,
always begmmng at a level that assures the student initial success.
Students usually progress through the lessons at their own paoe. often ¢ :
dcnng individualized or individually assigiied lessons, and ‘always re- '
s ceive an immediaté respoiiSe from the instructor. The student§ work
much moré closely with their instructors than is typical of other college
courses, and the instructors, consequenly, have additional opportunity

s d ' » v
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e i provxdt: enceuragemem and support. leen wﬁat we- Rnow about o
' ... basic writing ‘students—their, background; Aspirations,’ a\nq self-cenoept e
it is* clear. that - a ‘close xmtructbr-smclem relau lp i3 eceasary. _-‘ .-i =
. -.Others of the | programs described de not auenipr io Separate writing R
.-" m‘t‘o a set qf subslulls, but father:teach W Ing.as A, holx&nc precess. ., - - :
[In progranis Tike: thc ong desmbed_ y* Hartwell, s:udems learn she ™ - .
s snhshll&astheyafc neededtin the pricess of uxen'tmﬂ'{)bsmg.m Hisseh: . - (.
- .- " notes in"his essay"in- Parit V, rese.u'ch has yet to verify which of these -  ©:
.Y two approaches-—teaehmg w‘ptmg asa sequér@e of skllls or tfaching it T
. '_ as. an organic process—is more sound. Hu‘sgh hypothesues that it'is - s
- likely that both' approaches gre. parually cotiect. It is pqs‘sxhle that the, - .ot
.. best approach, bised on careful analysis of- the types of wr\qu problems '
, _the students have, may vary from institution to institution, from dass“ .
s -tz class, from student to student. Based on the methods found to be
successful in the programs described in this collecuon. however, it ,

appears that students who havelgevere. difficulties with standard dialect, | N

(23

usage; and sentencecraft may best learn by studying one element ata. - = = _ .
-, . - time, while basic writers who have fewer problems may better profit from -
' amore’m‘gamcapprog'ch T y - .. _
' Perhaps the most Sigm&@nt feature of all the basxc wmmg courses ' .
" described here is the requirenlent that studems do an extraordinary . .

« amount of writing. Unlike the trad.wonal freshman composition course,
- ‘the basic wriling course usually requires that students write. daily. And S
~ even a lesson that concentrates on mastery of only one feature of writing "{ :
:!:nly concludes by requiring that the student dcmonsu.’nc mastery by .
g a controlled paragraph or theme. - . e . .
" Kno ¢dge gt course structure alone, however, wnll not insure thata
basic wimg teacher ift succeed, since much of the content orle needs
to.jmow to teach basic writing is ngt what most writing ieachers study
. in their graduate programs. For such teachers and, even more so, for -
teachers of future teachers of basic. writing, Gefvert's essay in Part IV. '
. provides a guide through the'most recent theories‘and fmdmgs regarding
- : those areas of basic writing that deal with interference and .surface -
' ieatures as well as compq;‘ﬂ)g as a.process. ' _
While the types of writing problems that warrant ‘the concern of the . Lt
- basic writing teacher-at one scheol msy’ pnmanly. or ay least most '
_immediately, be surface ones—syntax, grammar, standard dialect—at
" another school the basic writing teacher may start a course with more
rhetorical concerns, such as orgamzauon, devclopmem coherence, audi- .
. ence, and style. Such ¢oncerns are the principal focus of one of the three o .
courses described by Spann and- Foxx | .and the courses described by - .. ¥
Hartwell and Crosby. Fhese are also the. primary concerns of Bruffee's’
articleon training peer tutors. Like the othcr writers, Bruffee emphasizes

- - :
‘ ¥ 1 ‘ . i ' \/’
' - ow : .
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B ., the mmxtance of acccssxhxhty,.“ﬂcxnbxlny. mdxvxdual hstrucuon, and
... . ~hequepr and_prompt sesponse and encouragement. Furti@®more, heé .
Lo - describes a rigorous program for, training peer, mtors'that can beseadily -
- .adapted for gffectively-training full-time teacheds of writing. = i
v @ = ' The essays by Johnson and Brown in Part III discuss writing assess- . =
-+ " ment Johpson argues that student-written essays provide the best basis
. for placing students in ‘the proper writing course. 'However, as many of -
_ © . 4is know, the time and cost involved in administéring and grgfling such .
-« * - placement essays often make using them unfeasible. Asa less isfactory
. - - but’nonethéless fair and reliable: alternative, Johnson recommends a.
o carefully constructed objective test of the students’ knowledge of writing
.o skills.: Brown reviews the types.of tests basic writing teachers ind
- administrators may use and the purposes eachtype serves. Like Johnson,
- Brown caytions that no test can serve all purposes and tha; care must - _
beusedmselecungatestms nt. st
The second essay of the collection describes some of the charactensucs
«of student writing. Pesl's essay focuses on the writing process used by
some basic writers and the deIerences-between this process and the
. composing process of more skilled: wmers. She notes that even in the
process of writing, these students are often i insecure, frequently stopping
. themselves, constantly checking for errors, and uficertain as to the
direction in Jwhich to head. Perl notes ‘that basic writers so frequently -
interrupt thémselves in the mmposmg pracess to correct surfacg features
that’ they. lpse track of their “thoughts; thus, their writing is often
incohérent’ and disjointed.-In" Tesponse (o this habit ©f basic writers,
a teacher can either have students ignore surface problems in order to
concentrate on composing and hope they will mastet'the standard code
. - through greater exposure to good reading-and writing, or the teacher .
" " - .. can help students master the stal;dard code first so that théy do not. = . .
o .interrupt theit composing unnecessanly Which of ‘these tnstructional
. approaches igmore viable is uncertain, but it may,* agam, very much
" depend upon the degree to which students” composing is interrupted
* by such surface features. Of course, any actual instructional program
will include something of both iethods, and we can best judge ‘the
. o effecuvcness ofa program by looking at the writing the students produce
' ' . We should remain awaie of the importance of rescarch and ‘the
‘valuable scmcc it provides classroom teachers. Students will not master
. basic skills simply because their teachers are sensitive ,and empatheuc
L or*ethnicdlly or culturglly similar. Of paramoun impontance"is the °
R teacher’s knowledge of the subject matter and his or her ability to impart .
“that knowledge. Hoeber’s concluding bibliography provides ready access =~ +
o much of the present. body oi r&carch on compasition and on basxc
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Ihe mmal intention of thns collccuon was. to tpnng together views of x |
- people who had earlier $poken or written about different ‘aspects of
* basic education and teachmg writing, We expecied the essays to cover.

-« theé wide range that they do, but we are, quite frankly, surprised at

o rapidly, and in 1976 the Modern Language Association found it neces- .-

" - reading, and fog persons able to work with students most of whom would

- English.""? Worth writes that “10 thé extent that college teachers are

. the degtee to which ihe various essays reinforce one another, build upon
. common prindiples, and provide an assuring sense that teachmg basic. -
writing is a discipline. The disagreements, too, are reassm‘mg, for they. Ry
temmd us that ‘there is still much to be leamed. ' ) P
- Beyond these reasons there is a very practical jusufxcauon for' this
~ collection: while teaching positions in English diminish in number,
mioke and, moré people are bcmg hired to teach basie writing. vThe'
numbet of tenure track positions in coniposition and rhetgric has’ grown

sary to establish a separate job classification. called “developfnental
wanted at all, there is'a market of sorts foi teachers of compbsition and *

never have gone beyond high school until very recently.""20

As teachers-of basic writing, we have come through the first stagc
‘ol our own change. We have become accustomed to- meeting in.our
. classrooms students who, as Brulfee notes, “could not, or would not,
.write sentences in a way.that made sense to us,” who "did not think *
as we thought." who “did not value what we valued,” and who “miis-
conszrucd what we had asked them to do in ways that were beyond our
abxlny o comlcnrehetrrd."*l We have recognized and attempted to rectily
“our dack’ “of knowledge and our shortcommgs as teachers of writing,

*" Inhe process we have come to recognize the complexity of the task __

- . )

-

~ students aré asked to accomplish and the virtues and sophistication of-
“the ¥esources they brmg to it. As a result we are better able to respect,
support, and encourage our students. Only more complete knowledge

w:u better enable us to lcach them.,

£ T ' '
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| 2 ALOQk At Basxc Wnters ::‘; .
". m the Pracess of Gomposmg \ e

' - ‘, < » . . -. .- ."-}‘ ] . : 1“ -'; ..1 -' ‘} . .‘ -0 ' ) o . x"'
‘Sondra Perl, L . <o
. Herbert H. Lehman Collegc. CUNY S ;
Perl uses the writing’ process as a means of undemandmg lhd C .
prewriting habits of basic writing students, The information gained - .
¢ . through her study reveals much that madifies our current views of . s
. ' the basic writer and ought,” therefore, to miodify the instructor's’ .
. mcdmdology in woriung with the basxc writer. g

t N . v
. -« o
P

.~ -Forover one hundred years Ameru:an colleges have’ offered courses in
' written composition, but only in the past ten years.have researchers -
. begun to study how people write. It was not until’ 1969 that Emig =
showed that composing—the prooedurc through which writers it -
words on a page to form a text—is amenable to research and warrants Y .
the concern of all writing teachers. Her piontesing work on the com: - '
posing processes of twel&h -grade students ‘was ' followed in 1973 by
Gra.ves s work onthe composmg prooesses of seven year olds.! By raising .
~ pertinent quesnons on pracess, Emig and Graves mauguratqd new
~_direction in the field of written compeosition: the su@y of the inons
- - through which writien products take form.

4.

Emig recognized that the lacfc of knowledge concerning: thé natureof - o
-the composing process placed composifion teachers on shaky peda Y
_ gogxcal grounds. As she put it G | . R .
g I certain elcmcnts ina certain ordet charactcmc ihe evolution of all L 7 -

© student writing, or even most writing in a given mode, and very
little is known about these elements or their ordering, the teaching
of-compositien proceeds for bothi students and teachers as a meta- : S
- physical or, at hest, a wholly intuitive. endeaver? ¢ - : Lo " §~

Usmg a case study appmach Emig examined the composmg pro-

cesses of eight twelfth-grade students who ranged in skill from adequate .

" to highly proficient. In order to.aid her in discovering what students = ¢,
do as they write, Emig used a tape récorder and instructed her students - -

to “compose aloud." that is, to verbalize whatever thoughts crossed their

o v

-

-

18 . ‘.- . ) . |

‘ i L 1 e T . ¢

139 .




. t ’ .
.

. - {ur._ ST, Ty . SomiraPcrl

a8 '.‘!\' N . ' . .2

s“r . -_- . v a e
-

e . "f mmds wlufe'thcy were wrmgxg The exght studems in her study engaged
o IR § thxs“specxalzzed fom’i-ot verbal bebavxqr“’ on twordccasxons Bunng
. © - two other sesmonsfdky dxscussed aith her pamcular piéces “of writing

L. . completed between: sess!ons*and rﬁemqms of thexr pre’wxous wmmg
' . expenentes. »

; Vo4 'ASs "a result of her study, Em\g xdenuhed ten dxmcnsxons of thcj
: ' «omposing process that had rarely been given_the attention she believed

ot they deserved: the context of wrmng, the nature of the stimulus, pre- -

« ' .writing, planning, stanmg. composing aloud, reformulating, Stopping,
' . comemplaung the product, and the influence that teachers of composx-.. i
* . tionseem to have én their students’ writing.* She fatind that her stidents *

: engaged in two dominant modes of composing, the extensive and the

reflexive, each mode ‘bding *‘characterized by processes of dlfferem :

- _' ~ . lengths with dxfferent clustenngs of components’’:

J : ' Reflexive writing has -a far longer prewriting period; fstamng. k
S stopping, and contemplating the product are more discernable
mothents;. and reformulation occurs more “frequently. Reflexive .
. _ writing occurs* often as poetry; the engagement with the field of
. S discourie-is at opce committed and exploramty The selpis the chx:l
: . ~.audience—or, ocmslonally. a trusted péer..
N .« Extensive writing occurs chiefly as prose; the attitude toward thé
L _ field of discourse is often detached and repononal Adult others,
. notably teachers, are the chicf audxcncc for extensive writing$ ‘

‘writingsis the mode favored by most teachers, reflexive writirig receives
more sustained interest from students. This, she suggested, accc‘)unts in

v ", pant for the “limited, and limiting,"”§ writing experience’ .of most .

- secondary sc_hool students. Furthermore, Emig concluded that teachers of
-/*"  compdsition * underconceptualxze and oversimplify the process of com
J posing.”? Her work stands as the Jdirst attempt.to alert teachers to

the many intricacies thai begin to emerge when attengnon is glven
* to the composing process. .

' In 1973 Graves investigated the writing processes of seven-year-old
children. Heé analyzed the themes that appeared in the writing of
mnety-four children, obsegved the behavxoxs and strategies of fourteen
children while they were writing in either “formal” or “informal”

- classroomn seuings, and focused Jparticular attention on eight children,
rcport)ng one as a case study. Based on his observations of how children

writé, Graves dmded his seven year olds into two types, each exhibiting |

distinctive charactensua According to Graves, reactive writers are those
who need immediate rehearsal in order to wme, who use overt language

"Emig's fmdmgs led her to challenge many of the cuirept assumpnonS'
"and "practices of writing teachers. She peinted out that.while extensive |

S..
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" edablished important methodological precedents’ for future research.
{7+ They showed that, detailed; systematic observation is possible thtough a *
w [ ) case study' approach. Theif woek demeonstrates that case stydy research

.. - ' .' : ) L . . .._- ) e - ' _...'b o ° s’\.
- Basic Writers i the Frocessof Composing ™~~~ RS L I L
. . e -t £ : L R . ' . ° .
L . L S _ : . . &
. toyccompanywriting, who proofread at the word level¢nd who Jack a' . .
. sense of audience. Reflective writers are those who rehe winmallys . |, o
- before beginiidr§ to-write, who compase silently Tor the most part, who o ¢

‘.

reread periodically arthe word or phiase leved, apd-who have agrowing ,”

+  sense of thewr audience.® |

In addition 6 these and other specific findings, Emig*%and Graves

can providg”the rich,"albeit tentative, findings that will help' generate -
newAheories and hypatheses amenable to testipg and analysis. In the -

ainder of this article I will report findings from my own work in
hich I used the-case study. method to exa?xine composing processes
mong basic writers.? : . & 0 ' :
.Overview of the Sudy

s - T - -t '
The research reported here addressed thred major questions: (1) How do
_basic writers write? (2) How can their writing procésses be analyzed? and
(3) What does.an increased understanding.of their processes suggest

“ about the nature of the composing process ingeneral and !_h'e mannerin .

L] .

" which writing is usa\fz’x in the schpols? o .

.
.

I chose to. stud

skilled writers in a community college for two"
reasons. First, students ‘whose writing is judged as “deficient” in lan-

guage skills and whose linguistic and educational backgrounds set them . .

apart from theﬁtzct_ter- prepared, traditional college studentsarea growing
segnféiit of -the college population. Second, such students have beén

mest seriously“constrained by the traditional approach’used to teach

writing, the “product drientation” that focuses on the errors of per-

formance without acknowledging the writing competencies that lie,

. -

" beneath the surface. . e , _ _
An underlying assumption in this study was that an aidequate under-

standing of a hunjan process will most likely develop from observing .

-people-while they engage in that process. Obsetvation alone, however,

is not enough. A systeémayic method for reporting what has been observed

is al$d crucial. In this study 1 devised a coding’ system for describing
and analyzing what students do as they write. This method provided

a way of viewing on one page the movements and behavioral sequences

- of a student’s ‘compoSing process; a way of déterminihg t’xe frequency

and duration of each, behavior; a way of assessing the relation .

of each behavior to. the whole process. Using this coding system,

ks
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g o ,\I coustmtted a composmg‘ style sheet for cach studént. Study of the &
“a . style sheets revealed the patterns of & & t's process; thése:patterng, **

allowedgne to detexmme sumlarmes and dniferencs among the gréup o "

. ‘ .o ° LI
, : \ g Of students. - o e . "
-A P \ < “._.;'."."':' Ne

- ThngH:ge R R e, N T
* e« " Thestudy took place during the 1975-76 fall semester a Eugenio Maria
- "de Hogslos Commumty College of the City University of New York.

. Established in 1970 and deliberately placed in one of the most economi- '
cally depressed areas of New York, the south Bronx, Hostos Community ©
College was designed with a dual purpose: to handle the excess of new
students expected to enroll at thé City Umversny as a résult of i its néwly
instituted open .adfhissions pelicy and to serve the needs of the urban
poor who inhabit the Bronx ghettoes. The students whoattend Hostos

- are nontraditional college students, impoverished both by cconormc
i cucumstanccs and a lack of sound educauonal experxence.

TheStudents . . . -

r

- In order to represem a range of cducauonal backgrognd and expenenoe .
.«  and yel remain within reasonable case study limits, I selected five «.
_ . s:uden(s for this study. One was a Puerto Rican male, twenty-one years -+ .
A0 old who had diopped out of high school to join the U.S. Marines
., gnd was ‘now hoping to improve his economic sjtuation by getting a.
" college education. Two, a malerand a female,” were Jamaican students
, who had come to this country for high school and had stayed on to
attend college; and two were black American females, one a recent high |
school graduate living at home, the other a twemy-seven\/ear-old high
school drppout with four children of her own. All represemed the first
‘generations of their families to attend college. :
The students had been placed into -the Libra program at Hostos.
an mterdzscxplmary basi¢ skills program designed to link college-level
~ “content’ courses with. basxc-levcl reading and writing courses® All of
=*+ the students were native speakers of English. All tgsted below the 10.0 -
© grade level on a nationally standardized reading test (see Table 1); and
. all of their placement essays exhibited the “writing deficiencies asso-
«ciated with basic writers: “an inability to oxganize, poor diction, com-
‘mitment of gross errors in grammar, and an xnadequate knowledge of
punctuatién and mechanics.” ! .
.. Since U‘ra ia a “block” program, -all students in thzs study had -
. - identical scheduls and attended the same classes. Furthermore, through -
my deliberate choice, all of the students in the study were members

. .
.|
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" of my writing cla&s. | thade thzs chmcc for two réasons. Fifs,” by '

lecung my own suﬁdems for'the res&ﬁch I would kifow fiisthand what -
ete smdymg in their content coutses and thug would be-able to

" topics farthe- writing. sessions that legmmalefy reflecteq’
'classmom work. Secdnd, from worlung with, .relaungAO. and getting to
“know ‘my students, in the daily, interactive manner that enhances
I would most likely devélop the rapport and trust necessary
for casé study, process research. I decided that these censxderauons
outweighed the need to justify claims of “objectivity,” since aeaung

- . the customary distance between subject and obsmrcr may have made it

vmually impossible to conduct the study at all.

17.

- Iintfoduced the study to the studeniy dunnj/ciass time and presented. -

it as a collaborative effort between the students and the teachey. I ex-

_ plained that although teachers try to “teach wrmng," they don't really

know how .individual students acmally compose and. that ope of the -

. only ways to discover this is to observe studems in the process. The study,

i concluded, ¥ould be one in which the students provided the means by, -

- which teachers would learn more about theiy task. All fifteen students
~ in my class voluitteered for the study with the understanding that there
~ would be five sessions, each taking placé outside of class time. None-of-
the five students selected missed any of fhe sessions. Although there-

was no mention of rcmunganon, once the data collegpon was camplcte.
time and *participation.

' TheD’éSign : - L «
~ Ismet with each of the students for five individual one-and-a-half hour

sessions. Eour of the sgssions ‘were devoted to writing and one ‘to an
open-ended in-depth interview concemmg the student’ s pcreepnons and

! f‘

) O Taber r"/_j}

Reading Scares: California Achievement Test, Level 5

o .7 _ Vocabulary Comprehension Total
i (Grade, (Grade (Grade
Student Level) Level) - Level)
Tony'..... 9.7 101 |99
Dee ...... . .10.5 : 7.6 ‘8.9
Stan..,... .10.0 A i 98- 9.9
is2 ... © 6.6 - ¥ 18 7.2
Beverly . ... 170 - 8.2 7.6
\ 5 . - ‘
» N\
v . 'x o ’ ’
* 6 0 A} ‘
« .
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Composmg Aloud | . ' '

. Customnarily, people compose to thex’nselves |
what goes on during this process is hidden k}rom an observér. In an*

. . - o -
L. . . Y . ¥

" memories of writing and writing instruction. When ume permitted, 1.
questioned students at thqcnd of each- of the writing'sessions on their™

perceptions of their own writing process ‘and on the choices they made

* while writing.'All of the sessions took p!ace ina sbundproof room.in the
"col'lege library, ;gnd.all sessions were ‘tapé recorded. (St'e TaBle 2 for

pami:ularsvof in vxdual scssxons )

-~

. - Te
a consequence, most-of

. Sopidra Perl o

Lol

attempt to bring to light the pauems and movements that occur during -

composing, 1 followed Emig's example in directing the stydent$ 1o

compose aloud, to vgrbahze_ as much as po&sxble whatever they were
thinking from the time they recived the topic to the time they considered
themselves finished. I'realized, as did Emig, that nobody can say every-
thmg that comes to hind So students’ verbalizations cannot be taken

as anything more than a rough approximation of events that remain’

.
~

: *Tabléz

. Design ol the Stu&f’

Session Mode '(_ Topic | . Directions
1....... Extensive - Society . ‘Stydents told to
' and Culture compose aloud; no -
: |, other directions
_ 1 given. .
2. 000 Reflexive "Bociety | Students told to
' C | - and Culture compose aloud; no .
1 - - | . otherdirectiens . -
_ .| given. . -
. A ) - Interview: -~ .
v . . Writing
. v ]_ . Profile A -
4....... Extensive Capitalism : |+ Studentstoldto .
< ‘ o . compose aloud; ]
- . also directed to -
talk out ideas be-
L R B fore writing,.
L Reflexive Capitalism Studenty’told to
' S compost aloud; .
-also directed to -
1 : ' talk outideas
) before writing. .
- -
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léréely internal dnd‘inéffable. 1t is also conceivable that askifg students _
1o, con'lpgse aloud changes the process substantially, .that composing-
aloud is'not the same as silent composing. These and- other inethodo-

. .+ logical issues can only be settled.throtigh further research. ¥

. TheTopfs®™ ot S oA
s Lo~ . ' : .
=« -All of the students in this study were enrolled in ﬁkomse entitled .
- “Introduction to'Social Scignce,’; which I anended%as‘part_ of the basic
- writing program. The topics cflosen for sessionsdne and four of my
- '@  study were drawn diréctly fronk the material plesented and discussed -
"7 in the social Science class and ®ere typical of thé impersonal, formal
. assignments required in collegé courses. JThe topics chosen for sessions :
‘two and five referred to the same general material but asked the students
" tb take a personal approach! The general topics were “‘Society and
Culture’! for sessioria one and two and “Capitalism” for sessions four
and five. It should be nojed that before sessions one and two took place,
the terms ideology and cultural ‘beliefs were discussed in class, along
- with the American principlé of equal opportunity. Similarly, prior to
sessions four and five, classroom discussion focused on the rise of
 capitalism as an economic system. ﬁptécedemé to capitalism were
. .explained as well as its concomitant problems. Thus, the concepts and /. -
. .the vocabulary used in the phrasing of the topics in this study should
have been familiar to the students. The topics and their sequence were

as follows: : . _
~ Session | o ' ' ' S
Topic Society and Culture [Extensive] - o - %

" Directions: Answer the question below by relating it to class discus- .

sidns, readings, and your general khowledge of the problems of New

.. York City. Give examples to illustrate your ideas, bui remember that

N you are being asked -torwrite about the genesal problems of New
York City and their effect on the society as a whole, not on your

»

persanal life. . _ .
Question: All sacieties have ideclogical beliefs. One of the ideologies

.. ol American saciety is that all men are created equal. In what sense -
is this cultural belief being threatened today by the financial crisis.

of New York City? -
\' Session 2 . o ) ,
N “ Topic-Society and Culture [Reflexive] _ A .
o Directions: Durihg this session, you are being asked to write on your

personal thoughts and feelings about a particular Americarj Beliéf, -

You may handlatthe topic in any way you like, but remember that -
» you are being asked to relate the fopic to your personal experience.

Question: All societies have idcological beliels. One of the ideolagies




a
of A’mencan society is lhal all men* are created cqual lf this is uue.
then you and the members of your [amily are equal to ‘everyone-else

: meFnenca. Desgribe your pc:sonql reaction w the last staiement -
' "and define what “bemg equal means to you. _ T .

‘ .' :'Sessxorwl

-

Tupu: Capitalism [E.xtcnswe]

Directions: Discuss thc‘llowmg statemeént’ fnsecfon your readings, ..

class noées, and your general knowledge of Anerican- society.

"t iStatement: Deline mpuahsm and’ expl.un how it operares 'm' .

Amdrca today. . _ .-
Scssnon 5 - '

Topac: Capitalism [Reﬂexxve] :

Directions: Answer the following dquestion using as many delarls dr
mmplcs from your life as you like, - ¢

“ Question: Do you beheve in the Amerran capitalist system? Why ox
.whyno? - R o o T

R " Dee
. . Session |
In own Society wday. it is said that all men are Created l-.qual

.- Now they are farced to look at a Financial Crisis. This will Frobably
. Effect the black man in our Society morirI n anyone Else. Because
y

he has alqay had to work harder. tha one else to get What he

Wanted. Il the statement all‘men are Created Equal is wure, then why

ok Should he have to Work harder to gét on top. Fhe-white-man- ’

J-den't-tike-tiatthis-I don't think the hn‘ancnal Crisis.is going.to
Effect that White man as much asghe black- man, because the White

~, mMan can get'over by the <olor of his Skin: Most People Come to -
New York WHr With the idea New York is where the money is at» .

Well the money is here, but Who Know Where? These people ‘also

(R A

- Songra Perl

.
Al

believe that You Can get an Equal Chance for a job if you havea - |

Education. Well T guess that part of it is probably ture. Now that
New York is havinga F mancnal Crisis these People Won' t beableto
get jobs Wheather they have a good Education or not.. These people

: Came from the Environmgatwhere they grew yp because they
Wanted to {ind a Swonger Culture and perhaps Start all over again,
Now these people will probably look at New York as a place what
their biggest-B biggest dreams were lost.

Lisa o . <
Sessxon2 '

1 don't believe that equahty is being pracust ro the fullest in

American Society today. American Society may say that everyone-is
equal. But they don't practial or treat everyone equal. Being equal
means that-eveﬁ-anyone can buy land, property. or live anywhere

L4 . : [3

The following are examples of student wmmg produced in rcsponse o
to cach of the topics: - :

K
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they want o if they can pay the asking grice. regardless-ol sex, color,

or creed "It also means cach individual has the same rights s -

another within the laws. Bux'l-er'xst admit things are bettér-thén

they were years ago. Years ago when American Society talked about .

equality that ment for only certain ‘class of people. Blacks, couldn't
yy land are live where they wanted to. There were# separatiod} in
wns Whites lived in big fine houses and had the best. But Blacks

~ had to live in rundown hoyses which they didn’t dwn. And had to

. work very hard in fields for what they got. Today things haven

change but they are-a lot betier. It could still use some improve-
ment. Sometimes we still can't live in the so call better area of the

“\city. Even if you have the money. This not only goes for housing but

Jabs as well. Do you know how it feel 1o walk into a place to buy

., something or to ask\a.question and the looks even the way they
- - answer or their maner ol speech tone you get. It's degrading. But I

-much as the next man.

think that Blacks P.R. or any natiopality should be treated or has.
the same right to live or go where they pleace. I think we contributed
a lot to this country. We should be given équal opportunity just as

San -
v ‘Capitalism which is very well portrayed by the story of the “Man
from Venis" shows the way in which he makes is living by trading,
goods fronv other larids and making a huge profits. Now v as the

~ . years prolonged countrics were coping this principle. England

became the major figure in Capitalism, This idea spread like wild

 fire that today America shows a'great deal in Capitalism. Today

it has been modified by rising surpluses and increasing the produc-

tion. Alexander, Gimblés. and Macy are making an -abundant
amount of profit.based’on the idea that if you take the surplus from
the preductin and return it by wer=p- replacing either man or
machine the production will increase. e.g:: If one man was baking
50 loveas of bread per day and receaves a payment of say- two loveas
a day. Fhere-Then the employer hiriefls. another baker at the-say
same wagey/the employer would be getting an increase of 96 loveas

f

a day 'instead of 48. This is the principle which America is using )

today. . ;

S . . . -
- . . . s .
. N » : k ) . ..
. .« .
. -
.
.

. Tony _ .

Session 5 e T

I believe in America capitalist system becausé it is the only way *
of life I know, What I knaw.from the one othgr system, for-example - - -
communism, k. would pef perfer to live in a capitalist system, for'in -

a capitalist system you have thé oppukunity-to get ahead /il you
have the ability. I America they olfer you the oppurtunityssto get
the ability through education. Whete as 4 in a communism
country, if you have the ability they do.not offer you the oppurtunity

* toget ahead. Because it is ran under dictgtorship, which dictates-ll_i'az

.
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T au are equal This is nm true / for many reason. ~Here is ]ust one
gencral e\dmple with the dlcutor of a commuiism country. 4 The
dictator is always going to live better than his dictitees aldng with
his friends, and family. 1 would not be ablc o lwc ina systcm/whcm
Lam told how 10 hve. _

-

-
f

A major fmdmg of thid study i is that all fwe students dxsplayed consistent

composing processes: the behavxoral subsequences prewriting, writing;
and edxung appeared in sequential patterns that were recognizable across

. writing sgasions and across students. While the tone, the mood, and the
specific cdhtent of each session ddfered. the data show that each student

/ -

employed certain- strategxes in ordér to write—and that structurally the

' unfoldmg of these strategies occurred in discernible and stable patterns.
This consistency suggests a much' greater. internalization of process -

than has ever before been suspected. Since the writtén products of basic

writers often ‘look arbitrary, observers commonly assume that the stu-
dents’ approach is also arbitrary. However,. just.as Sha.ughnessy points
out that there is “very little that is random ... . in what they have

written,” 2 50, on close ohservation, very little appears random in how -

they write. Basic writers have stable composmg processes which they use

“whenevér they are presemed with a writing task. While the consistency

argues against seeing these students as beginning writers, it does not
necess.mly imply that they are proficient writers. Indeed, their lack.of
profi mency may be attributable to the way in which premamre and rigid
rrect and edit their work truncate the flow-of composing
tantially improving the form of what-they have written.

"l' will rev greater detail my observations and conclusions in the

tions that treat the lhree major aspects of cOanosmg-
prewmmg, writing, and edxung :

Prewntmg \

Prewnung played a minimal role in the compcsmg processes ef*the |

students in this study Time spent. prewnung ranged from 1.5 to 7
minutes, ‘with an average time of 5.5 minutes. Dwing this brief time,
these students used three principal types of planmng for developmg
their ideas on a given topic - v. .

1. Rephrasing the topic until one word or an 1 idea in the topic con-
" nects with the student’s experience. This establishes a connection
between the student as writer and the field of discourse, The student

T
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o throughout most of the discourse. This anticipatory planmng or.pro- -

'_'then has “an cvem" or "m gxpcnéxce" i mmd before-wn&ng. ]

begms. ‘i : <t -
2:'Narrowing down the lOplC through dJchatomm or Classxfgnmg

This breaks the laﬁge concepiual category in thetopic (e.g:, equial-- -

. _-uy) into two maxfageable 'pxeces for writing (e.g., richlvs. poor). -
3 I-ocusmg on a key word in thc topic, initiating a su'mg of asso~ 3

" ciations to that word, and then developing one of more of the .
| associations durmgmewnung (eg equahty«»jusuce -n-cru:mnals .

~-murder ~+-Control guns)

When students’ p!ann;ng proceeds in any oi thesc ways, they begm to

write with a sénse of direction. Often they recognize that the act of

“writing ntself may change some of their initial formulations and that

these will have to be reworked on subsequent dralts. To the extent that
such an understanding was clear to them, these students were similar

to more proficignt writers, However, basic writers rarely maintain this

initial sense of flexibility and distance once: rewriting occurs.

A fourth type of planning behavior alsa occurred: at times durmg_
prewriting.. Students read. the topic a few times, indicated that they,
were not sure whap they wanted to write, but stated thit - they would

* “figure it out” as they went along. In these instances their first sentence
was-often a rephrasing of the question. ‘Then, after this first sentence |
was down on paper, planning began. Through composing aloud, they -
projected what they thought ought to come next and in this way clarified :

what they wanted to write about. After the clarifying took place; they
moved back to writing and alternated between planning and writing

. jecting ahead to determine what will come next appeared frequemly

during the writing itseif, even al‘ter studems had begun wrmng witha .

s&curescnseofduccuon S !

Little time was thus spent on prewmmg But this does riot mean that - -

planmng -necessarily sufléred. The strategies commonly associated with
prewriting, such as planning.and devising possible approaches to the

" topic, occurred even more frequently and with.even greater effect upon

the subsequent productpn of discourse once writing had begun. One

" _might be tempted to conglude, therefore, that students begin’ writing
prématurely and that the plannmg and clarifying of :what they wam to
~ write ought tacome first. . ° ' . ’ :

In contrast tosuch a conclusxon, however. the data here suggest ‘that

certain strategies, such as creating an association to a key word, focusing
. in and narrowing-dgwn the topic into manageable pieces, dichotomiz-
‘ing, and classxfymg, and do take place ina relauvely brief span of

c,

5%
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. time. The data also suggest that:the developing of and planning out of
- - ideas receive impetus from students’ having already translated some of .
- their ideas into written form—ig other words, through the'act of seeing
- . their ideas on paper, students.are enabled to reflect upon them and

todevelop them further. . . _ .

‘Wntmg S 4

. Cageful study revealed that the studems wrote by shuttling back and forth
. from the seise of what they wanied to- say forward to the words.on lhe
. page and back from the words onthe page to their intended meanmg

This back:ang-forth movement appears-to be a recurrent feature that may

.be characteristic of composing even among skilled writers. ‘At one

‘moment students are writing, moving their ideas and their- discourse .
forward; at the next they are backtrackmg. rereadmg. and dxgestmg what .
has been written. .

Occasaonally sentences were written in groups and then' reread as a

“piece’ of discourse; :t other times sentences and phrases were written -

AN ga]one, repeated until the writer was satisfied or worn'down or rehearsed
¢ . until the act of reheaysal led to the creation of a new sentence. In the
. midst of writing, editing occuried as students considered the surface
- features of language. Olten planning of a global nature took place: in the
- midst of: producing a first draft, students stopped and began planning
" how the second draft would differ from the first. Qften in the midst of
- writing, students stopped and referred to the topic in order to check if
mcy had remamed faithful to the original intent, and occasxonally they
- .identified a sentence or a phrase that seemed to produce a satisfactory:
. ending. In all these behaviors, they ware shuttling back and forth,

projecting what would come next and doubling back to. be sure of the

grourfd they had covered. - .

These basic writing students exhibited a mxmber of other back-and- :
_ forth strategies when they became “stuck,” or when the words on ehe
- pageseemed to them not to convey the meaning they xntenMThe most-
. ~COMMOn strategy Wwas to return to the topic, to read it  again, to see 1f
anything in the topic could regenerate the, thought process that had
- been lost. A second strategy was to reread whatever was down on papér
‘with the hope that through reréading, previous thinking would be -
.retraced and the migsing connection would emerge. Occasionally stu-
- dents sidetracked themselves with editing conterns, worrymg over spell~-
_'ing, syntax; or puncmadon. as though a “delaying” action on the surface.
— level might provide time for connections to emerge from the deeper,
meanmg level.. A final strategy was to delete what was on the paper

and to begin agam in another dxrectxon +
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" A number of recurrent operations were also initiated -in the time

this pcripﬂgx:ending to the question occurred frequently, as did readipg
use as'a whole. Theé sense and flow of the writing were also
considered, some" areas were reworked and reworded, decisions about
‘paragraphing and organization were made, and editing 6perations
were performed. . - 0 . :
- Writing the second draft frequenitly took longeér than writing the first
drift due to the number of editing operations peiformed by the students.

The mbjority yere changes in form, but students also considered * .
. questions of y ulary, style, organization, ‘and audience, Studehts

moved back ar rth between drallts, repeating phrases from one,

_ addingelements to another, exhibiting a'continuous stream of encoding '~
"N, ° and decoding behaviors. Even when students composed silently, they

' paused [requently, added and deleted words, and rescanned in order to
-~ " see what they had accomplished thus far. \ foL

o

.,‘.

LY

' Ceasing 6 write is always a definable mioment. It occurs when .

students put down their pens and cosament, “I'm finished,” &r “That's

- it."” Yet, however and whenever the moment occurs, assessing- what

internal ‘decisions.l‘etg‘up'td it is difficult. The students # this study

ofien ceased to write because of ‘physical constraints—their “hands are

tired"—or ‘because_of mental fatigue—they had “run .‘oixt of ideas.”
Summarizing or concluding statements were often tacked onto the

discourse, but most of these statements did not -seem to grow out of
the flow of the discourse-itself; rather, they seemed like appendages with -
a-clear purpose but an impaired functiori—they preached rather, than )

summarized, asserted rdther. thar’ concluded, flatly stated the initial

. premise rather than pointed- to further implications. At other times .
students tacked statements of 6pinion ento their discourse as if the act . ..
“of stating what they believe absolved them from the task gf ‘developing -

. their answers {any further. AH of these strategies point to the fact that
students conctude thewriting act a$ gracefully as they know- how, but

- that their conclusions have more the quality of exits than’endings.

. " A number of conclusions can be drawn from the observations of these~
students and from the. comments they made. Although they produced | .

inadequate or flawed products, théy nevertheless seemed to understand
and perform some of the cruciaf operations involved in skillful éom-

‘posing. While it cannot be statqd with certainty ghat the patterns they

displayed ‘are shared by other, writers, some of the operations they

. ptrformed appear sufficiently sound to serye as prototypes: for con- -
structing two major hypotheses on the nature of composing in general;

-,.

Basic Writing inthe Process of Composing . - S s

“between drafts. This time was always distinct, and no studeit in the -
study ever moved immediately fiom the first draft to the second. During
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sl l Wnung does not occurvin-a stﬁxghtfqrward. lmm fashion. “The
SIS _ “process is one of accumilating discrete bus down on paper and
.. - then working from those bits to reflect upon, structure, and then
. further develop what one means to say. ‘Writing can be thought of .
. - ., as.a kind of “retrospetuve structuring”; movemet forward only -
vt 'occursafteronchassomcscnseoiwhextonew ts to go. Both -
- __— aspects, the seaching back and the sensmg of forward movemem.
| haveaclanfying effect. = - '

2. Thé developmem of mcamng through writing always involves -

"¢ " somemeasure of both construction and dzsoovery Writers construct: - .

_- their discourse inasmuch as they begin with.a sense of what'they ", .-
- want to write. This sénse, as long as it remams implicit, .is not

' . “equivalent to the exphcn form it gives rise to. Thus, a process

. of . constructing meaning is_ required. - Rereading or backwards
T, movemcms become a way of -assessing whether or not the words -

* = on the page adequatély capture the original sense intended. Con- _

- structing simultancously affords discovery. Writers know more

' . - fully what they-mean only after having & written it. In this way the .

. L explicit written form serves as a window on the unphcn sense with

. oo whxchonebegan." T N .« ¢

R

"t Edmng R

: o For the smdems in thxs study, edmag occun'eff almost from t.he moment .,
 they began writing (see Table 3). It had a separate and distinct place 9_} |
' m thé time between drafts, it occurred agam “with- generally greater

“ . Dunng editing; smdems are concerned with a variety of items;, the

- lexicon (ile., spellmg. word choice,  and the context of words),.the
syntax (i.e,, grammar, punctuanon. and sentence stmcture), and thg =

- discourse as-a .whole (i.e, organization, coherence, and audlence)
Changes .in form greatly outnumber changes in content and, ‘indeed, L
the studentsin this study spent a tremendous amount of time and energy.
on the correction of surfgee features of their writing, Spelling, an area
. that teachers will often t, received thc most attention, while verbs,
.the one area that many teachers of basic wmers tradxuona]ly emphasue.
received the least,

! An analysis of the content changes reveals that all of the studems in -

the study concerned themselves with the depth, the fullness, and the style -

- of their finished products. The following lisi summames t.he Kinds of

comem chzmges made by the studems. ,

.
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© L hlaboi‘auoa of ideas through the use of. speahcahon and detail
**(Tony, Dee, Stan, Lisa; Bevairly)

& 2’Additions of modals that shifted the mood.of a Sehtence ('rony)'

¢ 3 Deletions‘or rephrasmgs that narrowcd the iocus ofa paper (’I‘ony, :

Stan). -
4. Rephrasings that creatcd a‘sumgcr opening (Stan Lxsa)

-

5. Clause reductions or embeddmgs Lha& ughtencd the suucture *f a _

paper (Tony) 0

" 776, Vocabulaty choaces‘ihat reflectéd a scnsmvuy to languagc or an" "

. mcreased sense of audx:nc?(ﬂ'l‘ony Dee, Stan, Bevesly) ‘
7. Reorderi ing the elemems ina naxrauvc (Tony. Stan, Bcverly)
-8 Suengzhenmg transitions between paragraphs (Toay, Bg\'erly) [

- Q. Ana\vmcncss of and'a concern for mqaphm"u: language or ironic - .

a mtem(Stan.Lxsa) \ﬁ-_'

. 'Despite the sophxsucauon of the content changes and the magnitude
'~ of the changes in form, a cursory look at any of the students’ written
_ produczs Feveals that. many problems remain unresolved. The problems

in what may be called form included esrors in syntax, punctuauon.' N
. spelling, word choice, and sentence structire; the problems in what is .
_ traditionally called content concerned audxence-gycakcr rclationslups."

. coherence, and the establishment of logncal consistent relationps.

. - All of the students proofread their writing in order to make it conform

to the codé of- standard written English and all of concerned
themselves with various’ aspects of style, These unm problems
mug therefore be accounted for by looking ‘beyond the kinds of changes
the students made to some of the problems that arose during editing.

;The following seven uems summame the problems for the students |
in Uns study: - “

e They frequently asked themselvcs, “Is this sentence [or feature]
correct?” but they did ot seem to have recourse to a workable set of
rules to guide or mform their editing decisions. In-searching for a

. “rule” or attempging to devise a principle that could be applied

_to the construction at hand, they often made changes that 1mpan‘cd
_rather thin clarified their meaning.,

" Thtey scemed to have internalized a limited set of rules for correct-- g
ing their own writing but they lacked recourse 1o all of the
exceptions to the rule orextenuating circumstances that change

“the rule. As a result, they applied a rule where it did not belong'

and produced a hypcrcorrecuon‘ *
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. They produced structures that were syntacucally more oomphcated :
.', - than mesmgleseto{edmngmlqax Lhen-dxsposal when they tried
k toapply a rule to a complicated const.rumon. they bemme tangled,
in Lhen' own syntax. _

\ Thcy had begun to expcnmem with “acadernic” language and to

- employ térms they were familiar with through class discussions or

through other speech contexts; yet they were not familiar with the

- syntactic and sernantic constraints one word places upon another, -

which Jed them to produce “lexical transplants” ar “syhuactic

dxssonances"“ that jar readers familiar with these constraints. .

They tried to 1ely on their intuitions about langugge. in particular
‘the way words sound. Often, however, théy had been taught to

‘ mistrust what “sounds”’ fight to them, and they. wére unaware of -

the particular features in their speech codes that may need to be
- changed in writing to match.the standard code: As a result; when .

bcgan to have difficulty dxfferenuaung between what sounds right

in speech and what needs to be marked on thepaper At times they

R auempted to rely on absolute sound-letter corrcspondenoes. per-

: 3 . pj because no one had ever told them that the way, words sound
o pends primarily on context and pa:uculardlanguage habits, -

o When they reread their papers with the intention of correcting

; errors, they read from a semantic or meaning model in their heads.

' They extracted the méaning they wanted from the minimal cues on

"+ the page, but did not recogmzc that outsxde readers would hnd

LI
.

) e

Table§ *
- - « Editing Changes . 4
g . RN Tony | Dee | Stan Lisa | Beverly, | Totals | -
" Total number of , : o l._ ,
* words produced. . | 1,720 1,271 1,640 ,.1'754 2,179 | 8,564
- | Touiform ...p.. | 210 24 49 | .167{ 100 | 50 |
Additions. . .. ¢, 119 21" 10 21 11 |- 63
. Deleti@m ceto00s e “ 9 13 41 88 150
" Word choice ... 138 4 1 27 & 51
.Verb changes . 4 1 -2 71 12} 26
Speumg LI IS I ) ‘95 4 4 13 60 19 . . 191
mtm e ol o o . '35 4 5 ' ll li 69
. Total cont‘pt . 2 7| 13 ~21 -2 67

they attempted corréctions by sound, they became confused and =
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-~ these cues insufficieqt for mcampg In othct watds. although thﬁe
. students reread, they did not read closely or with analyucdxsumec
‘. They immediately imbued surface features with the meaning they
, - wanted them to have without scrutinizing thdse features carefully

to see if they. camed such meanmg “on’ their own.” They éx-

-hibited a*lack of visual acuity with woids and letters, a habit of  _
. seemg which swiftly transforms wlm xs.bn lhe pagc to what i is in

the mind of the writer. b

: Their writing was cgooenmc. tmdcrstocd asa cogmuve ps?cholc»
-c. . gistuses this term. While they occasxcmally indicated a concern
+  for their readers, they more ofteh took the reader’s understanding

. for granted. They did not see the necessity of making their referents

‘explicit, of making connections among their ideas apparent, of

.. carefully and explicily relating one phengsnenon to another,

or of placing narratives or generahzaua\m thhm an onenung,

_conceptual Eramcwo:k.
X A number of conclusions can be drawn &om l.he edmngbehavxors of
"« the studcms in this study‘ S o
' All of the students. edited,’ and the natm{' of thcn' concerns was
«-. - . «yemarkably sophxs_tmxcd-iar more sophisticated than one would*

suspect from a quick reading of their papers. Why their papers
have so many unrésolved problems has less to do with their being
careless or “not editing” than it does with the rulesystems ‘they
have only partially mastered, their selecuve percepuon. and
cgoccnmuty ' _

kdxung for these smdcms xmrudcd Y, often and to such a deg'ree
, thait it broke down the rhythms generated by thinking and writing,
rl’orcmg the students to go back and, when possnble. recapture the
" ! strands- of ‘their thmkmg once an editing operation had been -
completed. Thus, editing occurred prematurely, before students
had generat epough discourse to approximate the ideas they had;

. -as,a result, the students often Jost track of their ideas. :

While ed.mng during writing occasmnglly has the effect 'of a -

- delaying action which allows stydents to consciously focus on the

surface features of language whilg théy are waiting for ideas to be

' denerated or to reach a level where they may be grasped, editing

also has the effect of side-tracking, of busymg students with the

more superficial aspects of wnung and thereby drawing them away,

\ ‘from the real probléms inherent in composing—constructing and

dxscoveri\ng meamng Here edmng becomes a su'axcgy for avoxdmg
writing.
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§ o f:t!mng is primarily. an cxcrcxse in mor-hunung 'I’hc smdcnts |
: S " were prematurely concgned with the “look” of their, writing; thus, .
'~ *  as soon asa few w are written on the paper, detection and

.correction of etors rcp!aces wriling and revising. Even when they
began writing with a tentative, flexible frame of mind, the sdents
_ soan became locked into whatever was on the page. They had not
. yet developed the same ﬂcxxbdny or suspended Judgmcnt inediting -
. _ ~ that they had developed in planning and writing, a Hexibility» -
i essential to revising that, when done successfully, allows writers
“to juggle posszinhues and rework:déas. S -

The Modc of Dr.scourse

N One of the questions in this study was whethcr the mode of dxscourse—-
~*° extensive or reflexive—would affect the students' COmMpOsing processes.”
. While students do not-always acknowledge that a particular mode is
" specified and while they occasionally switch from one made to the other
during writing, the following observations rcgardmg the effect of mode
upon their wrmng processes can be made: ¥

" The basic writing students in this study wete more fluent in thc
“reflexive mode, consistently producing more words with greater
. gase and generally in less time, Their writing pace was smoother
and characterized by fewer pauses and hesitatigns.’ Sentences were
often written in groups, with one sentence flowing easily from the
preceding one. In this mode students also expressed approval of
their written products more frequently and indicated thgy had some
sense-of how they wanted their pagers toend. | '

e T : Composing in the extensivé mode was charactemed by more -
~ ¢~ - * . pauses and hesitations. The hesitations occurred both within.
.~ ¢ . individual sentences and, -more frecjuemly, between sentences.
- . Thus, sentences were often written in’isolation, and the students’

) ' attention was often focused on individual words rather than on the
larger units of discourse. The pace of writing was sporadxc; .
students reread often, and they had many false starts and neganyc

‘v assessments. The'y frequenily returned to the question, were cons -
o sistently stuck in one place, and exhibited difficulty moving
. . . forward with their ideas. As rule, fewer total words were produced
" in this mode even when the total composmg time excceded that
given to the reflexive made. e o

Sinte studcms do not always remain in one mode during wnung, ;
- the greater ease.and fluency associated with the reflexive mode may
néed to be accounted for by a further analysis—one that may have

- ) : .
} . .
3 ' i ..‘
. 4 . .
.
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less to do wnh whit studems are actually wnung about and miore
to do with how. the topic for writing and’the initial directions for
wriling sét a parucular tenor and tone. It may be ‘that stiidents
develop their. ideas with greater -facility when they are addressed
directly, as in the rcﬂcxxvemode When a distance exists between -

N

- them and the topic, as*it does.in the extensive mode the distanice

‘jtself and the wording of the directions 'may make access to lhcu'
xdeas more difficult. Thus, students may need a wedge, or a “way

* to the topic. When this is' provided, as it is by the personal
nature of .the reflexive mode, extensive or reflexive wmmg may -
occur smoothly. When this wedge is less apparent, as it often is.in
the more distanced, absn'act directions of the extensive mode, -
‘wnung of whatever natuxe may be more dtlhcult. ,

P . .
(] . \ . -~

T

. 3 . . . o . ' ,
- . . )

Basic writers have t;adﬂ onally been viewed as students who “do mot"

know how to write.” Th¢ data in this study reveal, contrary to common
opinion, that basic writérs have stable composing processes. They have”
Aefinite: strategies to start, sustain; and stop wnnng. the composing

. behaviows these strategles set in motion occur “in & ¥onsistent fashion.

Indeed, one of the reasons the writing of these students remains flawed
is related to the nature of the behaviors set in motion during composmg

Seen from this pomt of view, teachmg basic writers how to write needs .

to-be coriceived of in a new way, in part by "loosemng“ the process:
rather than “tightening” it. -
One possible way to loosen the process, or to free studems from some

. of the constraints under which they presently write, is to provide them
* with guidelines that draw on an experiential model of the composing

process. This model would need to explain the kinds of processes set
in motion when writers write in such a way that students, during the
act of writing, could begin to assess where they are, whag they aré doing,
and what they need to do next. Such a model emerges in the followmg

- outline of the four features of the composing process. As features, rather

than steps or stages, the four are mterwoven or alternating strands of the-

~ ovenall process itself.

(1) Readymg oneself for wrzlmg Drawmg from one’s experience a
sense of what one wants to rite about; coaxing what one meéns to the
surface through words; makxng the commitment to write- by moving
from lhe initial sense of one's meamng toa readmess, however tentative,

togoina certam direction with one's ideas; and starting to write. .+
_ B

4

* .

»
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&
(2) Sustmmng the flow of wratmg Havmg begun to write, keepmg
the flow of thoughts moving; keeping hold of the thoughs long enough
to translate them into writtén symbols and get them down on paper;
cultivating backward movements to check whete orie has been and
" forward movements to project where orie wants to go; developing the -
. writing in this Scurrent manner and kcepmg track of possxble altcmate ‘_
L ~ directions. ]
U £ ) Shapmg the dzscourse for onesclf Rcadmg one's wrmng ta
: . determine whether the words on the page correspond to one's intended
. meaning; getting the writing “nght”prh the “self,” recogmzmg that
. «there is a “writing self" and that by matchmg the meaning of-what one
= . “thinks to what one writes, one can clarify meaning further; reworking
" and refining the writing so that n morc precisely wnveys what one:
wants to say. .
%) Readymg the discourse for others. Reading and reworkmg one’s
*. writing in order to meet the demands of readets; distancing oneself from
the written product in order to ass;ss whether readers unfamiliar with -,
the context will be able to follow one’s thinking; editing one’s writing so B
that surface ‘features of the writtén code will not distract readers.from
.. their primary focus—the extracting of meaning from the written page.
. &  The students in this study acknowledged and integrated the processes
o . of these four features with varying success. Some they performed
C naturally; others they had learned and performed mechianically; others -
£ theysiill need to learn. Frequently, however, the ones they performed
mechanically interfered with their developing and sustammg others.
Usmg the term basic to refer to the writers in.this study is thus apt.
It is not that these students “do not know how to write,” for they enact -
~ many basic zynposmg processes’and exhibit many of the strategies of -
more’ pracu ed writess. Their problem. is not one of absence but of
cmphasxs. ‘This lack of knowledge is not surprising. Having been drilled *
on the surface [eamrs of language, they focus prematurely on form.
. Havmg learned how topic sentences shd@jid lead to proper paragraph
. ' -developmem. they are uncomfortable when the sequence of what they
.« write is not clear and does not conform to the modéls of polished
. .~ . discourse in the textbooks. While ttese writers lack an understanding -
_ of*some of the rules governing the form of clear and forthright prose,
BT more importantly they lack an adequate conception of what they are
bcmg asked to do when thcu' teachers tell them “Write.” - \1

.o -
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* ) Sargeant Reynolds Cominunity College

I Successful Basic . -

.- Writing Programs =
Reynolds Community College
AbuLbion .

.- Dixon describes a sequential bzuic'wrixii)-g"i)rogfam with emphasis -~ -
-on the argapization; instructional techniques, and the day-to-day

~workings of a program which has produced excellent resu_lls at the !

™ two-year college lével. o o

-

. A few years ago one m?gh( have started ‘an article like this with an

Y

-

_ ‘anecdote about a traditional English teucher confronted for the first time -
* with what are variously called nontraditional, basic'writing, remedial, or

“developmental students, An essential feature{of the an&dote would have

*_ been the teacher's shock at seeing the kinds of language problems he.

or she was expected to deal with. But by now, few £nglish teachers have

not had to deal with such students and Such. problems. It can be a

frustrating experience, sometimes 4 reWérding'_one,-but always a chal-

~ lenging one. This article will describe one method for teaching basic

writing using easily available materials. The method is flexible and
-provides for frequent one-to-one contact between student and teacher,
a necessary condition for the effective instructicn of most basic writing
~students. Further, "the course requires neitheér hardware nar. special

- facilities’(though tables. are better than tablet ‘chairs) and is no more

.....

.. ‘expensive than traditional courses except that enirgllment ‘should be
. svlimited to no more than fifteen. The course does nofturn all those who -
- . take it into good writers, but it has proqu__hglpful in preparing most

- of them for college-level work. .

All freshmen entering J. Sargeant Reynolds Community Coli_ege take

- awriting placement test developed at the college. It consists of correcting

ten “sqniences” containing errors and writing a paragraph’at least ten

sentences long on one of a number of suggested topics. The ten seritences

in the first part contain the most common kinds of errors made by

_students who are waditionally diagnosed as remedial: subject-verb dis~
- agreements, nonstandargd forms, fragments, and run-on sentences. Fail- .

35 .
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ure to find.and correct thc cxrms m tlucc or more sen:enocs is a hm o

indication that the student may fieed developniental work. However,
because some students can corréct exrors in isolation but cannot produce

_consistently correct forms in their own writings, the paragraph is a better
~ <indication of skills and can either coniirm ar reverse the prehrmmry

judgmem made on the basis of the sentences. .

L

tency.! The English Department at J. Sargeant Reynolds conducted an

Experienced English teachers can read and come to hohsut; dcqsxons ;
about placement paragraphs very quickly and with i impressive consis-

~ experiment with the placement test by having all the full-tine English - l
teachers read the same ten tests-and decide whether or not the students

needed developmental wrjting. Some tests fell into a'borderline class;

' in these cases the gradmg teacher would seek another reader for the test ™ -

‘before making a decision. The consisténcy of the whole faculty was

approximately 85 percent and the chances of placing a studem correctly _

were 91.5 pcrccnr: _ . .

. : "
[l L
.

TheBasu:Wnung Course . | o

'Thc Verbal Smdxes Labora:ory thc basxc wmmg course at J Sargeam\
' Reynolds. meets {ive hours a week, and the students work indjvidually, , " :

with the teacher provxdmg supervision and 1ulormg The course has

:‘)m{ units: basic grammar, standard grammar and usage, sentence com-

ng, and paragraph writing. All students in the course do the first

"+ unit, largely as homework, and, on the basis of a diagnostic test sxmxlar'_
to the placement test, start their classroom woik in oné of the other units.
Thus, most students begin their classwork with standard grammar and

r with sentence .combining. Since the basic writing course is
pmg{a:

ily aimed at probles at or below the sentence level, only rarely '

is a student placed in the coulse for composition problems beycmd the
sentence level.. P . R
For many students, the basnc wmmg course takes two or three quarters

 to complete. Students who have not completed the course but wha_are

‘making satisfactory progress get a grade of R (re-enroll) at the end of

cach quarter. Thase who complete the course get a grade of S (satis-

factory). The course carries. five ‘credits which do not count towards
graduauon but do count towards a full load for financial aud purposes.

[

\\ .

Basic Grammar . [’f

For students and ieacher_s to discuss sentences and words productively,
they must share a basic vocabulary, and the first unit of the course .
helps provide that. To ihtroduce students to standard grammatical "
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'Basic Writing at J. Sargednt Reyriolds College .~ R 1
- terininology, oOr to remind them of the terminology they learned in
elementary or high’schodl, alb students in the course wark through a
- programmed grammar text, Joseph C. Blumienthal's English 2600 (New
York: Harcourt Brace Jovanovich, 1973). The téxt begins with the:
idénitication of subjects and verbs and goes through sentence patterns,
modifiers, the sentence unit, subject-Verb agreement, capitalization, and

TF

¢ 'punctuation. There are twelve units in the text, and studenis must pass * -

‘a“tést on each with a score of 80 percent or above. The text is fairly
¢asy to use, and almost all students can learn the material ori their own,

‘needing help gnly with occasional problems. Tesis are administered®

pericdically, and the teacher.can help individual students with material ~
that the test resulis indicate they have not yet mastered. Students are,
retested on-the, material, using alternate versions of the tests, until they

7. pass with the required score. Most students can do six to eight units
. per quarter. The programmed text units on fragments, run-on sentences,
possessives, ‘and the like can also be assigned by the teacher in response
to particular problems the student may be having in other units of
the course. Whilethe knowledge of grammatical terminology alone does
not improye students’ writing, it does enable them to discuss their
« wiiting with their teacher and with other students—something that is

- essential for improving their writing, '

Standard Grammar and Usage ) -

. - The book used for the standard grammar and usage unit is Constance ~
Gelvert et al., Keys to American English (New York: Harcourt Brace
Jovanovich, 1975), a book intended for speakers of nonstandard dialecis
(called “community. dialects” in the text), especially “Black English

- Vernacular.”'? The text puts the standard and nonstandard dialects side
by side-as each paradigm or form is discussed to help the student recog-
nize the differences, an-important but often difficult step in achieving
“correctness.” The text starts with the third-person singular -s and goes
 through all the basic inflectional forms of verbs that cause problems:
third-person singular present tense, past tense -ed, irregular verbs, ~

. compound verb forms. There are also sections on noun forms (plurals
and possessives) and syntactic forms (indirect statements, passive con-
structions), but the section on verbs. is the one mast useful to the
majority of students. N ' : :

The text is unlike most handbooks for writing because it includes

scores of exercise items in'each lesson. A lesson begins with the presen-

: ‘tation and discussion of a paradigm, and then, using the type of
- * extensive drill and pattein practice often employed ini teaching foreign
- langugges, it provides enough practice for the student to begin to

L3 .
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) . internalize the standard forms. The fifst lesson, for example, provides
, eighty short sentences in which the student must identify the verb, decide
if it should have the third- -person singular -5, and write the correct form
i the one in the sentence is wrong. Then there are scvemy-odd sentences
- where the student must supply the correct form of a given Verb. Finally,
“each lesson has a series‘of sentences, consmuung a pamgraph to be
proofread and convected.
- All of the lessons have. the same basxc fonnat. O studcms need not.
learn instructions with each lesson. This allows the studeats to
move :ain.Iy from lesson.to lesson without having to-wade through new _
/instructions or depend upon the teacher for interpretation of directipns. -
. ©° To further faciltate thie student's progress and free the instructor, the .
IR ' . Englxsh staff at J. Sargeant Reynolds has filled in all the correct answers
Lo ~ in one copy of the book so the students camixeck their own answcrs after -
they have gone through a set of exercises. ™. - v
By the time they have completed a lesson, mqsz‘studcms have leamed '
the’ material fairly well Some students, however, cannnue to have
- wouble with some of the forms becau¥ of interference front- the dialect
Coa lheyhavegrownupwuhandcommuctouseoulsxdethedass.:\s .
v " . ‘Shaughnessy and others suggest, our job as, teachers of writing is to give . -
the students the competence to write standard dialect, not necessarily to -
speak it; students-may have to produce the standard forms consciously
while writing or in proofreading, unlike the unconscious way they
produce the formis: of theic first dialect or language.® Though oral
production is not the,goal olthe course, oral drill can help st ts
» with some forms. It can help attune the student’s ear to the differerice
.between forms—for example, between a'verb with an -s ending andone
without—much in the way oral drill helps.students of Englishasa . .
Second Language recognize the phonemes of English. (Spcakers of some
* languages do not hear the difference between the lish words ship .
and sheep, for example. Because the difference between the\vo\wel sounds
in those words is not a significant [eature of their native language. thq' '
' must learn to hear the difference.) .
: ' - In oral drill the teacher works wuh an individugl studem. spccxfymg ~
' - averb and tense: run, letus say, in the present tense. Then the teacher ™
- leads the student through the present tense paradigm of -the verb by
X giving cues that will elicit ali the cases (e.g., 1, you, he, they, the girls). - -
The student responds by repeating the cue and addifig the proper form
L of the verb. This kind of oral drill can be done fapidly and quietly,
e L * without disturbing the other members of the class. As I will discuss -
o “later in relation to sentence combining, the ability to “hear".what has
. been written is important to students’ ability to proofread theu' work for
ermrs in standard dialect. .

e
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: ) the\ones néeded by most students who have diglect-based problems w_iﬁl
\standard grammar. Students can be assigned particular portions of the
remaindes of the texi—lessons on nouns, pronouns, adjectives. and °
~ adverbs, questions, negatives, and seritence peyteinse—on' the basis of a
.~ diagnostic test made by selecting iteins from the lesson's in; those parts
. . Qg‘lhc text. . ST , R i N . o '

-

- close track of their students’ progress, encouragihg theém when, they are

having difficulties with some, materialand working orally and indic " -

. vidually with them briefly almost daily. To.show theis mastery of the.

material, studenis take tests based on tht;:xpa'téri_;i‘t!ili_ groups of lessons. ..~
. Altey lesson threée, for éxample, the stud@g‘;ﬁ,ml&g a.fen-item test on'the -

-

The twepty-five lessons on verbs in Keys to Americai English are -

<, . ‘Since the course is_self-paced, students progress at different, rates ~

o

~ through the unit on standayd grammar and usage. Feachers must keep ~ °. '

¢ ¢ first three lessons, regular verbs in the préseii and past tenses. If the ,  ~
' . student gets eight of ten right, she orhe gaés on 10 the next group . o

. X

 of lessons; g lower score'means the'sident must go back through the -

v &
K et el " Tk

NG

. . This succesy, which shé éatire icours is 'designed to provide by pre-
senuing the material in" shagi*sepmeénts oRglps with student. mptivation
and self*ix_‘x‘iage. wo keys §07a lic- saccess.dStudents whg have
resisted academic Eiigl ) h%;&?ars becausext,bafﬂed th.e,m or who, have
so seldom met with-siccéSS in school that they hesitate to commit
theniselves 1o any academic task begin to seg that'they tan deal with

- N “English-teacher English.” When they,sesithat thegules of the standard " ; .

: dialeczcaqb'éleam& they begin to{ceiv ity can learnit. - ,

Most students who begin with“the ytfiton standard' grammat and.

usage will finish the first twenty-five lessons insa, quarter.-Alfter that,’ .

« and alter they have finished any-later, sections in_the tek{3ndicated by -

.
i

s,

o material, with ‘incgased; {uperviSion. %8¢ teacher, Sisice the number [, £
w07 of lessons i’ cach group is:kept/siiall, mist'students pass: most: testsd,z - v
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the diagnostic test, they go'on to the second-part of tlig course if theirg[" >,

diagnostic test indicated need for work-in séntence yriﬁQg..‘Stu@g} L
who have command of standard forms but need work in'sentence writiingits \. 2
. skip the first unit and begin i.n"vth_c'"scc’pndiiniz,'s‘e'nw_x_xpg combining. -’ .

‘Sm'tenceCambiﬁing- ) .. S

technique intended to improve syntiictic fluency by tapping the linguis:

tic ability that all native speakers 6f the language possess. Originally . |
. developed in am attempt to yse the theoriés of transformational graminar e
“to improve student writing,_semgwnﬁiniﬁg ‘has been investigated -

. by alnumber of researchers and has been sgown o be an effective:

Y ) 7 N "- .
’ X ’ ’ -,
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The second unit. of the cours# d$ based on sentence combining, a-
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tecluixqut ﬁor uupmvmg thc quahzy of student wnung«" Though not

generally used to teach correctness pnmarﬂy. sentence combining can be

“s0 used when combined with instruction in grammar and punctuation |

. of the sentence unit. Sentcnce«combxmng exercises temporayily free .-
students from the need to invent and allow them to play with sentences, E

" practicing patterns they éan latcrusetoexprcss their own ideas. Foreign -

studenits who get into the basic writing course generally do not work in

~ sentence combining because they do not have- the intuitions a native

' speaker even a speaker of nonstandard English, has about what

is grm‘nmaucally accepzable in i:.nghsh. Lnsu:ad. they work thh a
controlled composmon text. -

. The sentence-combining text we use is Wdham Stmngs Sentence '
Combining: A Conposing Book (Néw York: Random House, 1973)
_Basically; students are asked to combine groups of short senterices into - -
~. longer sentences. These groups become langct and more complicated as
one progresses through the text, requiring more complex' transiorma-
_ uonsmmakegoodsemcnccs. In the second part of the book, there are
models to follow so that students can become familiar with particular -

~* structures, such as participial phrases and absolute phrases. Here is an

: exampke of thé semencc-oombunng exercises from the first pzm of the_. -

« -
]
hY

~e

- Thq mdxvxdua}s weze all over the world.
. = [lj The Nuremberg War Trials followed World War IIand poscd a

book: ' ,
_ The Nuremberg Waj Trials followed w’ond Warg v
The trials posed a dilemma. . - s
The dilemma was for individuals. . : .
“The individuals were thoughtiudy R

~ e -

dilemma fof thoughtful mdmdualsall over the world. .

- = [2) The Nuremberg War Trials that followed World War I posed
adxlemmafnnhoughlfulmdmdualsallovenhcworld. N

The Eollowmg is oneofthc models &onx’thesecond part of the book.

Theteachcr smiled to himself, Lt
‘The teacher evaséd the blackboard, [basc dause]

- Theerasingwas withasweep. =~ = . _
Thesweep was lazy. - : oy
The teacher wailed patterns. =, :
The patterns were of chalk dust.

‘The chalk dust was gritty. -
“The chalk dust was grayuh. : ' :
. 's Smiling to himself, the teacher ¢rased the blackboard with a lazy
" sweep, umhng patierns ot gritty, grayish chalk dust. -
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" Alter the teacher explams thc idea of sentence combmmg and does the .
&rs: few combinations orally. students can ‘generally do the next few_
' omlly without difficulty. As they wark through the text, students uy out-
-their transformations subvocally, perBaps writing them out and trying
several to find the ane that sounds best, and then they write their final
versions to hand in at thcmdoftheclasspenod.'l‘hcteacheranalym
the combinations outside the class  and goes over them with the student
during the next class périod. Whei the teacher hands the sentences back,

N

‘be or she has the student quietly read aloud sentences that ‘contaim ¢ |

errors. The students will generally stumble at the pomts of error in the

sentences, mdxcaung their intuition that something is wrong, an im-

portant step in their learning to proofread theirwork w /rzh their ears, 50
to speak. As every English teacher knows, students will

. combmmg helps transfer their usually .accurate lmgmﬂnc intuitions
about correctness to their writing. Sentence combiking ‘also offers

- another advamage most students do most seniterices comcdy. again

helping to improve their self-image.

Because sentence-combining exercises result in comma splices and * -
. run-on seritences -more than-other kinds of errors, the teacher should: e

explain these to the students individually as they come up. When errars
of any kind occur, they should be taken up qne at a time, The teacher

may choose scmcnces with a particular kind of error for the student to |

. read aloud. In addition to explammg the rules to the student, the teacher
- can direct the studcm to the relevant secuops in the programmed
grammar text.

In order to pracice. generanng their own scmenoes. students should

. write at least ene paragraph a week, based on one of the suggestions
* for writing in the sentence-combining. text or topic assigned by the

teacher. This aids in the. transfer of the structures students are pracucmg

" to their own writing and keeps the exercises from becoming tedious.

‘Ehe-transfer to writipg of skills lepmed in. semenoemmbnmng has been -
' confxrmcd by numerous studies. It is worth noting that beginning with *
the Bateman and Zidonis study in 1966, al the research with which I am

' f{nmﬂm on the effects of sentence combmmg uses studem-generated &é;- .

-writing, ‘not semenoe-combxmng exercises, . to measure the changes

- ¢ induced by sentence-combining practice.

The senlenm-combxmng t that we use serv&s the addmonal pur-
pose of mtrod.ucmg the students to paragraph or_gamzauon, since the.
-éxercises dre arraniged . in groups .that form paragraphs on various

subjects. This has the effect of modellmg dxscourse for studems&one of

the purposes oE readers used in composmon courses. By in essence
}
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write things they
. would never. say, would be all but incapable of saying; sentence

-
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- rewrmngs do.zem of paragraphs. szudems tend to absorb the concepts of
unity, coherence, and developnmm. It is not, perhaps, as
\Fway of learnipg the rhetoric of the paragraph as traditional &
1t it.has sémcnfzhesamevmucs.

- attemptsto-do- too many things in the samc sentence. The orderly -
: - building up of complex sentences that sentence combmmg provides can '

' help studenis tap and control the linguistic competencies they already
' possess and enable them 10" write ambitious sentences without too much
. mix-up. The following pamgraphs illustrate some of the effes of .,
‘sentence-combining insttuction. The first paragraph was from.the C
studmtspmesc.thesecond&omherpoatesz. . - .

M * The main reason i have chosen speaal Ed. is to uy %) hclp those .
who are not as luck of as fortunate as you and me. Ther® are alot of
mental rewarted people & children. Some people do not even éare
about them they just leave them a lone because they kinow that they
cn not get any better. § know’that some children will never get any

. : - better but at least you can give thein some kind of hope something
— - dtcymholdcmto.hvennh(maybelus)usuo!camhowwholda
. ' ; ’ pmcdth.\usabagaccomphshmemfouhemandforme.

« The main duty of my job is to help peaple. 1 i;lm a salesgiil so 1 am
_ always workitig with people. I help them malke decisions on what fo
Ny ' get grandmother or what scarf goes with what dress. I also deal with
) merchandise, checking it in, making sure it is what we ordered-and
il not sending it back and last-but not least workmg with money,
clearing the tegxsu:r. hclpms trainées with the rcglszer and makmg
“change., = . .
There are still some crrors~m the post-test para@‘aph but it is syn- ¢
e, tactically much more mature than the pretest paragtaph ‘andithasa -
'  satisfying ‘thythm and flow that are entirely: absent in the pretest '
paragraph o L I o .
: Paragmph Pra::txce
" Students begin to write paragraphs whxle they are wor&ng in sentence
‘combining and write them exclusively in the last unit of the course. The
text we.use in this unit is called Paragraph Practice, but any set of
paragraphs illustrating a number_of paragraph developmem types
would work equally well. In this unit students write ten paragraphs
. modelled on thase in the text, which include sample instructions, desarip-
. o " tions, and exposition. This unit, usually the briefest in the course, gives -
S \students the ¢hance to put together all that they have lwned. In some
- cases, problems the student seémed to have mastered earlier in the course
will reappear; in fact, new ones may appear This gives the teacher the

J * . i o
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Opportunuy to have the studem Teview pa:ucular items and reinforce
them so that the student produces adequate work in ré composmon

cousses. Errors can be expected to reappedr from time under
‘pressure and through carelessness. Howev hdvmg thfough the

.- material of the course, students are g¢nerally eqmpped to find and correct
errors lhey may.not even have been. aw&re of befm'c thecourse. -

 dialect to succeed in college and in later life. The abritrariness of the . ~

-
-

Teaching the Course = °

<

Much. of the day-to—day bandhng of the course has been tovened in the'-'

desaription of the way ihe students us¢ the books. There are some
practical matters that ought to be, menuoned here, howevgr. The first
days of the course are devoted to dlagnosxs, a general introduction to the
course,. and a discussion of the xmportance of learning the standard

prestige dialect is chscussed. byt mast of the students know that they need

. toJearn it if they are to do what they want with their lives and few have -

philasophical objections. The teacher describes the overall design of the
course so that students know what they are supposed to.do and learn.

Attendance policies, gradmg policies, and the like are specxfxed Within
the first few days, each student gets a form that shows what units of the -
.course she or he needs 1o do, including a list of the tests so that the

, student will know when 1o asK for them. ;

Getung everyone started in the right texts is time consummg and
sometimes less than perfectly orderly. Small groups of students are intre-

duced to the texts and shownBow to use them. At J. Sargeant Reynolds«.}'-
- in order to keep the cost of the course as low as possible for the students,.” -

the college providgs copies of Keys; students who will begin with that
unit usually start first. Students must purchase their own copxes of

Sentence Combining and English 260. Since students starting in “these
books will not have their texts on the first day after diagnosis, theycanbe ™

let go early on the day the other students are introduced to Keys.- Afl

. students need some introduction to English 2600 because the pro-

grammed approach is new to almost all of them and is confusing at first.
This can be done for the'groﬂp as a whole and then later for the small
groups swung the units, smce it mLes a wlule for sludems to get lhe idea

cearly. - ; -

Once the course is under way, with all students aware of what they are

“ * todo, the teacher’s role becomes that of supervisor and tutor. When sig-

dents in Keys are ready for particula dg tests, the teacher gives and grades
the tests; English 2600 tests are han
tence Combining hand in the sentences they have done in class each day.

The teacher goes over them outside class and then goes over them with .

4

ed the same way. Students in Sen-

\!‘
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the individual students in class, as desmbed earlier. The teacher also' "

gaes over the paragraphs ds they come in and discusses them with the

students. Orgl drills with Keys students, grammaucal explanations for .
students in e Combining, assigning topics for paragraphs, and- .

generally keeping cveryonc working make up the rest of the work mt.be
course. -

K is; but once the class is under way, it goes fairly smoothly. Teachers

Results

" a form showing how
' (satisfactory) has advanc
" knows whcrc the sxudem needs to begm

“cannat usually spend a great deal-of time with each student, and
sometimes it takes two days to get around to the whole class. Teachers ~ .
‘must remember that they are supervisors, directors of the learning the -

students do on their owm and that they cannét teach cverydnng:

Detailed records of each student’ s progress in the course—tests “taken’
~ .and passed, pages.done in sentence combxmng. and types of errors and
~ assignments made in response to those errors—are essential for the {
success af the course. Near the end of the quarter, students who are -
‘nearing completion of the course are given the exit test, another version

of the placement test; so that they can register for one of the regular

English courses if they are rcady Also, students the teacher thinks have

learned enough to succeed in one .of the regular.courses may bé
encouraged to try the exit test. Fmally. an?‘studem wmay challenge the

exit test; since passing the placement-exit test is the measure of the .
student’s readiness to cnter the regular program, this seefns oaly{sir. To, .
insure impartial arid reliable grading, the exit-tests are scored by another.

member of the English staif who does not know the status of the students
whose tests are to be read, e end of each quarter, the teacher fills out
tudent who does not receive an S grade

'y W

. No systematic follow-up of students who have completed the dcveldp-

mental course has yet been done, but the free wmgng students do by the

~ time they [inish the course shows a marked i improvement in grammatical
correctness, sentence structure, and style. Errors are not oompletelyﬂ o
abscm. but they are more like the errors one finds in any composition

course, isolated and Iau‘ly mlrequem. The Verbal Studies Laboratory
course makes success in the regular compeosition courses possible for
students who would stand very lmle chance ip thcm without lhe practice

and training it provides. = , e

- Al of this sounds like a lot of mnnug from studcm to studem. andic

that a new teachcr the followmg quarter

T . TRy



4 Basic Writing Programs
B oftfeWestern- = = .
| ngorth CarolinaConsortium‘ L

3 : » .
‘Milton'G. Spann . .
Appalachian State University
*,  Virginia Faxx o
- Appalichian State University
" The authors describe in detail the writing programs that have bren’
individually designed by member institutions of the Center for
Developmental Education for use at schools, belonging to the .

Westem. Nosth Carolina Comonipm.

tr-August 1974, fourteen two-year institutions and two regional universi-
,_ were incorporated under state law as the,Western North Carolina
; Consortium. Prior to the incorporation,. the member institutions had
- successfully worked together in such areas as curriculum, evaluation,

faculty-staff development, and student services under-the stimulus of 2 -

' Title 1 grant from the U.S. Office of Education. }

In 1975 Appalachian State University, a member of the consortium,
,and the W. K. Kellogg Foundation of Baule Creek, Michigan, engaged
e '« in discussions that-mqsa‘.iéd a mutual interest in the field of develop-

mental and remedial education. Both parties perceived that, nationwide,
increasing numbers Gf students were entering postsecondary institutions
without'the expected preréquisite skills, particularly the basic skills of
_reading and writing. The presidents of the consortiuﬁ:‘stitutiods were

" - thenasked by the chancellor of Appalachian State to copsider a coopera- -

+ tive effort in-the field of developmental ‘and rem - education. A
proposal was writien, reyised several times, and ultimately accepted by

the foundation; funding followed in the spring of 1976. -

o Appa_lachia.?. State’s Center for Developmenital Education has produced -
.« - several developments that address the needs of academically underpre-
-~ -pared adults. One of these developments has been the swrengtheniyg of

. existing writing programs and the initiating of new ones at conygnm

- .

‘ '..-:_ . . . . | .‘%.

“The support given by the Kellogg Foundation and administered by

. n
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schools. We wm dxscuss several of the mare successful basic writing pro-

* grams found at che three types of schools in the Western’ North Carolina

_~ + Consortium: four-ycar public universities, oommunny colleges, and

] - technical institutes. Writing programs at one, msutuuon ot' each» type
- will be dwxhad. : : . .

4

Catawba Valley Techmca.’ Institute

Catawba Valley Techhical Institute, located in de.ory. North Carolma, :
. . has an’enrollment of 2,500 full-time students. Sincé accepling its first »
~ student in 1960, Catawba has been committed to comprehenswe educa-
. tion in_a variety, of ~occupational fields; it offers assomate degree and |
"diploma- programs in business, allied health, engi emng. furniture
anufacturing, and environmental-agricultural occupitions. Part of the
commitment of the institution is to implement an “open door” admis- .
sions policy, Since 1965 Catawba has attempted to meet the needs of
students wnh weak academic backgrounds through a Directed Studies
Laboramry (Learnmg Lab), whiclr provxdrs assistance for studénts with
deficiencies in reading, math, English, science, and numgrous other
" subjects.. _ g
In addition to the laboratory, Catawba has. wnh varying degress of
success, experimented with other techmques for teaching basic skills.
The result of the experimentation is an‘innovative basic writing pro-
gram, now in its sixth quarter of operation, which, according to
evaluation, is successfully meeting its objectives. This basic writing
course utilizes a language experience technique to improve communica-
" tion skills. Al] four communication skills—speaking, listening, writing,
' “and reading—are invalved in the students’ learning activities. ‘' The
ultimate focus, however, is on written compésition.! _

Students are placed into the basic writing course if they score 21 or
below on the English section of the Comparative Guidance and Place-
ment Test (CGP). The course meets three Hours a week for an eleven--
week quarter and yields three hours .of elective credit. Class size is

. limited to twenty students. The end-6f-course objective is the same for *
e every student: each individual must demonstrate competence in written -
' communication by wmmg a paragraph at Jeast one-half page in length
which meets specilic criteria in organization, unity, sentence sense, and
usage. At the beginning of the coursé, diagnostic procedures determme
the discrepancy between each student’s current writing competencc and

the standard.established for passing the couirse.

Diagnostic procedures include a writing sample, an evaluauon of the
‘student’s sentence sense, and a test on recognition of common usage

.
'\
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Possible Points

' inuaduétion
Development
Canclusion

.8
8.
5

" Total (Must be 15 ar maore)

Yz

* Errors .

-

Points Per Esror

P l

. "Paragraph 2

. Paragraph 3

Paragraph 4

' Fragment
Run-on (fused) sentence
Comma splice : '
‘Comma in compound sentenee :
Comma after mtrbducto:y clomient
|- Punctuation with insertéd element
® Pusnictuation with add-on element
‘Comma with parallel clemients
Weak sentence
Apostrophe
Verb tense .
Verb agreement
PFronoun agreement
Pronoun case
~Plural form of noun
' |+ Adjective-adverb confusion
Spelling
Capitalization
Other;

~
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-errors. Diagnosis from the writing sample takes place through the use of

. Other diagnostic tests have been - item-

- analyzed so that a specific test item error is known to indicate’a need
for work on a specific skill. Prescription charts similar to Figure 2 have

.. & weighted scale (see Figure 1).
- Once students’ needs have

of achievement (see Figure 3).

» . one of the problem areas at a

time (fragments, subject-verb

with the instructor’s observations of strengths and w.

>

~Milton G. Spann and Virginia Foxx
on G. Sp -

been developed to facilitate the assignment of appropriate work. - - -
been tentatively-identilied, they receive an
- individually prepared assignment sheet appropriate to their current level
Usually students undertake work on just
eement,
etc.). When they can demonstrate understanding in this area; they write
another composition to practice application of this new learni
. course progresses, the students’ prescriptions are adjusted in_keeping
: esses in their
% writing. The repetition of this diagnose-presaribe-apply“cycle results
... -substantial improvement of skills in a shott period of time, - .
- In this writing course, gverything the student writes involves the four
communicative modes of speaking, listenfg, writing, and readugg The

\

ng. As the.

in
._Q.

. - n - ) .'
Problems . Books = ul
e Potter . _'-Glizicr ¢ Young
¢ | Study | Exercites | Study | Exercises | Study | Exercises
Noun plurals nms-n2p nus - .f — 2 9
Nounpossessives | 147-148] 148 | 26 231 | 8] mas
Pronoung D | - B | ' -
Case 19 ). s 106 | 107<110 | . 19 29 .
_Agreement - 83 | ° 8¢, . 2 | 27
vebs .} | ‘ 49
Principal parts | 35-37 |  $8-44 I 37| 4551
“Tense 31-32 33 38. | 41,58
Agicement. - | 47-49 .80 :
| | 5153 | 54-56 99 | 102-105 | 40 | 57,89
Multiplenegatives | - 168 | 154 | . 176 |
" Adjectives and . 1. 62 ©o
adverbs 59-6% 66 63 | 68.
‘ 70-74 -
Words E.requenuy_' : . '
| confused 93-108| 96,100 | 6 | 10-13 | 155, | 161
Lfowe T T : ' .
Fig. 2. Prescription chart for supplementary books. ) ‘ ,\

¢
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‘Students. speak what they want to say into a cassette rccmder then listen &
~ to what'they have spoken and write it ‘out—transaibing from their own .
(dictation. Next, they revise what they have written, making changes
and- ections as they see the need. They then read their written
- compaXition, again recordmg it on tape, and listen to this recording, )
makmg further revisions as they see fit. This cycle may be repeated
© asmany times as is necessary until the students’ compositions represent
~ the best that ‘they know how to produce. They then submit to their
. instructor the final drafts, along with all rough drafis and the casssettés .
~on which they have recorded their work, - .
" Quitside class, the instructor reacts to the studeats’ papers by sp&kmg
to cach student via the casseue tape. At thc next class session, the
) ‘e . X & . .
o Assignment En ¥ Date Date .
: T _ Started | :Completed
. Diaguostic Paper a8 k ' | &
CIA  Oral paragraph’ :
CiB Writt:n pasagraph : ' :
'Scntcncc lesson® T .
cs Pancnph. Orgamzauon and unity - ’ :
Sentcnce léuon_;______.__ _
- Paragraph: Yourtopic . . '
] Rx : - v
“ Sentence lesson .
P‘oﬂm Papér 4 ._'.l, “:\- - «
C4  Paragraph definition ! a&l PR * '
. Rx _ -
Sentence lesson ] . _ )
s Paragraph: Your topic e - .
- ®Rx . ] Y S o ) /
Seatence lesson i 4 ‘/ ‘.
. Progress Paper : . . -
C5  Pangraph dcscnptmn . _ )
. R! . N ) - -’ )
' -Sentence lesson o . - : ..
Paragraph: Your tapic - )
Rx __ : . .
. Senlence leison ; i g N
Progress Paper . : _ - y RN )
Fig. 3. Assignfent Sheet for basic composition. ' L
- 1. Letters and numbers refer to sections in Doris Clinard cd’dington. Patterns for )
Practical Communicagions: Comporsition (Englewood Cliffs, N.J\: Prentice-Hall, 1976). .I
“ 2. The R blanks are used to specify additional work from gther resource materials, dg
+ 3. Reference is to Weddington, Patterns for Practical Commumcatw:u. Sentences, "
(Englewood Qlffs, NJ.: Prentice-Hall, 1976). . .
‘ ) ) . o '\ .
A « T : * . ¢ i 1 -
e~y 3
| _ 50 ‘
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studenis listen to the instructor’s reactions and comments. Their papas, |

"~ however, have not been marked; instead, the students must find their . -

own errors and make their own revisions by listening to the i msu‘uctor s
hmts, explanations, and editorial suggestions.
Instruction in the organization of written cornposmon is prowded

" - through audio-tape lessons from Weddington’s Patterns. for Practical

Communications: Composition (Englewood Cliffs, N.J.: Prcnuce-Hall
1976). These materials teach 4 variety of orggnuauonal patterns needed
“for effective oral and written communication, focusmg on real-life
communication needs for home; community, and work situations. They
also teach the student to-use the speak-hsten‘wme-read-rev:sc qrde
~-described above. '
Instructional acuvmcs. which alternate wuh the wrmng practice,
focus on sentence sense, punctuation, and usage and are drawn from a
variety of sources. Any audio-visual or prmt materials could be used,
provnd‘gd the presentation is appropriate in its level of difficulty and the
"material'is designed in such a way that the sections cani be used in any

- order. Materials which'have proven especially usefiil are Weddington’s

Patterns for Practical Communications: Sentence; Thomas's Relevance -
of Patterns; Pouer's Language Workshop; Glazier’s The, Least You
Should’ Know about English; and Young and Symomk's Practical

' English.?

All evaluaqons of leammg are based directly on the studem s wmmg ’
. Evalnation is standardized through the use of a weighted scale, desxgned
by factlty to reflect the values they place on each of a variety of
spccxhc‘competencxes Qualities such as organization, development, and
unity are given pesitive numerical values. Points earned by the student
are summed and must meet or surpass a minimum score for organiza-
tion. Sentence faults and ‘other errors such as punctuation, usage,
spelling, and capitalization are. assxgned negative point values. The
number of eérrors in each category is multiplied by the weight given
that type of error; these values are summed for a score in mechanics. -
In this case, the accumulated pomtm must be equal to or less than
an established criterion scere.

- Thestudent’s ;hagno;&xc wmmg sample is cvaluated at the beggnmng
of the course; the error. counts and scores are recorded; at-appropriate.
points during the cousse, at least three more papers are submitted and
scored according to the weighted scale. The progress papers are separate
.from the practice compositions written as part of the learning cycles -
and are always produced \without the ald of recording equipment.
Some instructors ask.each student to write a progress paper after the -
- completion of every. second composxuon‘remedmuon -practice cycle.

' e - v
1 - . k
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gorized into types ol errors, some of which they tend to produce more

- ’ s
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Other msuuctors prefer to havc :the. full’ class. snfortbcsc progress . |

‘Papers at regular intervals throughout the term. ¥, .

. - The weighted scale proves useful not only in identifying needs-and -

enabling prescriptive treatment, but also in motivating students to work

toward impfovement of skills. Students begin to realize that the ériors

- marked on their papers in previous educational experientes were not,

.+ as'they had supposed, just a mysterious scattering of criticism repre- -
7 senting the teacher’s feelings, buy rather- that these errors can be cate-

-frequently than others. The remark is often heard: “All I havg to do

is learn where to use capital letters, and T can ‘cut my

eFIOr- points

bali,” or, “I can write a' palsing paper next time if T just learfn to

use a period instead of a comma between sentences.” It is a.common

see for themselves where their greatest needs lie.

a -occurrence to have students request work in certain areas once they can

. The raw scores on the weighted scale can be convcnéd,_intbé gmde in )

~ reaches the minimum performance level before the end of

B keeping with the institution's standard grading system. If the student

the term, he

or she. continues to wark for improvement. A student who has not

reached the required proficiency level by the end of the term receives -

a grade of “incomplete” and. gontinues to work until the necessary level

.of competence has been achieved. : .
The Catawba course has been gvaluated by pre- and
competencics. Evaludtion of improvement in skilla and

v

pcisf-tcsts of .

retention of

. _§tudents in the course are quite positive. One groupkadstudents reduced
" the incidence of majoe sentence errors by an averagd of 79 percent in

four weeks (twelve class hours). An admiinistration.of the English section
of. the CGP- before and alter the course revealed that students in the
language experience writing course gained ten percentile ranks'on the

- -average during the eleven-week quarter, increasing from 7th

percentile to

17th pefcentile on national norms.® In the same eleven weeks, a tra-

ditionally taught grammar class showed an .average improvement of

three pércentile ranks (12th percentile to 15th percentile

on national

‘norms). Aurition data’ show that 81 percent of the students in the
individualized class successfully completed theyoursaas opposed 10 64,

percent of the students in the traditional grammar group. -

bl

.~ Student and faculty reactions are in agreement with these objective . -

" f{indings.- Sn_xde‘pts give the innovative course a higher overall rating .
- "than the wraditional granmar course. The language experience course.

- ranked first ‘out of six basic skills courses evaluated {including reading
and math courses); the traditional grammar course ranked fifth. Instruc-
tors who have ysed the new techniques also express strong preference -

?

<«
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< bor this cours¢ over the wraditional basxc grammar They fee) that wuh 5
" these indawvidualized ianguagcexpengncc methodologaes. thenr cfforts are
moxeeﬁecuxemhdpmgstudmtsleam towrite, .

Surry CommumtyColkge :

Surry Commumty Callege is loducd in the- foot}ulls of North. Caghna
in Dobson, the county seat of Surry County. The fall 1977 enrollment
at Surry was 1,450 FTE students (the head count was 1,650). The majority -
of students attending are from within a fifty-mile tadius of the school.
In addition to’a college transfer program, nineteen t:chmcal programs
- and fourvocational programs are offered at Sunry. = -

ia] program for undcrprcpared students was begun-at Surry
in‘1972. In that year and the following two years, a total of forty-six
students were enrolled in. the program; since 1974, the program has
expanded to serve approximately fifty students per year. The majn
elements of the program are as follows. -

* 1. Credit is given for all courses.

2. Students are enrolled in speaal sections of rcadmg, Englxsh or
mathematics depcndmg upon their indicated areas of weakness
(determmcd pxunanly from entrance tests). The main attempt to
improve skills is carried out within, these regular aedit classes.

8. Students who have deficiencies in two OF more areas (from among
readmg, Enghsh and mathematics) are enrolled for the full Specxal
Smigﬁ sequence.

4. In addition to the special sections of reading, English, and mathe-

~ matics, students enrolled in the full Special Studies $quence take
a prescribed set ol'courses during the first year. This set of courses
includes study skills, speech, a human potenual seminar, physical
7)e:ducamon\. and social science electives.

Extensive oounselmg, both individual and gmup. s emphasxzed. |

" The developmental Enghsh courses at‘éurrey are dcsngned so that

students may work on their spocxﬁc areas of weakness in basic English
grammar and composition; just as important, students are able to work-
toward the compleuon of requirements for the ‘college transfer English

- course. These twa abjectives were included in the course design because

of past experiences with underprepared students. These experiences

».showed that with proper counseling, students acknowledged they were

underprepared and needed remedial work in basic English skills; but - |
when no credit was linked to their efforts, student motivation gradually

s
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.decreascd "and attrition vaels bccamc unaceep:able It was also t‘ound

that assigning studetits to a noncredit “pr " in English further

+ differentiated them from the general college population. This‘ ‘separaiion )

- vesulted in much negative feeling toward the course,
- Current pracflcc callsfor ail incoming students to be scrcencd on . -
- . the basis of their scores- on the English section of the CGP. Those. . .

* students who fall below!a scaled score of 44 (80th percentile nationally,

11th locally) are advised to enroll in developmental English. Ensollment
is not mandatory; but appmxxmatcly 90 percent of . those studems 50

_ ~ advised do enroll in the couise.

In addition to the aredit-earning aspect of the developmemal courses.
there are several key features which contribute to their overall effective-
ness. First, students are tested with a locally designed pretest to determine
areas of strength and weakness, Based on the pretest, individual prescrip-

. tions are made sa that students spend time and effort only on areas
- wherea weakness is evident. Each instryctional module is self-contained, .
 treats a specific skill or set of related skills, and is highly structured. -

The format of the modules allows students to work at their own paces.

Posi-tests have also. been constructed for each module, and progress

to subsequent modules i :s-commgcm upon mastery of the previous ones. -
_-Feedback on performance in the module exercises and module ® post-tests

is immediate. Finally, assistance and instruction are constantly available
from the instructor and student tutors. The ratio of tutors to students is
appro:umately one to seven; the ratio of mst.ructors to students is

- approximately one to twenty-three. .

The individualized modules are the center of the mstrucuonal process.
Each module is formulated to take students from d¥ficiency level through
the level required to miget requireménts. for a regular aredit English
course. Thus, remedial~and. ar credit work are mcmporated into
every instructional unit. Of the fifteen modules—eight in. Enghsh 101
and seven in English 162—stydents must complete all those in, \yhxch

“their course pregest score falls below 90 percent.

. Each module contains an instruction sheet, materials and exercises,
and the post-test.- The instruction sheet speahes the objectives of the
module, the procedures to be performcd. and the standards for, oomple-
tion. Each module includes a variety of reading materials, pmcuce

cxeruses and audio materials. A significant aspect of evety module is

the provision of alternate learning Is and techniques., If, for
example, a student is still having culty ataining proficiency in a
certain skill even after completing the standard modile, the student is

'provxded with 'a_different set of materials to accomplnsh thse same.
objgctives. After students complete the, module activities, they are given
@ the unit post-test. Several alternate forms oi each post-test are avaxlable ‘
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fox.retcsz purposes. Studegls“are. howcvcr; cncouraged to complete addi--
. tional practice ‘materials ‘before taking a retdse. Students are advtscd
L v+ 1o ackieve a score of at léast '20 percem on post-tests bcfore movmg
o . to'thé next nodule, .

- English grammar and usdge are “the emphasx§ Ior\the ixrst, eight
modules (English 101}, with a gradual shift toward composmon in l.HF
remaining sevep ‘modules (English 102). While the attention to ga:axﬁmar
per se¢ may run counter to current trends in Engliski instruction, grainmar
was included,so that the content of developmental courses would be, ~ ¢

. \comparable tg the congent of nondc\fclopmcnta! courses at Surry. So far;’ A -

* ipdications arg that the éurly émphisis on grammar is justified when

A_p's

i
LN

.~ - students concentraté iny on their specﬁxc areas of wcakness, use indi-
DU vxduahzed materials, and are made aware thattheir grammar skills wzll ’.,\
-, ;oon be employed in the dcvetopmem of compasition slglls. o ST

Enghsh 108, which covers pmducuon of a formal} research or term
@ paper, is is coordinated, with Enghsb 101 and 102, but-its igstructional Y
. .abproach is quite differént. Rathex than using mdmdualu&d modules,
. English 108 employs mare traditional techmqulés in teaching students.
the procedures and skills involved in writing a research paper. Yet éven .
. in this. course, several features are-vather rontraditional. Following ../
. .lccmre-dxscummsﬂssmnsthatcovenheprocequsandstandards tobe . W;.
- .. o, lollowed, Class sessions move to the library. At this point, the liprary =
~ w7 becomes essentially an individualized leaming laboratory. The instfuctor!
ST e apdsukdent tutors provide xmmcdxateand pracucal assxstancetosmdents‘. '
L in the use of library resources, the orgamzauon of ‘materigls, and the
. actual’ wrmng of the paper. Each sthge in the production of a research
" paper is monitored, and corrections must be made before studcms move .
on to the next stage. Submission of papers is sc‘heduled toallow ample .~ .
_ tirne for revisions if they are needed. The structure of the course and the
. v individual auention provided assure that most studcnts are able m .
Y successfully prepare an acceptable research paper. : A
. These have been two kinds of attempts fo cvaluatc thc e[fecuve esg b
oi the developmental courses -at Surry. First, an objective meas of
- achievement during the course of one quarter in-Etiglish 101’ was ™ "
pcm{rmed by analyzing pre- and post-test scores on the Enghsh séction A
~of the CGP, JUsing data Irom thirty-five students, the average preest - .
* score was 43.49 (26th percentile natjonally), vand the- average post-tcst L
score was 46.17 (35th perccnulc nauonajly) A cnm:latcd ¢ test revealed
the differenze of 2.68 points (9 percentile, points) to be sxgmfxcam s . ‘
.05). An analysxs of scores from a regular English comparison group: "
“revealed a nonggenificant increase dunng the course of a  quaiter, thus
suggesting that“the observed increase in the developmerﬁal course was
T nm~duc 0a test-retest phenomenon. . - R

/’" - . e
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 Additional analySes were conducted on student performance-in the :
developmental course for the wo following quarters (English 102 and, - »
103). Again using scores on the English section of the CGP, results of

. . two, correlated group ¢ teits indicated significant gains (p <.05) each

. - quarter. The average pre-- and_post-test ‘scores for- each quarter were .

- as [ollows: English 102, 46.13 (35th percentile) and: 482} (40th per-

.+ ceniile); English 103, 48.71 (45th percentile) and 52.00 (56th percentile), .. .

.+ No regular English class comparison group scores were obtained for the 2
- secondand third quarters. - . < o

- A second evaluatipn procedure consisted of a studest evaluation of the

* cowrse. Using an instructor-designed questioninaire, students rated their - ,

- sauisfaction with various aspects of the course and the instructor. The
results indicated yery favorable attitudes toward the format of the course,

. the content of the modules, and the instructors. Students considered the _ ~
sell-pacing aspect of the course as very beneficial. The quality of tutor
* . -assistance and the availability of immediate feedback.on perforiance ini

- . exercises. and tests weré also regarded very positively. Studentd also -

offeréd constiuctive criticism of some of the excrcises in the modules. -

Appalachian State University Programs .

‘Appalachian State University has offered a range of special academic - -
programs for students-wjth skill competencies varying from remedial to
honors since 1952~mo increasing faculty and administration con- ,

- cern about. the skills of entering’ students, the offerings in remedial-

« developmental courses have increased in the past few years. The English -

. Department’has provided two special remedial programs for students,
the English Writing Labq_faioriuwhich has been in-existence since 1964, ~ -
-and the Workshop in Composition, which was developed in 1976. In .
addition to these departmentally based programs, since 1973 the General
“College has sponsored the Special Services Program, a comprehensive _ -
counseling-academic program serving approximately one hundred

- underprepared students éach year. One of the components of the Special
Services Prograny is an_interdisciplinary communications course, Intro-
“duction to. icati o e R :

I I

- English Writing Laboratory. ' S
~ The laboratery began in 1964 as a service to transfer students seeking
-+ teacher certification who, after completing a sereening test involving the .
- .wriling of a theme, were found to be deficient.d As thé laboratory’s _
- - reputation grew, the English faculty began referring othey'students to if, . - '
- especially freshmen. By 1974 the labosatory hid expanded to provide a . ’/‘/ .

. . . . . g - .\ . .
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o umvexsxty-wxde walk -in service along with comprehensxve supportw-- o
, ¢ vice for freshman Engluh. Iin' the early years, the laboratory was‘open. .
~ four hours a week; it is currently opcn twenty to twemy-hvc hours -

‘a week. ' ’
. Appmxnmately two dozen ‘students from areas mher than Enghsh
.. ."  come to the laboratory during a given semester, spending up to twenty
.-, < hours each. Referrals from English faculty number about seventy-five
- 3-term, and these students spend an average of twelve hours a semester
. in the laboratory working at their ‘own-pace. For these students, the work -
. in the Writing Laboratory serves as a supplcmcm to thenr regular
cdwoomexpeneme. ok :
“The Writing Laboratory is supervxsed by a full-time assoaate profes» '
. sor in the English Departmcm ‘who also teaches coursés in composition -
» -and American Liteérature. Five to ten English graduate students are also
. employéd each year to work an average of three hours a week. The
. - instructor, graduate students, and material§ are funded out of regular
' . departmental funds. The additiorial personnel enable the laboratogy to .
. . provide a high degree of personilized instruction te each student.

I The laboratory has tutormg and mstrucuonal materials available for

"every course objective in freshman English.5 (Objectives for the two

7 semesters of freshman English have focused on sentence structure, basic™

_+w o exposifory writing, mechanical correctness, rhetorical forms, research,

' * and literaiy analysis.) The classroom teacher usually designates the areas-
PO the student needs to yeview, usually by a note on the refcrr:‘l form the - -
"+ . student brings to the labmatory In addition, students’ atfﬁn uragcd to °
bring in. graded themes for use in tutorials. + - . B
3 . While tutoring ie preferred, conimerciil matcnals and matenals_
v - prepared by members of the Epglish faculty are used. The-lccally
. prepared materials cover in modular forin proo&eadmg and correcting
major usage errors (fragments, run-on sentences, shbject-verb agreement,
-pronoun-antecedent agreement, and verb forms), wmmg about-litera-
ture, and writing a research paper s :

-

. _Workshop in Cor@osatmn

. - * This course was :stabhshqd by the Enghsh Deparuaem in 1976 for ‘e
those transfer students in teacher education scoring below: the 33rd
percentile on the STEP Writing Test.” The course reviéws basic compo-
sition and gives one hour credit. Each semester, forty to sixty students

- enroll in four sections of the course, which are taught by a faculty

A _member in the English Departmem. Each class meets two hours a week; :

e in addmon. the instructor is available for consultation for four regularly

scheduled confercnce hours every week. The coursé xs gxaded on a

1
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sausfactoryunsausimorybam.mecmgcQtﬁvaIemwagmdeoEC

or better. ,

During the first week, studcms are. askcd to: write an cxposnwry.
theme. If4t is sausfactory. they are allowed.to drop the coyrse and are
declared proficient in writing. If students do not exit the course in the

may exit upon samf;acm compleuon of all assignments,
"The focus of the course is the composirig process. “The approach

taken is the one wsed by Donald Murray at the University of New

‘Hampshiire and Roger Garrison at Westbrook College ‘The Garrison- - |

- Murmray approach emphasizes the establishment of priarities for writing -
‘and for prooireading. 'Using the following. “editorial checklist,” the
“instructor réads each paper, cvaluaung only onecriterion ata ume in the
order listed below. )

‘1. Specificity: use of dewl. absence of vulnmble gencrahzauons-v

2 Organizationi: statement of a thesis and evidence of a sense of
direction -

8. Bxpression: ﬂuenqr variety, and dncuon .

- 4. Correciness: special attention given to five major errors (frag- .
ments, run-on sentences, subject-verb agreement, pronoun- ante-
cedem agrecmem. and verb forms) : .

-

hS

The student revises and corrccts a ‘paper until it is sausfactory in each

" area. Use of the checkiNhas contributed. immeasurably to. the effi-
~ ciency and effectiveness of ahe one-ta-one instruction dunng the tutonals

and in conferences. -

It summary, the course is organized arom assngnmems presented via
written materials which are prepared i m advance, frequent conshtation -
with students, and self-pacing#Course priorities are clear standards for
wrmng and proofreading, tutoring and editing rather than lectunng

“

and,gradmg. constant writing and revxsmg, and smdem accoumabxlny s

Inlroductxon to Commumcatzans _ R T

' . [} ) .
This course is an attempt to restore wholeness to the langua experience"
and was developed fok;students wnh weak communications skills, While -

.-
-~

the ‘major objective of the coursé is to nmprove written commumcao '

tions, hstemng, readm(, and spcakmg activities are woven into. the

process in such a manngr that each is developed and ultimately used to |

. strengthen the student’s vmuen exprcssmn Major course goals are:

L. Immelatmg snd permitting mutual remforccment of readmg,_

*  writing, spcalung, at’tcmng skills - L
2. Allowing smdeni.s with complex skill deficiencies Lhe addmdnal

A .
»
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- umc and mdxvxduabzcd auenuon mqum:d for thcm to approach
proficiency '
8. Acquainting stuf.!ent.s with major dnnkexss'bnd oomcmporary intel-
~ lectual issues as a content groundworla‘ for success in other oollege ‘
Loourses : _ “a .

-
I

o The course extends over two semesfers, meets five days a week, and .

- carries six hours of elective credit. for all who' oomplete it witha D.or
) . better avexage

-Early in the course, the mstructqr assgsses theé oommumcauons

"~ = abilitiesof each student to determine strengths and weaknesses, using a -

combmauon of in-house and commercially prepared materials, Follow-

ing the assessment, the instructor peréonalizes the learning experience, . | . .

<

'~  _ making it as coxnpaublc with the student’s immediate learhing goals
. and objectives as possible. For example, if a unit on the book repot is
stimulated by a fequirement in another course, the unit will be per-
sonalized to meet the spedific criteria established by the teacher of that
* course. Thus, if the student is to-prepare & book report on Animal Farm
. for a history course, ‘he or she would likely bé advised to sggnd time
o * exploring parallels with the Russian Revoluuon and j p.ts aftexmatl; orthe -
L sxgmfu:am:e of the- nameNapoleon.
' - 'What the communications instructor auem.pxs to do is hclp the
, student vinderstafid that scholars and writers approach the sime phe-’ ; .
- - nomenen from the perspective of their own disciplines. If the student is
to learn to"vope effecuvcly with the disciplines, she or.he must undey-
stand the perspective of the discipline. The student Rarns that a book
‘Teport is not just a report ona book, but a report from the perspective ' of
. agiveén discipline. The course does not pretend to equip the student with
. a sophisticated undetstandmg of a given discipline, but it does try to
_ provnde a point\of eniry:from which students ‘can bmld disciplinary
sophxsucaucm.
Whenever, possible, students’ mterests and skill needs are pnme
" determinants of their leammg activities." The path to the achievement of
specific learning objectives is determined jointly. by the student and -
teacher. If a particular path is found less than samfactory. other paths' .
- are explored. And in cQoosing a path, consideration is given not only to
the student’s weakness, but also to his or Ther st.tcngths.
One/of the rather unusual aspects of the course is the use of Benjamua _
. Bloom's hxerarchy of cognitive skills ‘to- assess learmng"needs.’ Appli-.
. _ cation of Bloom's “taxonomy 4o actual student performance epables the
mszmctox to delemnne students’ strengths and weaknesses and to work

[3
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" toward bamemg .out the knowledge, mtellectual abxhues. and skxlls
IR ncededtohc{pstudemsaduevethexrpamculargoals.‘ S <
’ . Bloom's taxohomy is also lasa means ol structunngg:xerascs
. that develop essay - writing, i&t-taking, reading, and dxscussxon skills, ..
The lollowing are  examples of activitiesat-cach level of the taxOnomy )

_ At the memarylevel '
- 1. Aceurate reproduction oixnformauon from leau.re not¢ ou!lmes
- 2. Short answer definitions, identification ' s
SR 3. Simgple reporting techniques (mvexted pyrarmd) T

‘4. Saniple assignments
. . a. Briefly define the termg
‘.. b. Name the three blug .
- to the power of the "' L
At the rranslation level : .' SR VR
1 Summary - e T : )
2. Explanation of process ¢ T ' '
_ 3. Conveying - similar mformauon lhrough dlfferem forms for
& - dillerent p\irpo&:s : . S _
4, Samplc assxgnmems ' o B
a. Explain what is meant by a “two-headed Janus. : S
b. Describe the commumcauon procecs represemed by the

A

dxagram S--R
At the mterpretauon level : :
N 1. Predicting.patierns of development mherem in certain sets of :
. information i > .
2: Drawing conclusions Lt : _ . _
3. Deriving topic sentences < L
_ 4. Comparing and contrasting o L
<. 5, Cause and effect - . , o S
- @ Sample : assxgnmems e "
- a. Discuss,the felationship between the concept of the owner-
ship of land and the nature of power.
.. b. Contrast Julian Huyley's hopes for the future wnth hns
- pﬂ;‘dmuom.

) .7

At the applxcauon level - .

- I Developing examples . : - "‘\
2. Applying coricepts and theories to y‘our own expenence _
3. Locating and using supporting mformanon o
4. Samplc assngnmems :

LS
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I . -a Explain why dysfuncuonal communmunn occurrcdmyour-

N group discussion. .
‘ - b. Assume that you have a young dog that chases cars. Descnhe

. - how you would nseSkmnerum lhqory to uam the dog not to :
At the analysxs level . '
1, Clarifying and mtegormng information .
B -2 Deielopment and rgfutation of argument

. 3. Proofreading for inadequate and xlloglcal transxuons
T4, Sample assignments

- maikin 1984, - _
b. Explore the idea that cquahw
. tioh in terms. .

At the synlhcsxs level - ' '
- 1. Deriving original- thesis statements whlch can be supported

2. Formulating extended dehmuons

3. Sample assignments :

. a. Forrester and others have shown that contmuance of existing
) T wends in the use of nonreplenishable resources, pupulation
Lt ™ growtl, capital investmen, and pollution does not make for

a. Discuss why George Oﬁvell nght be saxd to have rmssed l.he .\

opport_umt_y isa comrad_xc- ‘

3 M %

a workable future. Design a pomble futare in which. Lhescr .

v ' factars a{% not in conflict.’

evemua]ly break down. what, in terms f our socxety, would

be the loglcahoutcome of such brea , which particular
systems would be affected; and why? S )
At the evaluanon level % ’
‘Deriving, developmg, and applying cntena for Judgmem Sample
assignments: ,

a. Under what cxrcumstances can you Jusufy Machlavelhan
t theory and why?

+ b If we accept the statement to be true that large systems .

‘. Discuss your use of the term rekvant ‘What bases do you- use, “ '

_. _ . for considering somethmg to be “relevam or. “irrelevant™
13 ‘ * and why? - g

Se e .
.

i A separately numbered section of the course is-teserved’ largely for -

¢ students in two special programs: Special Services, thie collegiate compo-

nent of the federally supported TRIO programs, and Breakthrough, a
" program developed to intrease the percentage of mirority students
attending a university located in a service region that is predominantly
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- white. . Stidents coming to the yaniversity through these two programs
are often found to be weak in one or more basic skills areas. S
_ Ench Special Services or'Breakthrough student is administered an
* in-house placement test to assess thinking skills as. well as reading, - - = .
" ‘writing, and study ski}ls. Those who do wellentgr the standard freshman |+ °
English courses offered by the English Department. Those with con- ~ = .
siderable weaknesses are placed in a special cémmunications course, \ \
where more time and attention can be devoted to their particular needs
and pth]Cﬂ'lS.’ ) N S ! -, . ) ’ : ':
Because every effort is made to tailor the course to suit the students’,
~ interests, objectives, and learning styles, many teaching methods are em- T
* ployed. These include group work, utoring, projects, lecture-discussion,
~ role playing, and simulation gaming. Particular emphasis is placed: |

‘upon the development of questioning techniques. o
- A variety of instructional materials and learningactivities is also used,

-including articles, books, posters, and films. Organized thematically,

these materials form the content core of the course. While important, N

the contént is not simply an end in itseli, but is also a means of o
" . improving the studeits’ in such areas as oral and written reports, - - { '

the short essay, use of §ast and comphrison, development of the _

-main idea, information reirieval, debating, logical thinking, and the like. -

The skills emphasized in the course are selected for their importance

to future academic success. The course instructor regularly consults
- with faculty in ¢ach of the disciplines to verify théictual behavicrs
" .expected of students as‘well as to-obtain ideas onamodifications of the
- ¢ourse content. R ‘ - :
~ To.evaluate performance, students are (SR NeN ability to use
“Eactual information in the building and testing of concepts derived from -
readings, films, and discussions. Students are evaluated igformally on
their ability to articulate sound concepts orally and in writing. Self-
rating scales are also employed, and these self-ratings, along with other
assessment information, are utilized in periodic conferences with the
instructor. Evaluation is also based on class atténdance, classroom
behavior, degree of effmsa,gnd degree of improvement in diagnosed and .

s designed to be two semesters in length, an incom-
awarded at the end of the first semester. However, - .

3 i the student's general level of performanceina -

conferency at’ the initial grading periodNAt the end of the

- coursé, students may receive a letter grade which removes the I from their -
. ranseript. In.certain cases, the student may éarry the I grade into a
‘third semester. If it is not removed, as specified in the negotiated contract .
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' wnh the instyuctor, the I automaucqlly becomes an F. The gradmg

system grew out of the belief that students learn and mature at different

rates and is designed to remain’nonpunitive for as long as possible. o
We have briefly described basic writiag programs at three typescof . -

institutions—a university, a technical institute, and a community college . - )

" —~that are members of the Western North Carolina Consortium.1® These

programs share common elements, but they also differ in substantial

ways. The divergence is surely a ‘strength, for it means that different -
approaches to the teaching of basic writing are being explored and \
implemented and that members of the consortium are seeking to adapt
whatever approach they use to fit the special circumstances of their -
msmuuon. ‘ :

i \ | |
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Hartwell deals with the writing laboratory &cilfity. a component of \ .
most basic writing programs, although the name &f such facilities '
"« may vary. The practical problems encountered-and goals realized
. * through this model are discussed,” as are the pedagogical and -
.. thearetical implications. S N

- .o a N ‘..4.-

_ “Well,” the department head said, pu.s’;p"ng' the chair back from the
desk and pausing for 2. moment, “nothing else seems to work; we might ©
- as-well uy a writing lab.” And so we did. Robert H. Bentley and I. .
- ‘were given preliminary responsibility for designing the laboratory at
’ - the University of Michigan-Flint. Since Bob has a finely honed systems
- _analysis mind, we began by considering basic questions\of structure
“and theory and dérived our specific day-to-day procedures from those
. primary assumptions. Thus, I'll discuss dur experiences in terms of
those questions, moving from structure to assumptions to procedures,
and then turn to consider the moré general implications. of this model

-for college-level basic education.

Suuctureoflhe'hhnna&y ' .

s | The Writing Laboratory cxpen'cd in the spring of 1971, l@mght by Bob
-~ Bentley. It was offered as English' 199: The Writinig Laboratory, award: -

ing one to- three credits (r;peatable for a maximum of four credits)
on a laboratory basis. Two hhours of laboratory time being considered
the equivalent of a normal|classwoom séssion, in our fourteen-week
semesters students had to actumulate twenty-eight hours to garn one -
credit (an average of two hours per ‘week), fifty-six hours to earn two

credits, and so on. The laboratory was open daily from 10 a.m. 163 p.m.

for individual work, and-an qptional laboratory class was,scheduled
.. . ) \ . . : . e :. e t.
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g ftom 3 pm to 5 p.m. two days a week for group workshops. Occa-
~ sionally, the laboratory was. open eévenings to accommodate night .

" students. Credit eamned counted for the degree, but it did not fulfill

. the freshman English requirement. Although it réplaced a noncredit
* remedial course required of some students, the Writing Laboratory was

- in-no way required, our enrollment coming entirely from faculty and
' counselmg referrals and word of mouth. We logged student attendance
. on aform showing the hourss the student had spent and the total hours
' accumulated, along with a st member's notes en what the student
" had done and might be expected to do on his or her next visit. The
logs were filed in individual folders, along with all ethe work the
- - studént did in the laboratory __)‘he (olders thus compnse&!a conunumg

record oI student progress. .

' Credn-onn perfoxmanoeandconunuousemollmemwereestabhshed
. with the help of the regxstrar'and faculty\oommmea. Full-ti time students

-could enroll in the course at essentially any tinie during he semester;
they were enrolled for zero credits, with both aedit and grade awarded
“at the end of the semester. Further, we made an oral comlmtmem to

students enralled in the course that they.would receive at least a'C-

.~ grade if they completed the necessary houxs, feelmg that ifiwe hadn't
" been dble-to help a.student who had spent’from twenty-eight to0
eighty- four hours in the laboratory, the fault was ouss rather d]anJ
~ student’s.. And, as it turned out, none of us working in the lahoratory
_ felt that we éver gave *uneamed C—our Iaﬂuxes were those who just
" didn't show up.

- That first semester, Bob Bentley awarded credit to. thmy- ree stu-
- dents, who averaged about two credits each. I taught the. bcn‘atory _

course the next semester and awarded credit to fifty-five students. After
that, the department was able to release two instructors to team-teach
the course, a piocedure which continued until 1975, when a full-time
 ‘insutetional gs{ociate was hired to coordinate the laboratory, and the
department wert back to assigning a single instructor to the course.
In 1972.the faculty approved English 100, College Reading Skills, as a
regular. academic\ offering, and, though the Writing Laboratory was
physically distific§ from the Reading Laboratory, instructors_began to
think of the
A course titled “English 399: Adyanced Writing Laboratory” was added
to the catalog iri 1974, to meet the needs of upper-division students

4s an entity, a combined reading/writing laboratory.

- who wanted to improve their writing skills for graduate nd profes- '

sional schools or for employment. English® 199 now enrolls- about 75
students a semester, and English 399 10 to 12; the laboratory also assists
150 to 200 students a semester ona drop-m basis, pnmauly to support
. the freshman Engl‘th program. . - - '’
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| A Writing Laboratory Model

- This structure was designed to treate,a legrning situation that (1)
‘would not be stigmatized as a “bonehead” or “remedial” program;
{2) would allow individual needs to be deali with individually; (3) would

' » not repeat the failure situations of the past; in high school and earlier;

- and, in fact, (4) would make failure impossible. These goals seemed basic
-+ " strucwural pretequisites as Bab and I talked ‘over the developmental .
4. program with our colleagues. We had, as ::a:gmnent. been-increas-

*_-ingly dissatisfied. with the rigidity of the standard Berkeley Subject A .

model of noncredit “bonehead English,” and we designed a structure  © - .-

that gave us much mare flexibility. Individual students, depending onn .

their skills and motivations, wight be advised to take English 100 before -

taking the figst-semester freshman English course, English 101, and they,
. might also be advised to take English 199'concurrently with 101 Other
students might combine English 100 and 101, using the Writing Labora-

tory on a drop-in basis. Still others, with’ adequate reading skills ‘but

writing deficiencies, mighe take English 199 for two or even three -

aedits, either concurrently with or ptior to'Bgfish 101. ]
Bob and I started with a clear sense of the place of a developmental _

English program within the university and the department. We felt * L
7~ that developmental English’ought to give college credit, and real credit, .
/. within an academic department, and later studies have shown the o

wisdom of that assumption.! We also felt that developmental English S
" - ought to be a commitment of the department as a whole, not something = =~~~
" that was given to. a junior, often untenured, faculty member to bear
alone. After agreeing on a team-taught laboratory, the department was
able to invalye many faculty volunteers, usually teaming an experi-
enced laboratory -instructor with an inexperienced one.- Each new in-
structor contributed his or her own emphases to the laboratory, and all
of us who worked in_the laboratory felt that the close exposure to
the writing process improved our perceptions of student writing and ,
student’ learning, and thereby improved our own teaching, both in .
compositibn courses and in general, At one point, about half of the-

. members of the department hath had laboratory experience, and:most :

. us felg that this commitment improved the quality of our developmental -

- and {reshman programs.? Priorities -shifted as the. department grew,

however, and the initial goal of full department involverient was .
© /motachieved. . I L ' \

»
‘0. o .

. Assumpuons e, . R S [ “_5\:1

- Wg hezan the planning and-im_plemematio'n of the Writing Laboratory
L witllear-cut assumptions about the transmission of literacy. Bob and I
- were both aware of the hundred years of research showing that instruc-

, : _ C N~ ) ‘
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tion in fote grammar was at. best useless and at-worst harmful.’ Wc also
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knew, 'as linguists, that our students were verbally and logmlly oomp& o

tent adults.t Thus, we defined our task as teaching a certain kind of
performance—writing perfommnoe. a tacit, knowing-how skdl-—rather

‘than effecting linguistic or cognitive competence by teaclung conscious
- mastery of formal “rules” of language or logic. One implication of
. this.assumption was that we took a different. view of the dialects that -

our studeints came to us with, dialects of black or Chicano speakers,

ar Appalachian Qr ryral dialects, all perceived- as socially nonstandard -

- in Flint, Michigan. These dialects were not for us impediments .to
+ . masteriog literacy, but primary strengths, for they not only shared the -

basic’ meaning pattierns of all Englishi dialects, but also had® becn

. exercised jn complex rhetorical contexts.s
Such an assumption led us to place major stress on the commum» -

cative aspéct of writing, on situational context, voice, audience; ‘and

: paradng,mauc form. In a real sense, lhcn, we inverted the ninéteenth-

century hierarchy of skills which regardcd “correctness’ in pronuncia-

~ tion as a prerequisite to correctness in writing and correctness in surface .

Betaxl—grammar and spelling—as a'prerequisite to larger elements of.

form. We replaced it with a quite different hierarchy, one that was

", broadly’ cognitive, stressing process and purpose rather than structure

and correctness, the larger «pozenuahues of style and form rather than
grammar and usage. Since our goal was full adult literacy, we wanted
to place no artificial, schoqlodctermmed learning blocks in_front of

that goal Students who.wanted to become literate adults, we felt, should -
.- start acung like literate adults, not ‘be sidetracked into mechanical

exercises that had no 1mmedzat§'2ﬁphcauon to functional literacy. .
Similarly, we felt that the connection between spcech and writing

- occwsred at the highest level, the level of communication, rather than'
# at the low level of surface features-of dialect and written codes. Thus,
. we viewefl reading and writing as complexly interrelated, and we felt

that it was mastery of this abstract code of literacy that affected speech,
rathér than the dather way areund. Finally, from what we knew about the

attitudes oL‘nonuadmonal students, we formulated ariother’ pnmgry__ '

~ assumption, “attitude change precedes performancc cl}angc“—-that is,
the nonu'admonal student must be given confidence in his or her i
“ability to perform a task before the task will be ‘performed sucocssfully

At that time, we were conscious of bemg influenced by available

~ -theories of’composmon,‘ but we were “also in part just guessing,
" motivated by simple dissatisfaction with the models available to us.
" Since 1971, researchers have given us greater confidence in our initial

assumpuons, for. a number of studies have strcssed the xmportance of
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tacit cognitive models in learning. Chomsky, far example, has estab-
lished a causal relationship between-amount and variety of readingand -
mastery of syntax, and Brause has extended that finding to identify a
. _hine-stage developmental ability to process semantic ambiguity which
. ‘may well reflect gradual mastery of ‘the print code rather than direct
" ipstruction.’ Bath reading thearists and linguists have become more
- aware of the importance of mastering codes rather than being told about
~. ¢ them, and rhetoridans and students of the composing provess. are
increasingly aware of the centrality of rhetorical coniext and the impor-
.- tance of stylistic choice.* Such studies suppdik our initial hunch that
‘internal models are best changed by activities rather than by memorizing

~

rules-and injunctigns, by doing rather than learning about.
Laboratory Procedures ’ T o ¢
Our most important progedural decision was to use an undergraduate .
staff for individual tutoring of students enrolled in the lahoratory.
~ - The student staff was chosen to be ethnically and sextally representative
 of the students they worked with, and we tended to look for people
who were sensitive to-the needs of others,rather than simply English
“majors. I time, many of our siaff were students who had-themsel
carned ‘credit in the' Writing Laboratory. The student $taff—originally
five, now cight to twelve—was paid on an hourly basis, either through
- department funds or through work-study. They were asked toJake a
nine-aredit-hour training program: an introductory course in linguistics;
- anupper-division composition course, Rhetoric ahd the Wriding Process; - -
o "and a three-aredit-hour, course of directed readings in urban education. d
. The directed readings allowed us to share studies of the nontraditional
" . studeny,’ and it also allowed us to schedule regular staff meetings. " - . *
" Siafl" meetings were held in the evening at a.faculty meftber's
home~-once a week at the beginnirlg of a semestes, every second or |
third week later. It was common for faculty not Jeleased for laboratory
- instruction to attend the meetings, which coimbined a-social gathering
© +F with a broad-ranging discussion of urban education and a careful look,
"+ at the progress of students eqrolled in the laboraiqry. This last process— .
. “'going through the {iles"—gave us, as' a. staff, .a shared sense of the
% progress and needs of individiial students and a direction and specific
. % assignments for them. We spent a good bit of tinie diagnosing student =~
wiiting at the beginning of a year, making the student staff.aware of .
" » = -the need 10 “read betwéen tlie lines” of the work of basic’writers, to

. Ag\o'rc individual surface errors, and to seek out implicit structures and

b
-
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needs. The safl’s background in Imggxsucs and‘rhetonc proved mvalu- o
'able m such analyscs. they learned to respond to error pat vather

than to etrors as such and t6 develop a rhetorical vocabulary for talking =

about writing. Later discussions dealt more broadly with msumuonal L

social, and racial factors in the transmission of literacy. T
~+ _ Our student staff was primarily responisible for achieving our basxc o

goals. They broke down. the artificialities of the studmt-b:acher rela-
_ ‘tionship and. of the conventional classroom~and miore than that,.they -

. brought an immediate sense of the smdems interaction with the -
.. university that we as,faculty could not shafe.- We found ourselves:
.. learning as much from the intuitions and analyscs of our studem staff /.

gs they learned fromus.® - - SO
Inevitably, the atmosphere of the Writing f..aboratow was loosc and
. *. . informal, occasxonally plaﬂ] noxsy Writing samples just completcd were
. - 'olen read to othes w in the laboratoly; questions would be
. . shoqxed -qut and problems ed there was a constant sense of writing., - -
'+ +‘as am ‘3&tivity and a mode of gomrunication. We had insisted thatg
. ' confxdenoc-bmldmg be a primary goal, and it was a ‘general rule that |
- " no negative comments were made abouta pxcce of writing to the student,
., At least for the first part of-his or her time in the. laboratory. Weak . -
wsmng was,not the product of lazy,} slovcnly. or umhmkmg smdems. o

-+ iereflected an inadequate mastery of aspects of ‘the pnm code, aSpects
S < wb;chcouldbexsolatedandlcamed. N R %
o Tht Instructxona[ mecol f Ll | ’
Lt h When a. smdtm first came to-the laboratory, we askcd for dn mmal a

‘_ writing samplc. often written with a staff member offéring-encourage- -
- ment. In many cases gur students'showed a basic inability to putwords ©
.. .on paper, a lack of scribal fluency. ‘Speed writing five- ‘'or ten-minute = " "
-+ -timed wri ideally written with a staff mcmber or instruttor writing
"I' alongside, worked well with such. students. We found that a few days -
of pxhcuce always increased the number of words. 'wmten per minute,
and that crude measure gave many students their first visible success .
in wrmng ‘We found speed writing alsq: useful for students’ whose o
. wntmg was marked by bloated diction and empty su'uctural elaboradion .
. —Macrones “Enghsb:' or Zoellner's. “schxzokmeuc scnbophobza." Thc S
' hysical pressure to put, words on paper cfxdn tallow such studems o
@ t.hmk up fanqy words or elaborale sentences, . - - -
‘basic writing students succeeded much too well ; at spced wrmng
(theu' teading. scares often' showed-that they read at a high rate of _
spwd. 5,00,10 600 wordsper xmmne, but wnh muumal comprehemmn) no.
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. Taking with such students, ‘we leaned that they survived in other:
. courses by memorizing sentences from textbooks, with litle conceptual -

T

-grasp of what those sentences meant.!2 We also found that their writing

repertoire was limited 10 one‘or two canned papers. With thesé Students,
'we found it important to talk out their perceptions about reading and
| writing arid to contrast them with those of successful students working
. as staff members. We found the tape vecorder an invaluable tool for -
such . students—the precess of talking out .ideas ‘to 2 listener could’
be transferred back to-the more abstract process 'of communicating in
speech. . . o « .t
.. - The tage recorder, infact,” proved stccessful. at all stages of the
- o Writiiig process. The diop-in student who had no ideas for afresbman - *
“theme assignment usually found that he or she did indeed have ideas - -
after a-few nunutes of taped talk with a staff member. Students were
- encouraged to read first drafts into the tape recorder and then listen .
to them played back..They could then often identify weaknesses in’
~Sentence structire, coherence, and development. We also found that
students who tended to leave off -s and -ed endings i writig tended
10 insert them in their speech, when faced with the somewh3t formal
situation of speaking into a recorder. This, they could move bhck from
- their tacit awareness of grammatical signals in speech 1o the forms used- .,
to code those signals in writing. Most of the errors in -ed endings
. occurred when the writtén -ed was realized as a'spoken /t/, as in walked,
-~ and this fact supported.-our feeling that basic writing students had
~ -~ simply not mastered certain print coding features. In this case, we found
it useful to coninect the written -ed with its four spoken realizations—/d/
ay in défined, /3d/ as in rounded, /t/ as in talked, and the null
" realization /@/—in many contexts in all dialects. With this connection
- made, we could begin to improve surface correctness without explicitly
. Taising such grammatical conc@pts as past tensé or regular and irregular
. -Once a student’ Had mastered <cribal fluency dnd had gained confi- *_
-+, dence in his or her abilities, we-turned often in one of two directions: *
a tansfer of the student’s well-defined sense of voice and rhetorical . -
- stance 6 its embodiment in the print code or a stress on writing as
- choice and mahipulation, “Voice” in speaking was pirined ‘down: in .
. pring in.a. number of activities, both individual and group, most
_ inyolving 2 game or play situation that built upon developing scribal

oy’

ing that speaker; adopting a -
se (a- professor cancelling class, -
of g ticket); and _idemifying-, a -

9 -
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pamdy of a style ar wnung pamdses. Semencc mampulauon always
~ involved reworking existing texts in order to'minimize rhetorical inven-

tion and focus on the possibilities of syntactic choice. Sentence com-

- bining and even classical imitation were used. Bob Bentley in particular

was able to sée the importance of joumahsm as an initial form for

70 . . ParickHanuell

writing, giving students the basic, form of a newspaper report and the

new information from which a report was to be constructed.™ -
Journalism allowed' us to move from scribal fluency, ‘rhetorical

context, and style to the concept of form. The form of a newspaper-
- report has three. advamages. it forces students to make decisions about

min and supporting ideds and thereby enforces a skill basic to hoth

reading and writing;'s its strategy of form directly parallels the strategy -
_ of an essay examination and thus teaches a basic study skill; and it

enforces theSieed for careful predication of statements—not that some- )

thing wWas true, but that somebody asserted that something was true.

‘At this point—in.an idealized overview. of student progress—-wc'

, tended to move from the closed form of journalism to the idea of open

', form, of how discourse is elaborated in response & idea and audience.
. Many staif members used Christensen paragraph analysis or Gorrell's . .
* -concept of commitment and response to increase the texture and
coherence of ideas in students' Wwriting.'s Others worked with the.
~ reading-writing process by assighing challenging essays and following

-up with summaries and criti®al responses. In the laboratory class we
-experimented with chéin ‘paragraphs (each person in a group adding a
sentence to a paragraph while attempting to maintain colierence), with
“saamblgd paragraphs,.and with, predigting the movement of profes-

" sional writers sentence by sentence.!? Such activities “and analyses inevit-’

ably moved “frent” quesuons of form to larger quesuons of strategy
and argument.

Study -skills, usage, and surface detail in grammar and spcllmg
received a secondary priority in the laboratory, for we found that many
students mastered them indirectly, as their higher-level skills'i in readink

- and writing improved. We did offer regular workshops in note-taking
_and test-taking, open to all students, and found them very popular.

We would occasionally provide mock lectures with mock exams, stress-

. ing the mead te,»subordmate rote detail -to larger understanding. And
 we olten learned that ‘student staff-members who were enrelled in other.

courses with laboratory students had set up informal study gmups o

3 review: iotes and prepare for exams. -
We tried to stress the full fotential of actuaf wmmg. treating surface :

detail as a code and game. Instead of tules of punctuation, we stressed

the: précuqe of pro[essnonals gunﬁmg at their punqaauon until studems e

e
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controlled. semicolons, colons, and dashes as’well as commas,!s We‘ L

taught the fragment by exafining its use in advertising and informal . .

‘writing. We'taught -s and -ed endings by exploring their disappeasance -

in public use. And we taught vacabulary by exploring how roots are’

expanded (ffom fess to confess‘and profess, profess to professor, profes-

sion, professionally, unprofessorial, and sq on). _' o

. Of course, students came to us with other needs and were treated’
differently. Some came. mouvateg only ta learn grammar and spelling,

and we taught them both, often suggesting that they broaden their .

‘writing activities ag they .continued in the laboratory. Spelling was (

.casy enough to teach with available programmed texts, or tapes and
- warkbooks—as long:as the “spelling problem” was not a symptom of
anunderlying reading deficiency.!® Grammar was a different mhatter, _ _

since none of the available texts seerhed as effective ds individual work. R

with the student’s own writing.? Othérs came to us with writing needs . .

that we felt were anly symptoms of psychological uncertainties, and we

worked closely with the counseling office with such students. L

o . We were pleased, as-the laboratory developed, 1o°sée an increasing -
! number of students whpse needs went'beyond basic skills. Many older
. students returning'to school, uncertain about their study skills and un- - .«
. €asy in the university-environment, used the laboratory as a confidence -
builder, reviewing the skills of taking notes, readinig texts, preparing for
., and taking examinations. The study Skills tests in the McGraw-Hill
" Basic-Skills System -were a good starting point~for' such students,
- though wore as a way of demonstrating that they did indeed have
college-level skills than as a diagnostic test. And we were quite frankly
"' surprised by the aumber of juniars and|seniors, mostly in pre-law angd-
 the social sciences, who caine to the_laboratory to prepare thémselves
for graduate school: Our first upper-division ®tudents simply droppedin .
on their own, but gradually the social!science ficulty began recom-

" mending the laboratory to their students. " We developed a rigorous set .~
of précis-writing, exercises for thése!studgnty, training some of our staff L
to edit Yeadwood and Jetting students compare their précis with the . ‘
abstract written by the author. We sent thése students to professional -
journals, to report on the form and style of ‘c,om_munic'ation in their
fidld. We often devised special exercises in analysis, asking- students
to isolage assumptions and to identify. schools of opinion. One such

T exercise provided a number of definitions of-language, culled from .

traditional, structuralist, and generativé grammars, and guided students .

to a formulation of the assumptio different schools. Such a e

‘mixture of studénts soon removed any lingering sense of the laboratory " -

" as the home of "benehead English.” -+ R : . '
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. cma 'impliczam ‘ot the Laboratory Model

" ably-ignores oup.

bcgan. We were not
evaluation of lhe Writis

Such iﬁformal evidepce does not prove the’ vahdny of our initial _

assumpuons or théix plications, and this summary treatment inevit-
ccesses and [ailures with individual students. It does
suggest, however, that tlfc dommam model of developmental education
—teaching students. gramimar in required, noncredu courses—may no
langer be the only model to consider”

Of course, the precise/model outlined here cannot be duectly trans-

tutors available: and are unable to use them, as we did, for two or
thrée years. Many, four-year colleges, with a better source of tutors, may,
lack the support. courses for staff training. But aspects of our model -
have been adopted at other schools, especially the structural features of
laboratory credit, credit upon -performance, 'and continuing files. Yet,

visitors to the Flint Laboratory and audiences at professional meeting$ _
have been most uncertain about-those aspects that we felt most - posi

‘tively about—the use of peer tutors and the hierarchy of goals. Therefore,

I have been particularly interestéd in the  adaptation of the modil made -

.by Diané Menendez at the Umvetsny of Cincinnati. She has upple-
mented the laboratory with small-group classes meeting once a week—a
nec'essuy ona latge and impersonal campus—and is working to establish
‘the Jaboratory as ‘a resource for the freshman English program, in

addition wo provxdmg developmental mstructxo:?uch and as.a center

“for training graduate and undergraduate studefts in the teachmg of
basic wnung .

‘Erhere is, fmally. a more’ 1mgnam point than adaptabxluy to.be made
about this model.,one rélevant to the teachmg\of college composition

f

-

' ferred to other institutions. Two-year colleges are less likely to have - - :
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“in general. Qur modelg of developmental education follow from: our
‘expectations of college students and our paradigms for teaching them
" writing. The paradigm we ﬁa'vc inherited from the nineteenth century,
* which stresses grammar, usage, ang the fixed methods of development, .

isolates the classroom from the larger activity of communication and -

limits the inventive capabilities of our students to the mechanical
- “manipulation of the socially correct and intellectually obvious. At worst, -
- as Ohmann has argued, we prepare, through this model, capitalist -

bureaucrats trained not to ask quésu‘mns,su McDermott has noted that,

LI,

and write on a social class badis: - |

. as a result, we have establi sukcess and failure in learning to read

. " Each year, ‘more and more arel sorted out until the “select few®
- reach college. The word “select!” should not be taken in its elitig
© sense. By the time they enter college, some people miy be more select

. L // . because their enculturation to school -equips them to do college

work, We should not make the mistake, however, of thinking that

- the select few were selected for any reason other-than that they were

- most like their teachers.? ) - o
McDermott's analyRis of school failure is a.valid picture of.elementary
and secondary educaudfi. But we in colleges no lgnger, see only the
“select few”; we see minds with legitimate gdals from a cross section’

of society. The answer to/the crisis in basics is not to return to the -~
[basics, for the existing paradigm explains the very*failure we struggle
. with.and against. The answer is fo develop new paradigms for literacy

and forlearning. Such mew paradigms will profoundly change develop-
mental educations They should’also’profoundly change our sense of the
profession of 'Enélish and the training of students who wish to efitdy it.

w . . ’ ¢ i



>l

b

* mately the same grade distribution: - -

~* * Boston University -

6 'lghe Rhetonc Proggam .
-+ at Boston University’s ~ B
College of Basxc Studms R
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" Hairy Crésby-

Crosby prescms an mterdnscxplmary approach to writing instruction  °
presendy working very effecuvely'u Boston University. This ap-
proach is based on the convictions that teaching basic writing is.
‘not solely the right or responsibility of an English department and

* that it can be pursued with great success through a unued effort
by several.dxscxplkm.

- -

AN
- -

Very few writing programs are as accoumabxhty mmdcd as the Rhctonc .
- Department of Boston University's Collcgc of Basic Studies. One evi-
dence of this concern for accountability is the annual Wnung Gadin-
‘Sludy. The rhetoric faculty looks out with some surprise at an academic
‘world which questions whether instruction can be evaluated and wmmg' '
* progress measured. Qur Gain Study is eloquem testimony that both-

are possuble
In September each emenng freshman writes an xmpromptu themem -

-one of-four topics. By tinkéring, with. the phrasing and rejecting topics’ .

.too hard or w0 easy, we now have four topics which yield approxi-
b.
wm the electronic medna (tclevusxon, telephene, computcrs) rcplane

wnung? P _ T

Are Amcntam making a new. rchgxon of sports? .
. Are today's f ilms merely entertainment, or are they somethmg morc.

. .hkcanorcdumna% : . -
© What is the future of 1 velr g : . - -

The Scptémber‘papérs are filed away, and in December; May, or both,
each student writes another impromptu paper on another of the sub]ects

- In May the September and/or December themes are shuffled with the

latey papers and scored on a. standarized Theme Analysis Blank (see
figlse 1). The thetoric faculty do. not know the date of ‘the paper,
the stydém‘s ?ame or thc student’s teacher, thus. the gradmg is tnple

" 1 o

Mt

¥t

“ : .

Nk



" Rhetoric Program at College of Basic Studies I "

Al

iy B’ostm v .“" Analysis Blank
CoﬂegeotBas:cgmdaes } mam :

01234

Structuce | | - L eroae

. t L 1234

Style o o o 01234
mmmmm) \ ' : C L _ .
'Wwwhmmm

| convantions - S ' 01234

; proofreading, tide placemient, 3

mmmmammmm N

== S|
Mechanics . 1234588 -

~

.
i

g £ :
) Fig. 1. Stmduducd scoring med for auug ] by Rhctoric Departmen facul e
U | Bguon Umvenuy : gm § wf P




H&mycf'by B

bhnd. Smce cach bazch has approxmmtcly one-faA‘of the par -
'ea{ch topic, theie'is no way to tell an early paper from a later &ne;
i

any paper that makes an allusion to a fall sport, a current event, or a

* lege.teacher is ignored in compmaucms. Since the rhetoric [aculty uses -

‘the Theme Analysis Blank habuually and has had frequent rating prac-
tice sessions, reliability at worst xs around .750 and usually around .900.

For six years wé have seen an average student gain of four pomts

" on a rating scale with a possible score of 20. On our saale this gain

i§ enough to move'students up one letter grade. However, more sophis-

wcatéd analysis of’ this progress is necessitated by the ceiling effect of

e thc : graing scale-~thatis,.if a student géts a 17 in September, he or she
: hasa»small chanée, math&matically. of taking significant improvement.

- Thiskifid-of analysis mows‘that in large meas
‘begame G minus writers, G writers hecome B w
mﬂtus move dp into the'B p _

The accompanymg quamle'analysns chart (Figure 2) shows how our -
smdemsx,fared in September, Decernber, and\May, 1977-78. The vertical
represemauon at the left of the chart describes the entire freshman

re September F writers
;jkeg and C plus and B

us and A minus range..

class; it shows that, the . poorst September paper received a mark of

mml{@‘S an F ahd Lhe-c.hxghest rccexved'a mark of 18, B plus. The )

-All Studeuts

Students of ljdividual Teachers

4 - 5 6 .

. Fnz 2. Results of the Writing Gain Stud conducted at Bocton Umvemty in Scptmbcr. o

‘December, ‘and May, 1977-78. The ver
freshnun class. The boxed aseas on each Tepresent

-

at the far left show results for the entire '

the’middlc 50 percent of each - -

-/
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median §care was 5, a D. The 25th percentile s'dn'e: one-fourth from the
- bottom, was 4 and the 75th, 7. Thus, the chart shows that the middle
. 50 percent of the class moved from a range of 4-7 in September-to a

range of 6-12 in Decemb¥’and to a range of 9-14-in May. The median -

. score of 5 in September .moved/.'up toa$ in December and a 12 in'May,
~orfromaDtwaCminusandontoaCplus. . = =

The Gain Study and a number of ot{ir studies we have made provide

the basis for our confidence -in the writing progiam we offer our
" studenis. It is my purpase now to describe that program. = -
© The College of Basic Studies -~ = - . .-

*

The rhetoric péqgram' at Boston Un_ivefsity can best be. undcrsiood if ,

exaniined as part of what has been called “a successful human reclama-
tion project.” That project, now twenty-five years old, is the College

students. Whereas' the rest of Boston University prefers its applicants
to be in' the top third of their high school class and comfortably over
600 on their college boards, the College of Basic Studies admits students

low as 300. These students are called “referrals.” They are admitted
to CBS because other parts of Boston University rejected'them,
- Two years later many CBS students transfer to other Bostont Univer-

sity colleges, and as juniors and seniors come up with grade points

that ‘equal or surpass those of their new peers. Some of the academi-

cally most successful, heady with their newly developed academic .

. _prowess, apply for wransfer outside of BU. They have been accepted
* by and graduated from almost every kind of college and university;

Besides the CBS student who is a referral, there is a second kind of

/ student, the direct apBlicant; who comes because of the school's unique
/" reputation Many high schoél advisors, knowing of a very poor graduate

who did well ‘at CBS,: believe that an average student (or better) could a

- have an even greater development. They reasorrthat a school having such

© success with laté bloomers could do just as well with the almost fully

* flowered, and they have been right. CBS has helped many good students

become emitally excellent. ' ' -
History of the Cas | ' . :

In the la:jl%ﬂé }!"g‘roup of ;roung faculty wanted to remedy what they

considered a scaridal in higher education. They felt that university

freshmen and sophomores, usually taught by graduate assistants, should _

.73 |

~ of Basic Studies (CBS). Each. year CBS' atlmits approximately 600 )

hq are in the bottom third of their class and whose board scores are .

.
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'have full ume exp’enenced commmed teachers. Secondly, protsgmg the' _
- exireme compartmentalization of the university, they w:shcd to dcvelop a

general education curriculum. -
. Fortunately for the reformers, a class of students arrived who were

Fresh fxom World War II, veterans knocked at the doors of such instis

. tutions. ‘The well-prepared ones were received hospitably, but the less

- well prcba::d were shunted off ‘to institutions with ‘less demfanding

. admissions standards. Thiis, to solve several problems at once, officials

at Boston Upivelsity agproved an interdisciplinary lower division pro-

"gram on the un rstandmg that it would be primarily for the unpre-
pared smdem As a result Boston Umvcrsuy s College of Basxc Studies - -
--was born. "-.-l. :

-Science, Psychology and Counselgng. and Rhetoric, All teachers on the -

* For the next dccade the ]umor College (as CBS was then called) |
existed under a basket.- Many 'of the Boston University faculty were =

uneasy about the Junior College, whose admission standards brought
down the total | university average to the point whire Boston University
could not claim to have the! high admissions standards desired for the

~ competition with othér New England institutions.

-In the early 60s, however, there was a change. When the prcsxdcm
of Boston University was invited to bring with him his outstanding

‘senior to a2 White House: conference on higher educauou,. the presxdem
learned to his astonishment that the senior adjudged so impressive.had _

l\&;:dem at the Junior College. Urged on by this circumstance, .
the un

rsity did an intensive follow-up smdy that revealed Junior
College products did very well indeed as juniorsand seniors in @her
umvcrsny programs. In all but two of the other colleges, CBS students

" actually had higher averages than the students who- originally had
. adequate entrance requirements. Since then the successes of CBS students

at Boston University and elsewhere have become a proud tradmon of
Boston Univetsity.

Basic to CBS and its rhetonkr program are two mtrmsxc qualmcs. _
the team system and the mterdmpplmary curriculum, l:.very student who .

attends ‘the College of Basic Studies is assigned to d team of five
professors, one each {rom the Department of Humanities, Social Scien

team but the counselor have private offices gff the same common room.

- Since this anteroom has students’ mailboxes, tables, chairs, and usually

a bubbling coffeepot, the team suite servés as a central headquarters

* for the 100 to 120 students assigned to a team and makes it easy indeed
for them to have qynck and personal contact with their faculty. Once
¢ach week, the team of instructors meets to confer about syllabuses,

| im?tdisdplinmy; assignments, and successes and failures with individual

' causmg guilt feelings among prestigious Northeastern universities. -
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students. Each student is thus"a.member of a small college within a
college within a large university.” . ' \ T

A second feature of the Gali¥ge of Basic Studies is that for its entire’
history jt has been siruggling to:develop a defensible program -of
general education, by answering two questions: (1) What commonality
of skills, content, and attitude do we expect of a student who is
supposed to have 2 college education? and (2 What is the hest way to

* teach students those qualities? C. e

- The/ interdisciplinary nature of the CBS program is -aided by .the
team system, but it is established by the syllabus of each course. The
Science Deg ent teaches a year each of natural and biological science,
with attention not only to biology, physics, chemistry, geology, zoology, -

- and meteorology, but also to the history of the science and the develop-

-ment qf the scientific method. The Social Science program includes

~ history, economics, political science, and sociology, with special atten-
~ .tion to how social scientists think and what data they use.Fhe Division
of Humanities teaches poeuy, -fiction, drama, film, and philosophy.

Auention is given to the develqpme’n&_a'nd function of the artist. As an -

given to the rite of passage becaufe at the same momeént the Science
Department is studying biological change, the Psychology Departnient is -
studying adolescent development, the Social Science Départment is
studying ceremonies of primitive societies, and the Humanitieg Depanrt-
- _ment is reading “Of This\Jime, Of That Platé” and other ‘stories.
about the young. It is customary for instructors from vario disciplines
to share classroom activities, but a primary catalysa for in disciplinary
activity is the rhetoric paper. S . .

v

The Rhetoric Program

- The' rhetori¢ faculty cbnsists full‘ profcssox;s, two associate
- professors, two assistant profeS®rs, and one instructor. Although some

+ ofthe faculty occasionally teach literature. in the summer or in the
evénings, the entire faculty is commit professionally to the teaching

of freshman English. All of the faculty have had a good deal of prioy

. experience in the teaching of written composition, and miost have madg

' numerous contributions to the professional litérature. - * _ :

The rhetoric faculty has the primary objective of helping its students

" earn to communicite significant thoughts and information effectively.

* "Since the students’ first_and most urgeni need for these skills is to
. express what they. have learned in their other courses; the rhetoric staff
- is pleased to take advantage of this motiyation and willingly assumes

4

a .

example of the interdisciplinary approach, combined attention cin be
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.Dunng the first unit students are told that the use of a traditional-
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L the role of a’ service depanmem. wheneser possxble. asmgnmcms are’
. keyed to the study and wnung needs of other depmgnems. _ oo

To achievé our objectives, the rhetaric staff knows no better method
than to demand that our students read, write, listen, and: speak fre-
quently under close: supervision,) ag,h freshman is requxred to ‘write
approximately.7,000 words per ity iiSually in the form of seven themes . -

- .or extended exércises per semeste ‘ft)r tie rhetoric course; in addition,
. the-other courses require at least ot
_ involves the rhétgric teacher i’

papcr per. semester lhal usually

Coplronted with a wide ra ge of seferral and direct applfcant stite .
dents, most .of-them quickl and many of them with low

o mouvanos}, and short attentipn spans, the faculty has had to’come up
* with an. approach whichr is apphcable to all and is characterized by -

mimednate success. Qur approach is based on our perception that nearly
every decade has required a deeper a:planauon of why szudems have

difficulty writing. Thirty years ago students had to remove grammatical

barbarisms and improve their writing style to be better writers. For that =~ =%
reason the use of the handbook of grammar, spelling, and punctuation =
was the legitimate approach A decade later, students, with their de<

créased reading experience and skill, also had to have models which et

- showed how tq unify (e.g., “write with'a purpose" or have “the argu: * :
‘mentative edge™) and structure a paragraph. In addition- to basic.
grammar, they had to léarn'what developnient was.and whigone word

was. better ‘than anather, i.e., where it lay on the ladder olNghstrac-

- tion. In the last five years, students have done so little wmmg, often -
. as few as 350 words in their seniior year-of high school, that they need

to go back to the very beginning. They need to know that a composi-

~tion has an introduction, a conclusion—and what happens
»in: ne. Most importan ey need to know how writers analyze
* their togih and structure their hessage—in short, how they think.

»

At the begmnmg our students néed to be shown the many' ways their -
manuscripts communicate. They need to knoiv that a sloppy paper, with I
uneven margins, with the edge of the paper ripped into a messy lace™ =~
work, with no title, with no page numbers, says very loudly indeed,
“I do not care whether 1 have your'attenuon and respect.” They need .

to, know that such- a. paper makes communication unlikely, if ot o

‘impossible. -

As a result, leaning on the psychologlsts idea of posmve réinforce-

_- ment, we let our students know that we dttach so much importance to.

legibility, conventions, and neatness that we will give them no less than
aDona paper if it fulfills. the basic conventions and nothing more.

conventional paucm is-so valuable that if they producc a work with a

LR 8
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-grade ladder toa

I 1 I g

clear introduction; bbd_y. and a conclusion, ;héyrare on the way:‘
As years have passed, the, thetoric f'acuhy.has become less insiseé

. A N
upon demanding a thesis statement in the penultirgate sentenceqf the ~
~introduction, because a thesis statemént clearly expressed in an &xyly
draft seems to inhibit extensive and meaningful revjsion’ If students.
. decide early on exactly what they wish. to'say, they/miss the valuable

lessoni- that writing is discovery. When they hidve a thesis ‘statement,

-they try to make their data fit; when they know what they are s'ayir;'g;
they think their audience also.knows, and they tend not to provide  °

enbugh information, relying-instead on generalizations and opinions.*
Therelore, early in the semesteff we emphasize the controlling question

. as purpose indicato® Students who prase a question at the end of their

«
up the

¢

inrodyction have provided themselves with a test of what informationis” . -
relevantand necessary. As they complete their paper, all they need ask is, -~

“Am I answering my question?”

because early standards. are clear and limited. Anyone can turn in a-

. - conventional, neat, legible paper; anyone can write a five-paragraph

- as inevitably if they do.not follow certain. grammatical. and ortho-. .

I

paper if he or she knows what i'sgupposéd to happen in‘each paragraph.

- An assignment that asks, for instance, why students are believed to be

. 7‘-)

et

3

apathetic or why“they think their high school did-a good or ppor job .~

. . in making them feel prepared for college prompts them to have three
~ paragraphs in the body of the paper, each-beginning with the next -

point, ie., a topic sentence. Other early assignments we have used
include “‘three myths about young péople today,” “three surprises,” and

“three qualities of urban university students as noted in three weeks

of school.” _ Y _ _
" Prior to their third paper, students are told some new facts of life. -
They léarn that just as they can earn positive points, they can lose them

graphic conventions, They are taught, if they do not already know, ~

that when the World complains that Johnnyignd-]qhnnic can’t write;
what. the World means is that they

grammatical troubles. - -

4
.
ALY

. Our students afe now iniroduced to the hottom part of pur Theme
" Analysis Blank (see Figure 1) which indicates how they. lose points,
. If they commit what we, speaking for the World, labél a “glaﬁng error” N
' (illo%‘gi_l fragment, run-.on sentence, comma splice, disagreement of - ¢

verb

) . Y
Aware of the real-world of ctitical readers, our students are next led-
= . : - _ . -‘ _

can't spell or punctuate or avoid

aind subject, faulty reference in a pronoun, misplaced or dangling ¢
- modifier), they lose a half paint. For a less offensive error in grammar,
- spelling, or punctuation, they lose a quarter point. C

. Most of our students get a form of C grade for their first two papers N :

.
'
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: uu%ugh a series of units ‘which guammee exposure to thc pattems of

- thought, we think they will need for analynis, exposition, and argu-
me g{n;w 2. in short, the wnugg they will do for 1he yest of their collegc
Mthe rest of their lives. * '
W unit is on basic structures: mtroducuon with establisiment
of ukpose, body. conglusion,. and generauve (topxc) senténce; p\lus
2 development in paragraphs. In thé second unit wé-work on narration -
and descnpuon, to remind them of thé siced for. the flow of an idea.
Ouring narfation we point 'out the importance of verbs and adverbs;
durmg description we suess what kind of nouns and adjecuves commy-
* “unicate best. A sarhple writing assagnﬁ'tem during this unit is a theme on
the subject of “This Is My Home Town:™ With E. B, Whité's “Here Is
New York™ as their substantive- model, students are asked to make a
statement about their home town which they defend by desmbmg the.
town or city and relating a series of 9arrauves which gusul‘y the stai®
t they_hive made in their muoducuon In the rough draft, which

th must submit, they are rec‘ylhued to.underline thé noutts. and adjec- .

- tives in. the description- e verbs,and adverbs in the narrative.
- For their-final draft they are asked to try to make theu' diction more’
. yivid and specific. _
In the third unijt, smdems study the basxc parts of an extended‘
- definition; (classification, differentia, comparison and contrast, emy—

. .« mology, demonsuation by”ulustrauon, contyast to synonyms) and its,

uses in various disciplines. They learn new uses of the dictionary. In'

this unit rhetoric teachers depéend heavily upon the other depaxtments, ..

" getting from them“terms for writing assignments, such as empiricism,

lranseendmtqlum. existentialisth, lriage, democracy, and capitalism. - .

During umit four. on process aralysis, students are taught not only
how -to use the patterns, biit also to be more aware of the auditnce

because a process assumes that the reader ‘out there is going to have -
" a behavior change. Whereas naxration aryi desmpuon had patterns but

neccgmly parts, students now seek a’ basis for interrupting:process

" . and _breaking it into useful and meaningful steps. *Here again rhetoric

teachers rely on qther departments for the subject roatter, ‘with one
favorité topic being the steps of the scientific method:yThé'last two units
of the first semester take up Wissification and comparison-cantrast,
cgmplqung‘ the patterns pamcularly needed for exposition, or the kind
of communication necessary to get a rgader to say “I understand.”

"Jdn the second seggester altention is trned to argumemauon. Studeiits
learn' the diffghé &etween the evidence used in'argument for convic- .
tion and-argument for action, i.e., what is needegito cause a feader’
Jo ﬂay “¥ agree"i'a"d I will do what you ask." eg learn to work\ |

2 LT L A LR
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- withthe patterns of cause and effect, judgment, stock issues, and problem’
" and solution. In the middie of the semester, students do a research
. paper and'lem} to work with primary and secohdary sources and
+ advanced shanuscript conventions. | 3
- We complete the year with the “contem” of our coursé, a uniton. - =
the histof'y and nature of language and one on epistemology agpd logic. B
THe: two- units are’ something+beyond a collection of facts. In qur,
- language study we uy.to help students develop a sense of how language
» « changes. Their sense can-bg demonstrated, for instince, by a paper on

- the future of language, in which the student makes up a word ang shows:

. what lexicographical and etymological principles are demonstrated jn
its coinage. In the unit on epistemology and logic, for instance, we uy
to have Qudents analyze the source and legitimacy of ideas currently g

being banﬁiec{ about in the mbdern political and intellectual worl

i

" "Teaching of Style, Grammar, Spelling,‘and Punctuation _
We have no schéduled units for style or mechanics. We do, however, ~

* attach great impertance to them. Our Fheme Analysis Blank (Figure 1). . *

- focuses student attention on the lesson that"they can work very hard RO
*. for two'weeks ona paper and then'ruin their grade by a. careless C
.. last-minute proofreading. This arbitrarily tough poli¢y almost invari--

. ably eliminates 85 percent .of the grammar, spelling, and punctuation
roubles. When érrors. are caused no longer by carelessness but by -
ignorance, we go o work with work sheéts demonstrating errors made

in’ current student-papers. Each time we have a session on grammar, « ™

- spelling, and’ punctuatign, we stick' t& just one “error” and have
~ students demonstrate they can consciously make the error and-correct it. . .
“ We teach style the same way: diagnostically focysed and paced. OQur * - . -,
standayds may n& be high; we admit that_we rarely help a studept '
develop a réally glossy style. Our goals are. clarity, effectiveness, ‘and
' appropriateness. We teach the laddersof abstriction to show whya -
“specilic word is better than a general out;-we feach dictionary usage - ' °
" . to help students find the exact word, perhaps éven the metaphoric
- ., or liglrative phrase} and we teach the difference between thelooseand . - .
.. - eriodicsentence. Mpst 6f us-also teach senténce imbédding, and to help
§ 7 students writé' with some grace, we.do analyze the good style of -
our models;‘;_;,‘;-', . v . . "’ . e

T ' - - -
. . .
¥ L . a

Sampl;.‘lssegnm‘ents DR ' ~

.ol Writing 35518“ ents of the Rheiq;ric !_)épzirtmeht sh'dulgl.pasé.t_wo tes‘ts':.‘ L ‘ '
...« “they Shotfld induge students to use the pattern currently being studied '
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- primitive sociéties by Mead andéncountered in the film
. Walkabout and “Agostmo and “The Story of My Dovecot:” In addmon

R Ql". f.

cy . )
o ’

rites of passage referred to in Margaret Mead's Commg of A%m Samoa
:‘mpera.mmt and compare and/or contrast the rites in

84 R . A .Hm.'ryCros&y_.' .

" and, if. possxble. cause, them to review a pattern prevxously studied. -
- Far instance, when we ask siudents to. write a\paper on the rite of
- passagé, we supulate that they are to define the term; describe specific

students are required to ‘write @ narrative offan event in their own 1 life,

. which finally made them realize what a rite. cﬂpassage is. Sample theses - -
. students developed during this asdignment, which is read by the-stu- *, .
~ dent’s entire faculty, includ® “It was not until I came mr_onege lhatl ' .

realized that what I had experienced at the  age of fourteen was a rite of

© passage”.and “I realize now that earlier societies have more definite rites
. " of passage than in ‘my time—and I'-am so much the poorer.”
- Imanotherassignment the hughanities and social sciefice teachers ask, .

studerits to explain what the book Alive’ demonstrafes about the lessons

a narrative précis of what happened to the m{hner passengers who
crashed and survived in the Andes. Sttdents are expected to define

. relevant sociologyterms like suwwal of the fattesf, societal structure,
' dwmon of.labor, and values. They are reqmred to turnnrough drafts

o show that they have revised their mtroducuon, and conclusion to
make sure they have discussed what adds up to a cenjral message. A

sample lhesxs deduced by students was “In the short, time the airliner
- passenger§ fived together they synopsxzed the entire general hlstbxy

of civilization."
Another typical CBS wmmg assngnmem involved a Science teacher
. who wished to check on how his students had mastered the scientific

method. He passed out an account of how a mythical firm, thePontecaro

Orange Giowers, tried to ingease its sales by conducting and pubh-
cizing a research program which *‘proved” that.drinkingrorange j juice

« prevents colds.- The rhetoric-teacher, who at the time. was 'working on -
_ research and manuscnpt techniques, was pleased at an opportunity to

work in more practice. on narration, descnpnon, process analysis,

, judgment, and problem-soluuon Fheawo professors, thesefore, assigned
. aresearch papér in which studentg were o cmfhze the orange growers

. Yeséarch and suggest a more ¢onclusive study
. »

TﬁeThemeAnalysstlank N L -

,
Alithough ‘we may_ not .use it on every assignment, the Theme Analysxs
- Blank (T. AR) encourages teachers to indicate to student writers how they -
have mastered lessons bemg studxcd. Teacher txme xs saved by telling.

-

- of socxologxr. while the rhetoric taagher f8quires that their papers contain -

o4
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students that underlining indicates a deficiency ._bt_x"a( circle around a
comment indicates a strength. At least opce a year, we have dcpar_tmcntgl

. meetings ahd ratings to standardize our grading. .

The total of the numierical ratings of the TAB wonverts into letter

- -'-gradcsﬂaccording to the following scale: 19-20, A; 18, A-; 17, B+;

12-16, B; 13, B-~; 12,C+;9-11, C; 8, C-; 7, D+; 4-6, D; below 4, F.

¥ Because of the potential negative points for grammar, spelling, and

mechanics, there are many F'’s. Qur department aims for this spread of
semester grades: A,"10 percent; B, 20 percent; C, 40 percent; D, 20 percent;
and F, 10 percent. However, in ‘part because of - the central tendency
caused by so many grades, the curve bulges at the center. and we

-

‘usually end up with 5 percent at the two ends. We do ury.to discriminate; .

~ at the end of the. first semester, because of low grades, abour 5 percent -
of the class is disniissed from the school. About one-third of 1R dis-
missed petition for readmission and repeat the first semester. L

-

R \ P ~ . _c_’ A . &.
Problems * | . L e

Although we are geerally pleased with ‘our course, we still have

problems. The first difficulty is that, in the main, we seem'not to have ©

a truly stimulating course. We are probably too pedestrian and tiniriiagi-
aative! Each year our students complete a detailed questiognaires and

 each 'yeay they comment 200 often that the course is “dull” ar ring.” -

Our'st ts are nice; \hey tell us they like us, that we know our stuff,

andghey even admit, grudgingly, that they have improved their writing.

Nevertheless, when th give us a general evaluation, the Rhetoric

Depariment always ¢comes in last in comparison to the other four courses.

Sifice we should be dojng. more about reading afd study techniques
‘arid since our pragress. in the first semester lets us take some chances
in the second semester, we have begun experimenting with several forms
“of cotitent. With one’third of our faculty continuing to work with
anthology-typée models and thus acting as control ‘group, two teachérs
and oneshird of ougesiudents are going heavily into the “content”

. of a writing course—ffore semantics, mare linguistics, ang-more of the

history z_md'ﬁ:ure of l."mgu"pge and epistemology. -‘Anoghitr third of the

classes is working with a social content, based on-a collection of essays |

. about social history, inéluding art, politics, customs, and science. y
A serond problem is that the student load for each -rhetoric teacher
'is heavy. Each instructor téaches [four sections, with™twenty-eight to

thirty students in each. Each teacher has a contact load of nine hours,

* meeting each section twice a week and all students togethier once.
- The administration has tried to help. For several years we experi-
. [ . . A i : . Y ) :

In-. ’\ U‘ ’
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mented with an intern - system wluch provided each professor with a
three-fifths- -time graduate studem. This-did lighten the load, but too
often we got idiosyncratic grading-from interns who could not work
into our systenrof standardized ratings? then t0o, we were seli-conscious

" about violating an ongmal tenet of the college. that alftea:hing would ‘
" be by full-time professionals. , . - : -
" For several years we assxgned two rhetoric teachers per wam ngmg

‘us a 60-1 ratio, as recommqnded by the National Council of Teachers
of English. To our surprise this had many disadvantages. Few rhetoric -

teachers were able to work in pairs partly because of diff¢rent-tem-

peraments and philosophies, but‘also because of different studknt needs. -~
When students saw these diffeyences, they complained of inequality. Our-
colleagues in other deﬁamnems. feeling that we had a lxghter load than .
-, they did, left all the writing business to us. And with the cost of

' .rhetoric -instruction doubled;.we had te face the fact that the system:
. was just not cost effective. Wé could: not 1usufy the sys/tem with our

" Gdin Studies: just as many’ students failed, ‘just gs many commued to

have problems, and no more succeeded.

We are now trying' to help lessen -the tead‘iing load by slxcmg off
part of the wmmg problem. We have employed a writing specialist
to work out a’program to help especially needy Students in grammar,.
spelling, and punctuation. We asg also getting help from our colT'_“gues.
who more and more are, assignil cagefully designed wrmng exercises. -

- In additien to px andmg students an opponumty to dernonstrate mastery
™ of course content, these exercises also put students through the demand-
" ing requirements of analysis, symhes:s, -structure, developmem, and
- expression, the mastery of whi¢h has been the rhetoric goal.

- A third problem which concerns us is that writing progtess does not
hold up as well as we might expect aher our students leave us. Our

‘students do relatively Well in advanced writing classes, and they write

as well as the students from other writing programs, but as. sophomores,

" our students often do turn,in embarrassing papers to our CBS«qlleagues.  °

We recogni ize this deterigration is endemic; but we keep te!lmg oursélves

“that if we were truly doing our job, we would be giving students
‘the principles and motivation to want to write we)l and the ability to

police their own work.-We have added a Sophomore remedial course.to -

which students are assigned by teachers from other departments, A’ study -
- by a doctoral candidate "has -given us suggestigns about the kind of -

) L]

principles (particularly those abéutrevision) that seem to stick best with =~ -

students. And we continue to work onshe problem

v ' ) e ) . -
- . . - ; ) . ) L i .



~ kiiow how to study, but—in

L
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A development which h 1ps us endure our problems is the uni)roving ’

nature of ‘our students. Most of them in September are still vastly
unskilled as writers, but

. trast to the past—they want iolearn.
They realize that writing competence is-highly relevang to their future

.- well-being. They. appreciate the pointed diagnasis we give them, they
. like the individual attention, and they work. They are justifiably proud

of their improvement. And most of them aré Jearning to write reasonably

- well,and that's why we are in busidess. , " - ., »
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¥ I Evaluation and Testing
"~ 7 ASuccessful Placement -
), Testfor Basic Writing. -~ -
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Johnson grapples: with the problem of composition placement |’
festing. Although admitting that writing samples provide the most :

accurate measure of student writing ability, she demonsérates how an

objective test can bie congtructed ‘ﬁ‘ will be valid and ieliable for |

placement purposes. - % - N

b

* e - '
Y

 Placing students at the appropriate English composition Jevel tovincrease |

-

_* theizchances of success is a recuirent problem at calleges and universities
4 tionwide. Every curriculum that acknowledges individual differences -
% - ‘and capabilities among students implies a determination of how such

- -differences will be identified. The problem is further complicated by -

‘Teports that SAT scores, when available, may: not serve as accusate
indicators of Students’ composing abilities and by the-open-door ad-
missions policy of many coramunity and juniar colleges. . '
.-~ Two major appioaches to this problem-of placement have been tried,
. albeit with limited success. The more common approach, and the one .

© - favored by Emglish teacheis, at least in theory, is to reqhire incoming

' Students to write an eisay to be'evaluated by the teacher. This approach is
frequently modified in the name of objective gtadin togequire thateach . °

« .+ . student paper be read more than once. The drawback of Yhis approach is
.. the time required to collect and score essays. A second approach is to

" . require incoming students to take a grammar tes'i;"fl"he drawback of: this,
. approach'is that such tests seldom incorporate .the rhetorical elements

>

. - Mecessary in written composition, and, therefore, do notaccuratelyreflect -~ -

the students’ writing abiliti e A -
- Increased enrollmeng and limited registration timetables seem to
. dictate a move toward an easily administered and easily scored.placement
*  instrument. An objectiv® testisan appareént answer to this need, but in'
3. lighs of the drawbacks of.thie other alternatives, the cssenﬁal guestion

is “Can an objective test give an. accurate evaluation of thé skills
" B A By e

-
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. a szudem must havc to petfqrm sucecssfu!ly ina oompdsmon class?” Our :
. -experiences_in- placement tsting at. Northcm Vu-gmu Gommumty
N Coche lead us o respond to this quesuon positively, :
'\ " " There are $6me basic assumpuions about the nawne of composxuon
c - and the evaluauon of camposxuons}@ch must be agreed upon be‘tore a
7 -placement instrument can.be constructed. First, it must’be agreed that: . - &
- . ‘composition is a process ‘and, as such, may be studied. Second,'it mus¢ -~
- be agreed that the scientific swdy of the process by qualified archers
. .can rcvc;mhc ‘inherent par¢s which make up the process. Finallysit must
] ~ be agreed that experienced cﬁmposman teachers are best qualified to -
£ ‘examine the composition process and to identify those: quahnes wlucb E
., combine to prodyce'good ‘writilig. With these basic.assumptions it -~
) mind, the N.V.C.E. English Dep:m.ment and the Department of Dex  °
velopmental Studies: ‘began work on an Enghsh placcmcm test fd'r '
: ‘entermg students. , A .
" : - . 3:“ ' ".6.-- ke_”‘ . ' >~
-? ' (fonstmcungthc'l‘est lnstmmem o S
) ‘I"hc first pedagogxml cohsxdcrauon in constmctmg a placement te':t was \
“' todefmctbcpopulaucmmbcteswd.&xanalyungdemogpaphmdalaon £
- *  N.V.C.C students, indicating the relationship betweéfi our students o
5 - and those attending the four other campuses of N.V.C.C. on the basis" -
of enrollment, curriculum, student status, race, sex, and age. we were
able to construct acéurate profiles of our student body. In- addition, . ,J
* student profilesiwere c@pa:ed with those of cbmmuml.y collegestudents
nationwide.! This information was useful in h:}pmg us to-formulate .
. test-items by identifying characeeristics of pur “studenys ‘which might -«
_indicate interests and attitudes. For example, the. average age of our '
. students was:25.8 years, tonsxdcrabﬁ older than thc "avcrage" ﬁeshman
~  lass nationally..
v * The next step was o select a repr mauve ngple oE the populauon
. . for study to determine how our stu ents wrote. Since the demogtaphic
data révealed a_highly diverse student’body, we began by identifying
_ - broad registration trends. S{\adems were selected from. three categories:
* o {]) thosé attending clastes dusing pnme time (10am.to3 pm., MWF),.
- (2) those attending classes on Tuesday :and Ihutsday. and (%) those = -
attending classes at night. Approximately equal numbeys of students jin .
_ . each catggory were selected from the following courses: Developmen L
s English (a remedial course carrying no transfer credit); English. Com- o
position I, ‘and English Composition 1I: (both ' three.crédit u-ansfer‘.' B
courses). We reasoned that we would learn more abouit entering studengs’ - - .
wmmg abxlmes by companng thexr writing samples wnh those of

e oL '.eirh
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> 7 studenis who enrolled in remedial English or who had already success: ~ * . -
o o fully completed one writing course than by studying‘entering siudents’ ..
Lt . aiting samplesiin isolation. The studeit sample thus covered the range-: . -
. .- ol competency levels is well as the span of enrollinent patterns. ~ .
¢ .7 Students’participating; in the sampling were given fifty minuies to S e
-, Write am; impromptu essay on the lirst day of class. The papers covered- - .,
v three nodes of discourse—narration, description, and argumentation— L
and three topics—schoal, self, and society~totaling nine*topic-mode -
_com in%ﬁo\ns._ The niné topics were as follows:2- --j" e - . .
. T 54 ~ : S e
. "_ 1. Think of @ critical everit in your lifc—-—m’inci&chtﬁog situation ° o
.\ thathad an important dfect on you. It could be something that _
S * | happened yesterday or when you were five years old. It.could A -
L ! ‘have happened someplace exciting or at' heme while you ;«rg‘e/<
.| cating dinper. It might have taught you an important )
© .- Writean essay about this event in'such a way that its importance -
- 2/ You are. many different people. There is the you that goes to Lt
- school, the you with your friends, the you that does the thing
. you- enjoy best. Which of them is the real you? Decide. gn a° _
N situation or activity in which you are most yoursell. “l ama . . v
- . drcamer,” “I am a ball player,” “I am a dancer,” és:. IR Lo '
YL - 8 In'the past few years, you have probably thought a lot about ¥ .
parenis—what they did right, what they might have doe better, ~ - . .

L ‘You may be a parent yourself now of in’ the. future. Taking '
' this as your topic, “If 1 had'a son™ or ‘S}'l had a daogheer,”
explain what you would hope to do for -your. child. Explain’
- - whyyouwoulddoijt - h L
© . 4% Recently yop.went through registration. Such an experience . -~
: ~ generally producés 'lasting‘imercssipns. Write an essay about
i,, - 5. Between classes, you probably spend time somewhere on campus. : ¢
L ~ Try todesaibe the place, accurately; concentrate on Jooks, smell, . e
~- Y77 and sound. ' s oW o
> * 6. Some pdople think that schools should be open all year long. g
. 1 theschools were open, students and teachers would be able to £* .
¢ when they would have their vacations~in the summer as _
usual or in the fall, wintes or spring. Decide how you feel

- about year-round school. Then write down your feelings, makipng =~ - -
" sure to tell why:you fsel the way youdo: . - SR \ .
~. 71 . 7. Many important events have occurred during your lifetime—" - -
: %- - the moon- landing, the assassination of John Kennedy, the .
- - santhquake in'Los Angeles, for example. Pick an important évent. ‘
"..-  and write abput it for ;omqg.who,has,nev& heard about. it
.y - before, V. S o S
a 8. Everyone has diiferent ideas about the word dmerican and what
v . itmeans. Write aboyt an-evemo_rscenj/\{hiﬁ you feelis ypically /
- American. Usé anythigg you woul iktX -fc'\otlial‘l game, 2 {\
_ - N o N
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: hamburger. a clcvnsmn show. anythmg Write about it so that/
somebady who did not hve in America would know all about it/

9. Imgm): that a large company near you has bieen found to he
seriously polluting a local river. Some people have been talking

h aboux closing the company down until something can be done. -
ut the pollution. Ii the  company is closed down, many people ©

C . will belout &, work."Write your ideas about Wheiher to shut

.do*'n the company or not. Be sure to uui:catc why you feel the
_way you d . e

Students were randomly assxgncd to toplc-mode combmauons to assure
that the papers collected were typical performances rather thah the best:
perform.mces which could be expected if stutlents were allowed to select’ .

_their own topics. All nine topus were represemed at each profxcxency
level and in each time black. | L s

Seventy randomly selected” papcrs irom thc sample were read hohs- L

~ tically by four composition teaeliers to determine the levels of language
'achxevement of our studems. Holistic grading, also. called general -
lmpressxon grading, requires that a paper be read. from begmmng

grading beause it is faster than analytic- grading, which requires more
- specification, while proving equally reliable. Studies by Cast, Coward,
*Nisbet, Ravan. and odfers have shown.that the crucial factor in essay
grading is a clear articulation, prior to grading, of what norms are being
applied by the judges, not the grading scale itself.s Judges were asked
to classily papers using a three-goint scale (1) student$ who were in
.-.'.\leed .of remedial work; (2) students who were ready to enroll in first
quarter ‘¢ompdsiton; and (3) Studems who ‘were prepared to enroll

in sccondquarter compiritn. . « mrme » - . e

~ Theinitial readmg sessxon was foll/éwed by a dnscumon of the relauve
‘merits of each group of papers. Judges were asked to describe the papers

" “in cach group, indicating similarities among papers »withina group and,
dxfferences arrfong groups. Not surprisingly, the ]udg;s placed many of
the same papers.in the same group, glthough their reasons for domg SO
varied. In other words, judges were able to agree upon ,a’level of

acceptable wntmg although their pcrspcctnves differed. While we sought .

. unanimity in classifying papers mto groups, we dxd not specxfy what
cména each’judge should use.

- This-discussion resulted in the’ spccnhcaupn of seven Jreas whxch
collectively, could be used to describe-good writing. These seven areds
were (1) content, (2) organization, (3) overall developmem, (4) dlcuon. (5).

. style, (6) mechanical errors, and (7) spelling. Judges then agreed ‘ypon

descriptive statements of each category at each writing proficiency level,
and these statements were hsted Ina table of specifications (see Table 1).

)
N

-

to end agd judged according to -overall quality. We used ‘holistic -

2



Gacs bcyond mperficn!. writer

" Coatent Largely superficial ~ * '
litde - . - ) * often reaches logical conclusions
- ' . K ' ’ \vhida show some inngbt , ’ ]
' :Wn ‘ Little o no lth&e or ccnual . 'Ducermble patter; some fedmg .- Appropriate coordmhon. sube o
: ndu wmof;enbnef : fnncmtnlidu : ordhmionxndevdopmgmong'
. } -JSentral idea’
Overall develop- : “Frqmented xdcu, very few ' Use of detail is appropriate, : Gcnenhzauom mpportcd with
ment details; both ideay, details may sufficient . : . cxteamee. concrete detail
| - be repetitious, umppropmte . : o . .
. lﬁcﬁdh Tl Range of word choice limited; ~ Range of word clioice. adequate; Rangc of word chmce good; words -
. misuse of words common Some awarencgs of connatations. cliosen show awareness of conno~
o . tations that fit needs of confext
| Style ‘Not displayed consistentlyr - Inconsistent in tone, erratic; - Awareness of audience, deliberate
o énwchtobcidenhﬁed . mmspnred.ummpxring o use of tone, conscious chaice of
. Vo , - other thetorical devices to en+
: N . _ T . hance, m;tain meaning, interest
- Mechanics _ - Consistent problems with dele- . Miaor errors, occasiongl major Generally free of mechanical
. tions of verb endingy, run-ons, problems; grammatical errors do etrors - . : '
_ fraq;mmu, shifting \’etb tenses . . | notimpede flow of paper - . ; : B
Spcﬂ'iﬁg @& : Man ingt of common ' .Occanonalmhspdlmp of diffi~ - . Spelling errors rare -
' * werds o cult words; misspellings do not '
. ‘ T = oh:cua-e xeco'gmtionnf imended -
. - o
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-, - reader and tester.

¥

.. -Studies by Braddock etaL Godshalk etal., and Di _
~agreement, or ‘readér reliability, may be achieved’ and [increased by

T2

)

Nanqr W. Johnson
. R

samples of a particular student body

must be hased on local norms.
The tablgibf specifications was then used to score ifty-four additipnal

papers to ste if it could be consistently applied; th{_ sesults showed that _i.t_-

‘could be, -

keeping writers anonymous, by clearly defining the measuring tool (in
this case our table of specifications), and by increasing the number of

erich show that -

. This method provided a desariftive siatement about where students
actually are in their use of language rather than a prescriptive statement
~ about where they miight be expected to be and ik\xexefere reaffirmed ojr
- original hypotHesis that pl'acemenﬁlggxu& be darived from the writing
an

competent readers.t A dompetent reader is one who is capable of -

distinguishing the two areas of compesition, grammar and rhetoric, and
of judging when they aré eifectiyely applied: Assuming that a reader is

- capalle of this judgment; she or he becomes the Jogical choice as a

writer of test items. Thus, the distinctisn between the reader and-the

© writer of test items is one of operations, not of persons, and the

specification of the kinds of knowledge necéssary is the’ same for both "

¢

" The Claims ofit_he Tes. DeSigna"~~¢-- - . . s

L
.-

~“The specification of t tester's knowledge requires a con‘c‘eptualization ;

-

.'?.

of-a theory of gragimar and a, theory of rhetoric. An “irhportant

pedagogical consigération, then, is the capacities and limitations of the
designer-of the teft in.conceptualizitg these theories. The funéction of

. grammatical theory is.to provide a full and accurate desaription of the

structure of the language; the function of rhétorical theory is to provide

.. Tesoukces for the elfective use of language. Toggther, language and its use

constitute wHat is tp be tested. o .
_ The designer of a tetlaims knowledge of a set of norms or standards.

of grammiatical correctness which are-present in speech constructs and -

whiich are responsible for conveying meaning.. However, in a language

which is aliye, speakers who use the language may deviate from its - -

:norms;such deviation produces a upique semantic effect. To say whether
the effect i god or not, one must know what the grammatical norgé are
and what theeffect is or is likely to be. Therefore, a test constructed solely

_in terms ofsgrammatical norms does not provide for actyal usage. The

flaw in the procedure is obvious. While readersror testers must havean
_idea of what constitutes correctness in English prior tomaking judg-

'
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~ especially’ as that providgs .for a -distinc
~ rhetoric—~with the practical aspect, the evaluation, of actual student -
- writing, prig¥ to test construgtion. Such a procedure is highly'informa- - -
: tive, since it placessa conceptualized set of norms in relation to'a set of |

* student makes dgli |
-~ express hisor her ideas! i.e., the student develops a methed, an “effe;ctil'\ie '
. direction of subject matter to desired results.”¢ By writing an essay which
is' grammatically correct and. rhetorically effectivé, the student-displays -

Placement Test for Basic Writing - T S B

. ” MR ¢ :'. R ' ) ot
 ments, they must recognize that these norms alone do not determine
effectiveness. -+ ' ' '

- A more logical proceduie is to combffge- the thearetical aspect— -
[ ]

on between grammar and

essays. The result must undoubtedly be a revised hierarchffof student
netds if standards of correctness and effectiveness are to be achieved. Test

€ questions will then reflect what teachiers should.each in composition

classes, if actual usage is to approach standards of correctness derived
-from grammar and standards of correctness derived from rhetoric. |
. ) A .

 The Responses of the Test-taker *

A further pedagogical consideratibn in test construgtion is determining
* the types of responses which students are expected to make. To do so, we
' ip between the student and the subject
-matter. In writing-an essay tHe student combines the complex acts of .
iysituation “thinking is adirect movement of -

must first'examine the relation

thinking and igrizing.-ln
subject matter to a com
feelings in correct and ef

plting: issue,”s the recording of thoughss or
tive sentences. Thus, in writing an essay the
ate grammatical and -rhetorical choices which

the ability to use the args of grammar and rhetoric. However, a superior

- end product daes not clearly specify the kinggof knowledge of grfaxﬁmar )

- and rhetoric which the student possésses, although a poor end product
_“vmay indicat¢ areas of intompetence due to' latk of knowledge. Know- -
ledge requires that *‘two ¢onditions are satisfied: the truth condition and -
" othe evidence condition.'? St‘udems‘ .make gr&ﬁxgmatiml- and rhetorical

_' | & mistakes because they lack i:nowkdge of 'gr'ér_nma_r'and thetoric, but'they

-, may believe that they have knowledge in thesé .areas. In a testing
 'situation, the tester must be able to distiniguish between knowledge aifd
belief and, further, to discriminate among types of knowledge, which -

~ may ‘be divided into-the ‘logically disting} areas of “knowing how,”
“knowing the,” “knowing that,” and “knowing why."# The first may -

~only be tested direcily by requiring a student to write. However, by

. Yesting the ‘other three types of knowledge, one may construct gn.
. objective test that will provide the same, or nearly the same, jnformation .

‘ /\‘ .
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.- definitions of words ideifies 3 student’s
-~ level of language. Such kiowledge is essentigl for wmtcn tommum- .
"+ cation and ‘may be tested directly by asfung a student 1o select the .

lewxll.r\ R .\1_,_ _‘ e L

5 v / R .
a‘bcgt 2 student’s melggs of fmﬁma: angi rhetenc that aamung

Fuucuonﬂ lzvel. “Knowmg the”
"Knowmg the" mles of spellmg/gunct'

b - «

Nan:y w Johnson.

R T L N

,.and gtammé‘, and the
owledge of the functional .- -

: ?rrcczly spelled word, the correct] pungtuated sentence, the séntense’

: (a)accepmn

om among fragmen(§ and vice versa, a

correct word for use ina’. -
- séintence.. “Knowing the" mnno&mom of words identifies a student's - -

- ability 1@ make one of the simpley) y rhetorical choices,word choice. To

test this knowlcdgc. a s:udcm might be asked to select the mosi efi tive -
word-for use it a’entgnce or to select the word that is f86d i tly. <
“For examgle one.test item on an earlier form of the N.V.C.C. test asked -
7 students which of thé underscored words Wis.used mcorxectly in" the. .

- tollowing semence. “Two yéarS™of ‘algébra is'the ¥ equisite for this' .
--murse " Am?l\e test item tem asked students to choose the best word to fit . -

to that femark.'
; (€) exemgmon: (d) acccssxon.”‘

u,kd“&nowmgthaﬂ’ L ';'.

mto the gl wing tenoe' “'He took -

. The App!mn
~“Glosely alli

>~ 1 Feen correc y gﬁph& “Knowing that™aword i§ correctly used or thata®

parag;aplf iy well structured identifies g student’ skﬁowledge of grammar. .
_ Eor-instance, a student should
relauonshxps. 'I'he relationships areYboth granjafical and rhetorical, .

clauses providing amplificatiol or Gualification to = -
mence pﬁfts‘ To test knowledgc of relatipnships, a student mxght o
be as -

to identify the most” im Ror nt piece of information ina .

" sentence. For example, one test uem as students to read the following -, | '. L

sentence and pick out the most imporignt piece of information;, “ ‘As Mr.

on Campden Fill;-he-experienced 3, péculiar sweetish sesation in the
back of his throat and a feelmg ogempuness»)ust under his’ ﬁfth rib’9 (a)
Mr.“Nilson-was well knowa.:(b) Mr. leson experienced a feelmg ‘of

* . emptiness. (c)Mr Nilson lived on Campden Hill. (d) Mf. Nilson smeilcd » ' |

' something sweet.” A student should #iso kiow that conarete-words are
uswilly preferable to'abstract anes fof reinforcifig meaning. To test this

dncs not, add suppoﬂ to a patagraplm
- ] . ., v'_ .
y L B > ¢
LICSR ) <. ’ )-_:.- -_ e
*, ¢ QU 8 .. Y )
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w that words in sentenges form .

knowlcdge a’studcm might b asked to xdenufy asentence. which docs or

AR VR
- <
‘_'

_ t
‘ﬁ:ownghe mles is “kaowmg that" thé\mles have

- .
& .

e
" _Nilson, well known in the City, opensd;the window of his dftssmg room . -
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“Knowing that” a v:'drd or sentence 1s elfective identifies a student’s’
.." intermediate knowledge of rhesoric. To test this knowledie, a student .

might be asked to idenuify an appropriate word or senténce in .a

" particular contekt or to sélect the senitence whose parts are arrapged most |
effectively from a group of grammatically correct sentences. For example,
. in one test itdm students Were ¢old that a young woman being inter-
- Viewed for a job had a choice of makingione of the following statcments,
" and they Were asked to select the ong her, prospective employer would
- find most convincing. The choices were a#ffollows: “(a) 1 am prepared.tp .
.. work hard for the company. (b) I am a liarf} worker. I aWays have been,
% () I received.amaward for hard work from miy last employgr. (d) I offered
t meritorious service and hard work to my last employer.” -
- . -~ . e R "

. The iﬁdgment Level: _“K@owing whﬁ" s

#Knawing why" a séntencesis confusing identifies a student's awareness
of grammatical aliernatives. Competent student writers' should know

. that they have options and what the options are. They exemplify their °

command of the English language in a test situation by indicating why

. the choice of certain options is desirable. They should be able to explain
~. v why the} do jvhat they do. Since language is a system, the student writer

/

/

~« "must know{@ parts of thesystém, how the parts function within the
asystem, and ¥Hw the-whole of the system functions. To test this latter
knowledge, a student might be asked to idenufy the sentence whose
meaming is most clear from among sentences ‘whose _meanings are*
" . obscured by haphazard pléeemem. of phrases and clauses. For example;
" one test item asked students to select the sentence which stated the idea
most cledrly from the following choices: “(a) Hiding in a vacant building

- and using a high-powered rifle, Lee Hagvey, Oswald was accused of -
assassinating President Kennedy. (b) Lee Harvey Oswald was accused of

assassinating President Kennledy, hidingi’in"a vacanit building and using '

a high-powéred rifle. (c) As'sassinating resident Kennedy, Lee Harvey
Oswald was accused of hiding in a vacant building and using 'a.high-
powered rifle. (d) Lee Harvey Oswald was accused of biding in a %acant
‘building and using a high-powered rifle to assassinate President
Kehnedy." . v ; . :
“Knowing why" certain words or examples are effective with certdin
- audiences identifies a student’s knowledge of the l‘lzgév rhetorical’
. elements, i.e., invehtion and arrangement. To test t kiiowledge, a-
student might be asked to-explain why a sentence or a paragraph should
be developed along certain ljnes. A student might also be dsked to |,
identify the reasoh whyg sentence dods not add supportt to a paragraph

‘- ¢ "

e
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or what is wrong with a sentence axi:/relatés to other sentences in a.

. paragraph. For exarfiple fone test item r¢ad: “In an essay arguing in favor
- . of neutering pets, a sugdent stated .that young children can by psycho-

logigally scarred by watihing pets procreate and give birth. What xs
wrong with this idea as it relates to the aper's topic? (a) “Thestatement is’
based on an émotional appeal. (b) Theré could be no ewdenoe;o support

- “such astatement. () The statement is only vaguely related to the topic. |
- {(d) The student does not explain the nijture of the psychologial scars.”.

~ Thus, it is possible to construct. multiple-choice items in which

students are asked to perform mental activities - -which closely approxi-
mate thgse required in actuai writing. Further, "if the categories- to-be
tested have been taken from student papers and these papers hdve been
used for feference in consu*uctu)g test items, the relation between gctual

writing and test iems is reinforced:t For specific information on writing’

‘good objective test items, see Bormuth, Groplund, ind Thorndike.}* -~

Validity and Reliability ., -0
Ideally, an effecfivp placement test must demonstrate validity. A test mayi
be said to be valid to the extent to'which it does what.it was designed to:

do, in this case to place studenis accurately in copiposition classes. The' \

validity of most objective tests is determined by norm-reference, i.e., by

© . comparing a student’s scére with those of other students. According toa

1975 National Council of Teachers of English study, Cominon Sense and
- Testmg in English, “the norm cannot be considered a ‘fair’ basis. for

companson of groups in any case unless the tested population is.very )

similar in all respects to the normative populauon—a condition which

rarely edists.”" A more useful type of validity is by criterion-reference,

i.e., establishing spme criterion and then determining the telauonshnp

between the test and this-criterion. Thus, the best criterion for a writing

~ placement test is a writing sample. This was-thé criterion used to vahdate
the N.V.C.C. English Qualifying Examination. -

During field testing'of the N.V.C.C. exam, students answered objeeuye S

' quesnons and wrote an essay on an assigned topig, one of the nine topics
used in colleclmg the original sample papers. These new papets were
scored by three compositien teachers, using the table-of specifications as

_ their criteria. Readers were “trained” ‘on the original papers to insure -
reader reliability. The scores received on the papers were correlated: with ~
" the scores recewqd on the objective tests. ‘The correlation between the .

essay score and the total test was .65 for Form A of the test and 62 for

Form B, which are both significant at the .01 level. Test items which did -

. not cotrelate highly with essay scores or with other test itergs attempting .

wf
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to measure the same ca:egcm; (for instance, content) were dropped from '

the test. T.hut;menon -referencing allpwed us so predict a smdem S essay
scoré merely by lookmg at his or her score on the objective test. . .

A second type of validityis content validify, the adequacy of the u!.%! to’

sample the population it purports to represent. The N.V.C.C. placement
test falfills the requirements for content validity. The procedures de-
scribed earlier for collecting and scoring the mmal essays identified the
requirements necessaiy for entrance into the Ereshn)an English sequence
. by enumerating the subject matter aspects.of good wnung These aspects
" were described in the tablc of specnhcauons used in construcung test
n,ems. £ :

In addition to demonstrating va]xdny. a placcmcm mstmmem must:

. also demonstrate reliability, which Diederich defines as the “amount of - .

agreement between two sets of independent measures of the same

characteristic in the same student, taken at abeout the same time.”12 One

recognized type of reliability is the rheasurement of internal consistency
- al the test itself.” Another form of reliability. is t.he measurement of
stability and eqmvalencc by the test-retest with equalem forms of the
test method.'t Both types of tehabnmy were shown to. be présent in the
NVGC placemem test. '

What is perhaps more xmportam to an Enghsh departmem con-
stracting a placement test is the, relationship between student per-
formance on the test and performance in the : composition class. Since we
- began admmxstermg our placement test pnor to registration and using

* only this objective test fo-place students, we have observed four signifi-
cant classroom trends. . . ‘

First) classes are- more homogeneous Second there is' a. hxgher-

successful complenon rate. An.analysis of grade distributjons forfive
consecutivé quarters prior (o the"administration of the English Quali-

*

fying Examination showed that 2 minimam of 30.35 percent of the

students enrolled’ in first.quarter freshran compasition exther failed,

withdrew, or did pot complete the counrse. During the fall quarter, 1977, -

" the latest quarter for which grade dxstubunons are available, only 24.4
. percent of the students enrolled in fifst-quarter freshman composition
éither failed, withdrew, or 8lid not complete the coutse. (For a brea&cdpwn

by Quarter,. see Table 2.) It should be noted, that during the first two .

quarters’ after the English Qualifying Examination: ‘was implemented,
test administration procedures were nonceably madequate During these
'4wo quarters, over 50 percent, of the students appearing on the first grade
. roll had not taken theé test. A larg€ number of these students were
‘withdrawn from classes because they subsequently failed the test.
’ Thxrd. there has beena drastic reducuon in the number of students ~

L4

)
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' who go through drop/add." Previously, students were given a writing
n sampl on the first day of ¢lass’and were advised, if the essay did not faeet
A + the instructoi’s standards of competency, to drop the class and enroll in
' * . remedial English. This method of placement resulted in many students
. <. N . . . . . - ' . ?
o ) .7 Table2
- -+ Grade Distributions of Students
S Who Did Nat Successiully Complete
L First Freshman Compesition Course
= = - ﬂ::d == —————
Quarter Failute Withdrawal/ Total . Number , §.
- B - (%) "Incompletef . Pércentage of
‘e : . - Reenrgll (R) (%) Studesfts
) e Fau7st... 0| eas 2602 822 2,
Winter'74! .. | 479" s12¢ L« %608 | _Joss
o | spring ¢ .., 5.06 4028 820 | o/ 592
Summer'7d' . | 228 | - 2812 3035 A . S
DRI .. | 465 263¢. | s0e9 | 2084
Winter*75. .. | 508 - '35.58 CTees v | a6
s | spring75.7. | ~136 o . samc | ssa7 512
L] . . . "
,S..‘unme.r 75 .. 2.28 _ _25@&3 28.66 30?4_
Fal'7s ... | ~433 | 21.63 25.96 1,808
Winter 76 . .. 2.2 " '832.8 .80 |- 7181
. d . 4 1. . A\
Spring 76 . . . 3.6 3.2 : 87.4 495
v  Summes'76.. | 0.0 23.8" 23.8 RSP
\ . L] . N -
.| Faiv7e ... 8.5 180 . L o8 1,587
1 ., m :
, Winter *77.. . . 84 .+ 20.6 - 203 . 769
;o Spring 77 . ... 80 22 30.4 470
~ v | summerz.. | Bz | 224 | e, 261
. Fall77 . ... 6.2 19.2 e | 1610
‘e
s . Source: Grade Distribution Analyses, Office of Imutuuonal Research. Northern Virginia
Commumty'Collcgc, - . .
' 1. Prior to administration of placement examination. "
~ . E
' L] - .
: . \
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'_bcing':sem to drop/add, further encumbering this prgcess and requiring |

valuable time for classes to stabilize. Since it i$ short and easily scored, the
English Qualifying Examination is administered before registration,
. thereby simplifying the drop/add process. Although most -teachers

' continue (o give an impromptu essay during the first class meeting and - -

retain the right to recgmmend that a student withdraw on the bas of
that essay, an average of only 1 percent of students who have passed the

objective test are advised to withdraw from a class per quarter. _
.Fourth, there is a significantelationship between the score on the test

and the grade received at the end of the qinarter. The large number of ! ~

students who were enrolled in first-quarter * freshman composition
, wi‘thout’ﬁaving taken the test provided a control group with which to

corfipare students placed by the test (see Table 8); Of cousse, it is

impassible to predict how well thiese students would have done had they
taken,the test. Nevertheléss, it is interesting to note that the completion
rate of Students pliced by the test is consisiemly higher than that of
students who did not take the test. e '
\ .. : g

.

Table 3
‘ Compgzrisot‘i of Successful Completion Rates of Students Passing *
~* English Qualilying Exam and Students Not Taking Exam - -

_ Quarter Studcx:ts Passing Exam Studex}'u Not Taking Exam
1 winter Moooee | - 6504 (383) | 54.48(457)
Spring'75 ......| 7535 (1) | . s1.88(301)
Sering'76 . .. .. . 6288 (261) ~ 59.47(158) -
Summer'76 ..., | 8043 (138) , | - ¢ 63.58 (85)
| Fall'76 ...... |- 788310200 | 65.58(141) -
| Witerr7.... . 6987 (319 | . ‘.5720 (100)
Spring"77..... |. 7055 (292) - esas(2n) -
Summer'?7. . . . £ 7658 (158). | es5 (66)
Fall '7& AR T 7881 (p26)  6geg(175)
Source: Englxsh Depa:imcm rcc.ords. Northern Virgin'g Con;mun' College. ' )
- Note: Figyre in parentheses is number of students. R _ .

- ’ ' . .

.

-



The results of the studies done on tlns plaa:ment tést, repom;d Emly
~ buriefly here,1s suggest five conclusions which help to clarify the state of
. placement tcsung m l:.aghgh.

: _ ; 3 1L A wmmg samplc—xs‘the best, though not the m it é’ffxcxcm, "_ )
f _' © measure of writing ability. - . '
' 2. Readers can agree on the worth of wmmg sampl _
their conceptualizations of what constitutes corr
S Comparing conceptualuauons 1o actual perfor
czxegones to be teszed and areas to be taught.

in usage.

sake of efficacy. . .

v 5 A ObjeCUVC test thus consxr'ugted and ‘correl

placemem if the population i is clearly defined.

p _ satisfied ‘with théir current ‘placement procedures jor who have no.
. procedure for placemem. The progedure descri here returns the -
judgment of competence in composition to those who are most skilled *
in tht subject matter, English teachers, where it rightly belongs. '

* This study may serve as a model for other msum?«lons who are dxs-

S ™~ *
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Rexford Brown -~ - o . | .
.National Assessmen:’oi Educatidnal Progress -

d Brown begins by listing the questions an instructer should answer . .
before designing or purchasing a test ‘ol basic writing. He then
discusses the strengths and weaknesses of various types of essay and
objective tests and the differences between-testing and comprehensive

*“The dlamor of education’s many constitientd for various kinds of .
information about basic writing skills makes the task of selecting _

" . - appropriate tests or evaluation prograims both-complicated and cbn-

n

fusing. Teachers, students, school superintenderits, deshs, ‘graduate
schools, parents-and the business community all demand different kinds

of information congruent with their needs and their perceptions about -
language and the natyre of evidence. This essay is intended to clarify.
. theadvantages and disadvantages of various approdches to the'assessment -
of writing. But the reader will have to participate in the ¢larification -
. by answering three sets of questions about the intepded use of a‘test, -

Jts content, and the resources available for its creation of purchase,

_...*'.TheUsesofTesm o K — o

“The first set of Questions concerns the_intended use of a test. A
discussion of each question follows the list: S

i 1. Do you primarily want to i)redict the future writing success of -

your students? - :

- 2 Do you seek to place students at certain levels or to exciise them

- from certain courses? - . L
8. Do you want to diagnose writing problems?  *

4. Do you want to establish mastery? |
5.'Do you want to compare your students, as a g‘roup,‘to others?

- R - 105
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6. Do you primarily wzint to describe y{tur students’ writing? - -
7. Do you want to measure growth mkmdent writing skills?-
8. Do you want to conduct any long-tér res&rch on wnung? e
9. Do yougxpect a test.to teach as it t -
10 Do you want all of the abive? _\; . e T

-0 ‘ 3 .-
. . . .
\

(1) Predzctzon T _ \

" If you want to predict the futurg success of your students. most
slandardued multiple<choice tests "wnt.mg. i.e usage, punctuation,
capxtahzauon. spelling, and recognition of errors in other. people’s

writing, will predict reasonably well.! If you couple such test scores.as

the ACT or the College Boards with reading scores and information

.about students’ home environments, your predictions will'be even more -
accurate. This approach costs little, but it also:reveals lmle about

specxhc suengths and weaknesses in ‘students’ writing.? .

(2) Placement . . E . \

Commeraal standardued tests-e B the Coﬂege Enghsh Plaocment '

)est ‘the College Placement Test in English Composition, or thc
Missouri College English Test—are somewhat helpful as gross mq,l-

cators of competence. With' sqch tests you-can rank-order studénts and ‘
divide ‘them into groups’ targeted for various levels of instruction.

However, that approach by itself is unsatisfactory; knowing not'hing

absolute about the writing of the students, you could well be assigning

the 'same wark to people who achieved identica] scores on a test
but,labor under very different writing problems. Prudence suggests you

.assign an essay or two and ‘evaluate it independently of the multiple-

. choice test. The College English Placement Test, ift fact, offaes an .

optional essay.

‘Holistic scoring of essays has ‘proven to-be an efhcxent relau’ifely
cheap. and reliable way of rank-ordering papers §or suclt purposes as
placement, college admissions, and so on. Th proach, used for

decades by the College Boards; involves training readers to respond to

essays-with an overall (holnsuc) judgment of their quality, without
aucndmg to their constituent parts or such matters as usage, grammar,
and $pclling. The§e matters are important only insofar as they conuibute
to the overall impact of the paper upen a reader who is readmg. Judgmg
. Quickly (without discussion), and moving on to the next paper. A
placement decision hased upon both a test: score and a-holistic essay-

.

ranking is more defensible than a decision based on either alone, because - -

_ the combination generally results in higher reliability estimates. Holistic *
. . _ ‘ ~

-
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scorings are easier to conduct, cheaper, ‘and less time consuming than

many people suppose.’ Once cooperating factilty méembers have been’

trainid (which takes three to four hours), they can read an essay every few
minutes, especially if the papers are short by design. With careful

selection of training papers and an attention to details (e.g., preparing -
reader packets, designing an efficient system for recording and tallying -

scores, etc.), a group of teachers can streamline holistic scoring sessions
and even create :x}ﬁleasam warking atmosghere for all invelved. Infor-
istic SCO{il?g_i:S readgy available from the Educational

- Q

(3) Diagnosis ~ . . .

Subscores on standardized multiple-choice tests afe indirect and too gross

"to be uselul for practical diagnosis. The most any standardized test can
tell you is that a student’s subscore on “sentence sensitivity” or “para-
gragh arrangement” or “‘usage’ or “punctuation” was low. Since the
~student was asked not to write, but to fihd eérrors in other people’s
writing, you do not know if ‘the student's own writing will reflect

“problems’in the subskill. Furthermore, there are so many reasons for
. making punctuation errors (including carelessness, bidialectical inter-

- ference, or ignorance about-the natiire of a sentence) that news of a low

. subscare in’punctuation is not very helpful; you will have to do further

~ evaluation;before you can.determine what course of action’ will best meet

a student’s needs. Holistic scoring of essays is not diagnostic, either; it is

* simply another _\(véy of rank-ordering papers.. Stﬁde_m-specific diagnostic.

. . . - . JF e
information comes only from the close éxamination’ of student writing,
£ xaminers must scrutinize papersiwritten in several discourse modes and

under varying situations before they can hope to pinpdint problems. AS
- successful creative writer, for instance; may have special problems . -

» e

writing descriptive or analytic prose that calls for more rigid logical

relationships and different conventions of presentation; unless he of she
is asked to write in several modes, this fact may escape noticep

-

‘Can the teacher chatacterize writing problems specifically? Or is lte or

" teachér determine _whether a particular problem was a consequence of -

she given to writing “awk’ or “amb" or “unclear” in tHe margin and
leaving the responsibility for diagnosis with the puzzled student? Can the

deficient understanding of sentence structure or simple.haste? Was a

e sentence awkward because the writer could not form complex sentendes
or because. the writet cied to begin the sentence with 'something that -

should have beeri' subordinated ang got tangled up trying to subordinate

<
- K]

!
v

Diagnosis depends upon the teachey’s knowledge of what to lpok for.
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the main clause’ When is an apparent punctuauon problem really a
failure to hear a complete sentence?®When: is a tense shift an editorial

. .bad paper the result of an attitude problem, not a skill dxfﬁcuh.y?

« 7 All of us who diagnose writing must answer thesé and many other
‘questions if wé hdpe to- be helpful. And we must e to it that
there is'a close rela

and what we teach,

r it would be useless to diagriose a problem

\:i-\lp between what we look. for in dxagnosxs .

failure, and when is if a confusion of point of view? When is a generally.r} '\'

in. speaker-audience lationship " if class ‘ime .is devoted entirely to .

grammar. And it would be equally profitless to diagnose a.problem with

. syntax if you do net intend, to teach enough grammar to enable your ..

) ' students to understand what is wrong with their sentences.
) . Rubric essay scormg systems, such as the E.T.S. Composition’Evalua-
- . tion Scales (CES) designed by Diederich, can be aids to (diagnosis.3
" ' .The CES breaks ‘essay evaluation into exght separate components:
, - ideas, organization, wordi g, flavor, usage, punctuation, sgelling, and.
£ handwriting. Each component is ranked on"a five-point s;ale. with ideas**
- and otgan‘izauon receiving double ‘weight. This forct;s a grader to
C ‘narrow an essay’s. problems .down to general categories, and that is+
L at least a start toward dxagnosxs However, once one has told a student

4 . 'that his oF her probléms lie in orgamzatxon, ong is obliged to be o

_ more specificstll. - -
.- The National Assessment's s “primagy trait” scormg represénts in even
- ", more specific’ diagnostic approach ‘{To employ this approach the test -

- theassignment and scoring guide so that it will be learned. Fori mstance,
- let us say a’high school teacher wants khow whether stu;ieqls can, °
. ¢ write a formal letter that persuades | ugh.dhe use-of - arghment

A designer must first decide’ what is .to be learned and then' construct .

‘upportcd by conciete detail. The tedther ‘must first construét an ,

appropriate formal writing situation (e. g"‘a letter to a-school board)
., and an’issue studerits are likely to have feelings about (e.g4 smokmg
in school, cafeteria food? public dxsplays of affection). The teacher must *

then describe in detail four levéls of writing quality. First-level papers

do not adhere to the conventiohs bf formal letter wrmng or do not
produce any arguments for or against the relevant issue. Such letters
would niot pefsuade.anyone of anything. Level two papeérs may show -
knowledge of formal conventions and may produce one argurhent for a
B _ position,® but the argument is undeveloped.and unsupportéd with
7 concrete details. These papers shesv some savvy, but they, tod, would not
"' be Jpersuasive. Level three papers- cléarly adhere to the appropriate -

I " conventions, demonstrate adequate audice awdreness, produce several
o ?rgumpnts foLa posmon. and support at least one of the argumems with

~
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. concréte details. They are likely 10 be read sympathetically. Level four
papers go beyond thie level three papers in their sensitivity-to audience,
the ingenuity of thejr arguments, the amount of concrete detail, and the
use of that detwail in support of arguments. Each of these levels must be
[described in much more detail, of course; the formal conventions must
"be listed, the conditions lor each level must be carefully thought through
“and explicitly stated. The point is that'in this approach you.design your
writing task to elicit specific skills and you evaluate to seg if they are in
evidence. Many other things may be in evidence, as well, and you can
_examine gy'even evaluate them after you have evaluated the stud®nt’s - -
'alO)/ the pfimary rhetorical skill yQu were focusing upon. After-
wards, alf studénts can be told exactly why they received theiy scores and
what they must do to'raise them. - - ' - :

v
< *

_ R -
(4) Mastery * |
Few of us ever master writing,, and even, if we did, no one test would- - *
ever be sufficient to prove our mastefy. ' When’ this word is used, it .

- generally refers to mastery of low-level component skills like punctda-
- tiom, capacity to write complete sentences, spelling, and so on. Un-
¢ fortunately, one can master these skills one-at a- time and still -be

© o a térribl_e‘)writer. SR - B T e

-+ Teachiers should be'leery of te at_purport to measure”mastery

s in multiple-choice format. To begin‘n,‘you cannot establish master_v} :
" by indirect measugd, i.e., by having st¥¥ents demonstrate skill in finding
efrors ig other people’s writing, as they ase required to'do in multiple-

( choice tests. Success on such tests is only evidence of mastery of proof- -
reading, not- writing. And you cannot establish mastery when the.
students’ sphere of action is limited to o ly four possible remedies foy
sentence problems; these approaches areffoo removed from the real

- » world of ‘writing o ‘establish” anything yenificant. If you.want to

» . establish mastery of lowdev‘ég-_componems of writing,'you must try to
discover how these components are handléd in the context of -real .

. writing, not just in isolation. This meins that in addition to sentgnte-

 level drill, you must have students write-whole pieces of discourse and

» " you must infer mastery of low-level skills {rom the evidence that students

use higher-lével skills. . -~ .
'(5)Cohparfsori.§ . [ S

h . L ad
Any nationally normed test can establish how-one set of students fared

e vis*'?ﬁ‘évis'hers in the country—at least in. terms of percentile ranks, o
_ stanines, or grade equivalents. It is not clear how this information relates

:,) . " ’ . . .>. ‘
\.\__- . . . . .~ - k
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* to the tcachmg of ‘writinig, but it is mformauon many people seem to"'

craye. I we knew exactly why one group of students performs differently -

from anpther, comparative data could have direct apphcnnon to educa- -

tion. Inour plesent state ohgnoranée ‘however, the primary purpose of
such comparative approaches is to-document educational inequities and_ ..
formulate ‘policy. As, important as’ this is for.the policy maker, n is®

- “information- teachers cannot yet profu from_ directly. Anyone’ using

nanonally normed data shoulfcarefully read its: ;;ccompanymg technical ..
information about the sample design, date of last norming, and so on. -.\
Many standardized tests are not regularly normed, -and you could be
unwmmgly tankmg V,our students agamst populauons that no longer
exxst. . _ < > -

‘N
.

(6)Desmp:zon ‘:, . . E o '

Descnpuon is mteresung in itself and often useful as a s;ep toward
‘evaluation, There are many thmgi one might want to describe about
one’s writers: their attitudes about tiwriting, theif prewriting béhavior,

. their editing ‘strategies, rewriting-strategies, and so on. And there are- ,

doz¥is of things one can descnbe about their essays: sentence leggth and |

type, symtactic mammy, common problems,, cognitive strategfes. con-
¢reteness of words, number of words, amaunt of embedding, kinds of
modification, and more. ‘Quantitative data about number of words. Jer

T-unit, number of words per shbotdmate clause, relative clauses per one
hundred T-units, and so on have been instrumental in the devefopment
of wrmng programs that stress sentence-combxmng activities to xmprove
certain writing skills.. Teachers interested in this apprcach, and in
possession of 'the ressurces to analyze essays. quantitatively, might

. consult. sud’f/uxdes as Dixon's “Indexes of Syntactic Maturity”s or

- MeéHon's “Factots of Syntactic Fluency.”s The @'Donnell and Hunt

“Symacuc Maturity Test” (SMT)?” and the Dauterman “Symacnc Ma- -
turity Test for Narrative Writing" (SMTN W)8 provide syntactic maturity
information without requiring essay analysis. (All are available through
the ERIC system.) A National Assessment report, Writing Mechanics,

. 1969-1974, demonstrates the advantages of.combining descriptive anal-

ysis with' evaluauve judgmem % One finds that the better essays differ
substantially from the poorer ones in quantitative ways and that these
differences lead to concrete'instructional strategies for improving writing.

s - Lo 4 2, ) L
{7) Growth - t‘ _ _ o
Short-term growth is not easy to discern in a skill as ‘complicated
as writing. Over a period of months, one studenmight learn to combipe
5 . . . , . - . )
- . .' .‘ * ) .
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.. .his ideas into'smcother sentences, another might Decorire a much Better

editor of her own wiiting, anda thixd siiight discaver profoun’dfpegsgal :
ed -

satisfaction in expressive writing; but thisé gaing may not be refl
in thelx class essays (&specially if they have got written many), or they

_may be overshadowed by lingering probilerns withi diction, punctuation, - *
‘oraudience. A icacher. niight notice a general imiprovement hut be, -,
-~ unable sosay specifically what ecounts for the changge. Thel¥difficpties, " - ¢

o

"+ _are compotndéd by the obsétvation thijt advances in writing inevifably

bring to light new problems. ‘As squdents dealwith highiertlével al-

" noadvancesatall . ; n

© skills. Qpé:shot essay examination is risky, as well. We are all capable of -
bad days or bad responses to particular essay topics. An improved @rade -

" An improved score on a multiple-choice test is cqui(ocal evidence of

change in writing skill, given that scores on such tests can be boosted

in many ways and given their gross coverage of minor componeént

- on an essay administered both before and after course instruction may

Bl
~

reflect'growthy, but it may also indicate that students write better essays
about a topic after,they have tried it once for practice. If pre- and post-

_ course essays are different, the results rhay vary because the essays are not

‘of comparable difficulty,- : : s

lenges; they tradé old problews for'new ones: If the different character |
of these erors goes uiwecognized, it may apear’tha they have made |

.' .-\-. '\‘.__ , lll‘ ‘ ot

- cn

.
.

= Some people quantitatively analyze “before” and “after” essays and M
consult various jndices of syntactie maturity o discern improvement,

- Unlortugately,. even if the subo'x"dinat_ion ratio of ait'essay mpvéd from
0.299 to (.384 and the mean T-unit length stretched from 11.9to0 15.3, the

- “after” essay could be :e,rriblc..Simp]e—minded‘apglim_tion of ‘maturity” .

indices would & irresponsible. _ o
- " In Measuring Growth in English Diéderich provides a means of

ldoking at improvement across'an entire high' school by pooling ‘the -

_papers of ninth, tenth, eléventh, and twelfth graders and conducging a .,

- blind holistic scoring.® The results generally show Jdiprovement from
class to class in the percentages of good essays—evidence that studentsdo .
improve with age and instruction. It would be interesting to see if thereis

a similar progression between the freshman and senior years of college.
The National Assessment has also conducted blind holistic scorings in

. which papers'written at two different times were pooled. Havingno way .
of knowing whether a given paper was written in 1969 or 1974, readers

-were forced to apply the same eriteria to all. When the scoring was oyer,
it emerged thatthe readers judged the 1969 papers,as a group, somewhat

- better than the 1974 papers. Quantitative analysis of the papers later

revealed substantial differences that undoubtedly affected the readers”

responses.
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The. Nauonal Asscssmem combmauon of holistic evaluauon and'-
" *descriptive analysis is a potent way of assessing growth or dedline in
. writing skills, but, 1iké the Diederich approach, it is used prigarily for
.+ assessing large groups of people and looking for gross changes-over
p Welatively long periods. Instructors. xmerested in measuring the growthof
‘individuals over short periods will need sevéral essays, each of which
reveals something the others do not. If one “before” essay requites
concrete details and elaborauons, it is simple to determine whether or oﬁ‘

- #-similar-“after” essay- contains mdre concrete language and m
supporting detail, If another “pefore” essay requires the eszabhshmg and
dcunlmg of Telationships between facts randomly piesented to- the

.« .. writers, the instructar can repeat the exercise and look for thosé specxhc

s ' things as well, The ‘irick is to co%tmd “before’™ and “after” essay . - -

C e "+ questions that require the same primary skills in otder to minimize the
: . &  problem of the éomparabahty of thee:ﬁa

.+ Somg people give “before” and “after® -essays to outside rmdem for

y tched pairs”’ compansons, in which the readexs read paus and

not. a student’s more rccently wntu:n papers fared beuer than:
ly work, if s0, he or she probably unproved. Because this i isa less

(8) Research -'" o . _ - _ ) o R
* " Research isa luxury, of course, but it is an important oonsnderadon, and
many school districts, community, colleges, -and universities have the
.-~ reseurces for canymg on long-term research. Researchers will require
~ -, - variqus'kinds of writing samples gathered under varying circumstances
' ‘over long periods of titne; for little sensible research can be carried out _
- with standaxdued test scores alone, Long-term s;udy—fmmple, of ¢
the natuge of cohererice problems.and. their solution or of'siiccessful
suateg for amehoratmg bidialectical interference problems-dan bene-
fit any institution both economically and educauonally This suggeﬂts

..« - thatthere should bean essay componem to-whatever test you settle upon.

r

(9) A Test That Teaches " o
" Every test is'a message (0 the est-taker. A poorly consuucted multiple-
*> Uchdice test, for instance, might tell students that there are only four ways -
to fix an awkward sentence, on¢ “of which is ridiculous, one of whi¢h is
highly implausible, and two of which differ in only trivial ways. Most
multiple-choice tests tell students and_ teachers alike that the most *

>
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o [ :

S nmpnrtant aspec‘ts of writing are capuahzauon, puscmauon, spcfhng,

- . and vecabulary--a dangerously m:sleaghng message, to send'to impres- ~ .
sionable people ‘A poorly.designed essdy assxgnmem .can tell students .
ghat writing is “lettirig it all hang out,"” which is just as. uuslcadmg

ignments that ask for descriptive writing but are > graded for grammar
“communicate the insidious message that teachers are devious.
. oIt is often instructive to expasc students 1o the process of - essay'
evaluauon. They can learn & great deal i€ they Haveto’select particular

) wrmng skills to be tested, write unequivocal test dxrecuons, and establish

, 'Spcaflc criteria for successful performance. In the process of brain-.

- stornfing assxgnments together, debating criteria for excellence, ‘ana-

lzing componeﬂt skills, and Tdmg papers, students internalize a

., Systematic approach to wmmg they can use in all wrmng situations.
©(10) Evmthmg . to o
‘Na.one test will scrve al] of the'purposes 1 have menuoned. Howevér, an*
. évaluation systerh can. Notﬁmg can match the accuracy, fairness, and
.utility of a long-term, sysiematic, integrated’ evaluation systern that
combines.a vanety of tests with survey mformauon, teacher observation;
and research- Emdmgs. L : P

‘. . ) LY "p .
I TthomentotT&s- o
Now that you have'considered the uses to which you wnll put your test,
you‘must consider its content. Tést content might. well be dxctaxcd by a
' desire to assess any%hhc Eeﬂewmg RS .
. S Wnung apprehensxon and = Knowledge of usage N
anxiety . * - Reasoning slulls "
Attitudes toward wrmen - Expressiveness | '
language - - © Persuasiveness ' )
Prewnpng SRZIS L  Analytical ability -
 'List-making skills. oL " Narrative skills
o "g:u-f“‘-".g .., Desdipive skills
S E mposmg strategies. " Pénmanship
dxunlidsknlls . . Semantic maturity
Knowledge of grammar Syntactic maturity

o Sentepce; combining skills . . Rewriting skills

i | havc heard eVerylhmg on this hst called "basnc." but I know of no test .

- -
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' thatasscsscsmorethanafmofthcsenmpormnta?casofmung Thc

list serves primarily to dramatiZe the complexity of a comprehensive

. cvaluauon prograxh-—whxch would assess all of these thmgs—comparéd
., witha tcst.'whxch would measure. only a few, Although space does not -

pcmutvletaxlcd discussion of egch aspect, one thmg that has not alrcady
been mentioned deserves attention..  °

" Thére are “writing apprehension”. ':rmmmems available. Some are
surveys that ask direct questions. (“Do you stall a-lot before you start.
writing?”), and some are organized around various Likert-type scales (“I

.am(a) not (b) atittle g¢) quite (d) very nervous-about my spejling™). They

are relatively easy to create and 'usually worth créating. Even if actual
writing progress is slow, it:can be a source. of satisfaction to a teacher to

* discovér that he or she is improving attitudes toward writing. -

Another content-related consideration is this; Do you want your test to
relate to your 3pecific curriculum or student population? What, exactly, -

are you teaching your students about writing? A test (purchased or -

created) that does not match a’school’s curriculum or student popiila- |
tion’s special needs is ot a fair appraisal of abilities. No one will be able

“ to truly interpret the results, and teachers will be unable to remedy
problems suggested by the results. Nationally marketed commerdial tests ¢

cannot match your curriculum exactly. Rather. than changing your
curriculum to match the test (a mistake, consndcrmg the limited coverage
of such tests and the purposes for which they are intended), you should
supplement the%est with material more suitable to your curriculim and

" more relevant to the problems of your stqdems. Only you know those’

problems, test developezs can but guess.

-‘There is a slight but important difference betweéen what you are
ostensnbly teaching and what you are teaching in fact. All.of us have -
blind spots and hidden prejudices about the kinds &f writing we prefer.
Stdidents are as sensitive to our unintended as 10 our intended messages

‘about writing. Careful analysis of your .approach can eliminate any -
contradictions you may be communicatmg and eliminate, as well, the -
possibility that your students are gnvmg you wb;t you want even when -

you do not know 1t is what you wam.

Putchasing or Creatihg T&s

One mote set of quesnons ought to be answered before you decxde
which test to buy, which to create: '

1. Does your school administration have a gcmamc commitment to

the improvement of writing?

e e . ‘. " mx';ordam;n'
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L (1) Administrative Suppori . AN
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. - - .
. .
s . v -

_' '2‘ Is thp‘evﬂuauon df -‘\_vriting Iéft ohly 'té the Eﬁgli&h depanmem?

© '+ 3. How much money and,time do you havé, how-many'students are -

*  involyed, and what’ other _rgsqui‘ges {tea_cthg-'aidg, graduate
: assxstams. lay readegs, compuiters, research labs, dic.) do you have?.

. Experience has shown that the effectiveness'of evaluation programs is

related to the amount obadministrative support they reseive. Lukewdrm, =~ *

support may be adequate reinforcement for a.modest; cheap testing
= program but never for a full-scale, responsible evaluatjon. In some cases
 half-hearted support is worse than'ho support at a{l. Many adminis-
tratars simply do not knew very much about writing or its productive
- evaluation. It becomes the obligation, then, of the writing teacher to o
" educate'administrators to the complexity of the subject and the long-tefm T
cost effectiveness of responsible evaluation. Short-sighted, ' ane-shot -
- testing. systems” may well solve the immediate logistical problems of
-paramount concern to administratdrs, kit they cannot, by themselves,

-+ assist either teachers ar students. In the énd the schdél that opts for suck:® . *

. - an approach-loses more in the quality of its graduates than it gans in
cost &nefimawua@*--_ . - l"" - AR

o .

(2) Institution‘wide Responsibility ., = .

- Some two-year colleges, small four-year colleges, and: even universities

. insist that. the improvement of writing-is a ‘challenge-to the.entire,
institution, not. just the English department. ‘School-wide writing-

" programs—such-as those at Beaver ‘College fPe‘q‘nsydvanfa),' Central
College (Towa), Gustavus Adolphus (Minnespta), and Carleton College

. (Minnesota)s-are springing up liké mushrooms. In some cases every
daculty- mejzger'receives intensive jn-service taining in writing theory~ °

- -and instruction. In others, every department is required to teach writing, b -

" but in its own way. In still others the English depariment carries ‘the _
prinfary responsibility, but the other departments are required-to refer ;.
students {o-writing laboratoyies fop,specific problems. This range, fromi

~ comprehensive change to slighi modification of the present system,

j spans a multitude of approaches that differ as the: characters of the - &
institutjons and their resources differ. If your institution is headed in

.

-

e

. this direction.'there are mary consequences for the kind of test.or - © . o

evalyation program you will want to establish. The most’ cbvious
sconsequengg will be that, in addition to all of the ingredients of an
. evalaation ‘pragram already discussed, you -will need to corisider the
- " nature of discourse in other content areas.
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- The answers to the,lognsucaj quesuon become xmportam factors in the _

equation anyone uses io choose an appropriate instrument of program.

They are.sd iritérdependent that they cannot be d.:scussed separately, and .

_ 1.3 difficult to generalize about thém. Obvisusly, if youare te?nng many
students but have little money, you can subsample for scoring, stagger

the testing; .over various' budgets, . depcnd upon colleagues for free-

‘assistance, use graduate afistand, or do any number of things<o make
ends meet. A’teacher with few studeqts -can evaluate more aspects of
writing than can a teacher with an equal amougt of money but-many
move Students. Each case will be somewhat dnffcrem. and everyone will
have to makc at lcast some oqmpromxses. Ly -

Conchmou* ?"' | - . %

If you extract from this essay the questi;){xs I bave raised and answer each
- specifically, you should bé in a better position to shop for or create a -

test that meets your needs. But'it should be clear by now that I do not
* believe any single test is ever sufficient to answer the needs either of

"+ teashers or of their many audiences. 1 clearly favor an mtcgrated

. evaluation system comprised of many différent kinds of tests and based
primarily .upon the careful analysis of students and their’ actual, as ’
oppased to inferred, writing. I behevc-that neither- the ancient fear

of “subjecumy" in essay evaluauon nor the miodern obsession with

“correlations” is warranted any longer. Both extremes have. done mare
to paralyze ‘evaluation of writing than advance it. In the last two*

‘ ,decadcs‘we have-learnéd gnore than encugh. from. evahlamrs. lmgmsts,

ycholognsts, rhctonuans and ethnographers to keep us busy creating

. new evaluauon systems for as long as wg and our chents find it necessary.
. s . '
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| /. ConswriceY Geffert

Virginia Polytechnic Institute.and State Uni#ex_si;y

¢ .
. Gelvert emphasizes that the training of basic writing instructors . .
- should provide backgrund in sociolinguistics and ESL method- .
. ology. The program of study she outlines could well serve as' . :
. an in-service training course {or .instructors- faced with teaching e
s basic writing classes for the firss time. e o
. N . _ woe .- b 2 -
. Ire¢ently submitted a propasal for anew graduate course in theEnglish - -
* % department at Virginia Tech, entitled *“Technigues of Teaching Basic ¢
.. Writing." The course proposal was approved by our graéduate committee, . .. ‘
- * -department head, and the dean of the College of Arts and Sciences. The '

- fin@) gtep before the course could be offered was ta get theapproval ofthe -

* dean of the Graduate School, who called me in to talk about the course -
proposal.’I ddh't understand, said the dean, why you want to teach
college teacheis things like punctuation, handwriting, spelling, and

. vocabulary=~iféefiey don’t know those things by now, they certainly

- shouldn'’t be teaching in college! I was, needless to say, taken aback, yetit® -

e

way a fair question. Graduate deans, like traditionally trainéd English -
.~ .- professars, are likely fo perceive ‘graduate study according to thé . o~
(N traditional curriculum of the academy and are understandably suspicious
>~ . that teaching basic skills is not a subject complex enough to teach in a’v
graduate course. o o . .
- 11 explained to the dean that the better a teacher is at using corect
. punctuation and-spelling, the less apt he or she is to kriow how to _ :
teach it to the unskilled. I explained, too, that remedial or developmental
courses are more difficult\to teach than an average freshman writing
* class because basi¢ writing students have special problems: some have
- perceptual problems and, “learning disabilities”; some have. problems - .
with dialect interference tiat require the kind of skilled teaching long  ~.
recognized as essential' for teachers of English as a Second Language;
and some afe simply unskilled and unpracticed in the written code-and
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need teachers who can hclp them best by. tmchmg according to a

“developmental” ragher than a traditional “bmldmg blocks” model o

of comglpsition. .

. In explaining all this to the deafy; 1 pqmd out lhag “handwrmng _
and “punctuatien” and spelhng." as listed on the syllabus, represented .
some very oomplex knowledge about the language dnd ways to tm
it. I showed him a copy of Shaughnessy's Errors and Expectations and
» peipted out that a press as traditionally conservative as Oxford had *

-’ considered the subject both i important enough and academxcally sophzsu

cated enough to publish the boak. Surely, if Oxford could publish
a book akout how to teach basic writing, we were justified-in offering -

" a graduate course in the area. The dean approved the course. -

_It is the purpose of this article to describe not only the course, but
some of the specific methods that it teachel. Before I describe the course

" and miethods, however, I think it wgfthwhile to comment on thé

justificatién foy offering such a course, since-questions like those raised

- by the dean are common among many English professqrs_.- '

&

¢ e N *
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Ratomale - . . ‘. RO

A graduate course-ini the techniques of teaghmg basic writing skills is
+first of all justified by the market. Community cdlleges and open-

- admissions four-year institutions have an obvious need for teachers who

are trained in the complexities of developmcmal language skills. Like the

* dean who approved the course, gdminstrators responsible for corriculum

and personnel are- becoming increasingly aware that instructors need

- special kinds of training fok teaching basic: writing. A study by Sullins: .

'
[ 4

.and Atwell points up some interestirig data ahout what kind of prepara-
tion commumty college administrators look-for in the insStuctors’they
hu'e to teach English.! The'study surveyed ‘one hundred co

“ college adnnmsuazors—presndems, deans, divisionr directors, and others
respohsxblc for making personiiel deciSions——concerning what kind of
preparation they looked for in the people they hired. Ameéng education
courses, .these administrators placed high priority on developmental

. studies (basxc and remedial skills). Among English courses those on -

'l

~ whith they placed the highest priority weére courses-in the.teaching of, ~.

A

composition and Enghsh language studies. Interestmgly, the mn&eyﬁdxd
not ask about courses in teaching remedial or basi¢c Epglish ‘skills,
probably because few. or no English departments offet such courses.

_ Clearly, if it is desirable to offer training in developmental studies
through education courses and to offer training m composition and
language through English courses, then it is even more desirable to offer -

-
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acourse that béings together what is knqwn about all three fields. In fact,
a good teacher of basic writing skills doés need to know sométhing
-about all threé—developmental ficories of psychology, English language

O “j"‘t time the new graginate course was taught, it included the latter
. .%ol these two,-but because of the tight séhedule (3 quarter system:with

(especially the problem.of dialect interference), and composition. The . .'

" only ten weeks), it*touched on the first ‘only "indirectly. The model -

syllabus.that I suggest later in titis article; howver, is on a semester

A~ presentediin the course. ¢+ : D I
e . The market, then, suggests one reason for training and reuaining
- *English teachers to deal specifically with preblems of basi¢ writing skills.

" It is dbvious that employers'want teachers who are both trained and
¥ . experiénced in_these ‘areas.? There is, however, a more theoretical
/ - Justification for such trainihg which has 16 do with the cosiditions dnder
© . which students learn best. Qur traditionafl-épproach to designing courses

« in basic writing is deductive: we assume certain skills need to be taught,

| o " of fifteen weeks and inclides some'of the ‘materials that' were not -

. and we proceed to teach these skills to all students in our basic writing .

~ classes, whether they need them or not. No wonder that students are often
boted with such courses, resentful of the time they lose before getting into

: -:_--fresh,man‘ English courses and disappointed that- they really. haven't |

learned much after all to help them gain the skills they lack. Instead, we
need to design basic writing curricula inductively, baSed on the skills

* students lack and on what linguistics and developmental psychology can'

 teach us about how studerits best learn these skills. Itis impartant to train

instructors, there{qre, nat only how to teach certain basig skills, but also l
~how to discover what students need to learn, how to design courses and
" sequerices that will teachthose things, and how to design methods of

individualized instriction in laboratories and othér tutorial situations.

+. ~'The emphasis on ingividualized irfstruction is especially important to

.. insure that we meet the specific-needs of each student without requiring
... all students to cover the entire sequence of materials if they need not.

. Shaughnessy's Errors and Expectationsis a model of inductive .

+ = research, cbncerning the’kinds of errors students make as well as the
~_ patterns behind those errors, the reasons students make them, and how
- o the errors are relatéd developmentally to other ervors or lack of skills.

. One of her-cohchyﬁous’ is that there is no one way to teach all basic -
writers. Not only is each class comprised of students with a wide variety - -

of problems, but the gxtent and kinds of problems also vary from class

to class and fromcollege to college. Her book, she says,

* assumes that programs are not the answers-io the Teiming problems
.of students but that teachers are and that, indeed, good teachers'
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cxcate good prognms, lhm the best ptogxams are dcvclopcd in situ,
in response to the nedds of individual- student populations and as .
reflections of the parutular histaries and rcsourccs of mdmdqal
colleges.t, ' .

A smdl% ?ﬁxggms likewise cmphasues the. necd for desxgmng cur-
_ ricula '

problems of basic wmmg students at York College, CUNY nd evalua-

tion of basic writing lexl-workbooks conchudes that t the student
. requives in writing skills Iinstruction is qune different from what these

workb()oks stx‘es&'*«" Because I too believe that achers, ‘rather than

-+ programs or texthooks, are the. answers to the problems of basic writing

iptions of student writing. Fis study of the

.'122 . e __ '_ Can&tance]chvcrt .

-

students and that curricula and textbooks must be developell mducuvely. .
. T also believe strongly that-teachers must have the kind of training that -

will enable them to make the necessary mdwxdual decisions abouthat
is appropnate for’ u;erta,m stadents’ in certain situatiorss. - They must

- syllabus or on a'certain textbook. : =
A good illustration of - how - nmportant it is to dcvclop curricula
fnducuvcly is a study donie by Momggt.$ She comipared the writing of

* students in a basic writing course with that of students in the first qua'rtcr
ofa freshman English sequence at Virginia Tech. She discovered that the' -

variables listed below were the most significant in disaiminating
between the writing of the two groups.” The variables are listed in order
of their ability to discriminate between students in these two courses and
include not only>errors but also certain rhetarical skills dnd certain
measures of syntactic maturity igcluded in. her study.

-~

L Ontission and duphcanon (perceptual errors) R A :

2. Verb form (nonstandard forms of past and past participle as well
as omission or nonstandard useé of -s and -ed inflections) -

3. Wording (confusion-of wo:ds or mcon'ect use)

4.-Shift in person ,

5. Comma errors -

6. Developmient _ . S v , .

7. Organization s _ o ..

8. Words per clause _ '

9. Total words in a piece of writing .

18. Diction (rhetorical effectiveness)

\’ 1l. Words per T-unit . : o oo

-12. Pronoun reference . _ .
" 13. Clauises per T-unit

A numbe:, of obgervanons can-be made fr,om thxs list. The kinds of
sentence errors included in many textbooks for “remedial” or basic
writing studems do‘not appear qn the list, although they were part of

&
0

Ao

n . . ’ t e ) 3

11@ D

o have enough knowledge, both theoretical and practical, to be able’to
. ddapt 10 each student and not.to be dependent either on a course-
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Momeh;'s. study; and cfﬂ\ai@ p;t;nctuation errors da not appear‘tlhat arc
normially covered in'basic writing texts (¢.g., fragments, detached clauses

-

and phrases, punctuasion of restrictive modifiers). Since we havé been. -

' teaching how to corrttt these kinds of errbrs in our basic writing course,. . -
we have ¢ither been spinning our wheels, teaching concepts the students
‘already know, or we: havé .been téaching concepts that are ordinarily -

taught i the regular freshman English sgquence. The dedictive manner

* * in which we, and, 1 would venture o say, most othér departments, have

Materials

designed basic writing curricula has resuléed in teaching concepits that

. our students do not neéd and ignaring those that the§ do. Atcording to
the above list, for-example, we.should be spending less time teaching -

students how to avoid fragments and mote time on verb forms, commas,
pronoun refeyence, and vocabulary. In' the rhetorical area we need to
spend mare time on the bysic skills of development, organizatiop, and -
choasing dictfon appropriate to the audience. In ‘the area of syntactic

maturity, we ‘should be doing ruch more with sentence ‘combining, .

since research-indicates that sentence combining does indéed increase
Syntactic maturity (defined by Mellon and Hunt in such terms as words
per T-unit and clauses per T-unit)* Finally, since the first-place

discriminator is’ omission and dublication, we need to be aware of .

students who have reading and perceptual probléms, and possible
learning disabilities as well. oo e S ;

«« Such a study as Moment’s is evidence that we need to teach teachers

how to diagnase their own students’ learning difficulties; how to design
‘courses inductively, and how to work individually with students in a
laboratory situation. Moment's study and these previously mentioned

- present clear evidence and justification for-a formal training! program for
{eachers who will be instructing basic writing students: The course I am -

about to describe and some of the methods wé have tried are examples of
liow a graduate department might go about designing lraining_ pro-

. grams, whether as graduate courses or as in-service training.

L4 . . <

-
«*

. Textbooks ang gehdr materials appropriate fora course in teaching basic
writing skills are not plentiful. A number of books deiling with

* developmental students and developmental .prograins are available, but’
. while they offer valuable background, they do not treat Spetifically the

teaching of basic writing.? Saime articles on teaching basic writing have.
been published in professipnal journals, and are being published. in

increasing numbérs; unfortunately, these are too often merely anecdotal, .
- describing programs that have worked successfully in particular colleges*
T _
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or universities and are seldom basedtm data gathcrcd frod)x inductive

studies of the students the programs are meaat to serve.
LOnly recently have we been fortunate enough t0 have publxshcd

riting and that are based fmnly on research and verifiabje data.
comprehensive, most scholarly, and most readable of all such

: @ggl::eazhly available that deal with various aspects of teaching
ba
Th

‘o matcnals is Shaughnessy's Errors and Expectatxons. As will be apparent
‘from the dscnpuon of the course, we depended hcavxly on this book, .
both for data to give us a picture of basic writing studénts and for =

suggestions about'how to teaqh students with certain kinds-of problbms.
One advantage' of .Shaughnessy s book is that the suggestions for
!eachmg to specific probisms are adaptable to different kinds of students
in a'variety of situations. Her book is based not on a single program that

" must be followed. but rather on a series of observations about basic

writing students at CUNY and ways of dealing with individual prob-
fems. Her book thus lends itsell to designing inducti\(ély courses that
will fit the meeds of certain students at certain institutions and to
‘warking with students mdmdually. on a tutorial basis or in a laboratory.

Because Shaughncssy s book was the mainstay of the course, we
organized the class sessions roughly according to the order of topxcs as

. shé treats them, supplementing them with other books and articles. We -
used the volumes so far published of the new Journal of Basic Writing, as

well as articles from other journals. Individual members of tHe class used

. other materials in their own research projects, many of which I have
included in my model syllabus under “Resources.” These induded the

- o - 'Comlan':‘ej.-(}cﬁmt'

E T

collection of essays edited by Fasold and Shuy called’Teachmg Standerd -

English in the Inner City and.a collection of articles about teachmg the

_ basics published ¥y NCTE ds part of the Classroom Practices series.!®

Finally, we used two textbooks for basic writing students as resources
for developing further materials; these were Suong's Sentence Com-
bining and Gelvert, Raspa, and Richards’ Keys to American English.

Students in the class also consulted many other basic writing textbooks
both in preparation for class discussion and for research papers, but we,

used these two with the whole class because they are aimed at accom-

-~ plishing very speific goals for spcafxc kinds of student problems—

Sentence Combining. for increasing syntactic matumy and Keys to -

American Engltsiz for teaching standard English as a second dialect,

- usmg quasi-foreign language teachmg techmques.

{.
»

I*taught the course with the help of other faculty who had expertise in
certain areas and occaszonally presented. a,class session and with the help
_ * "y

. .
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of the coordinator of our W_r‘iiixig Center and various tutors, who were
responsible foy the practicum part of the courses Wé beld ten class _
* " medctings of two hotirs each ‘during the winter quarter in which we

- - discussed readings, held role-playing sessions in which students simu-

.~ lated tutoring basic writing studetits, and held-theme-evaluating sessions
in which we practiced analyzing the problems of students'with a wide ;
' variety of basic writing problerns and discu,ssed possible ways of lelping
- them, using Shavghnessy's analysis of:student' writing as a touchston. -
- We also spent time talking about some basic matters of dialect inter-

. ference, sccond-language interference, and leamning disabilities. Finally, .
. we explored some specilic techniques and methods of dealing with two»

problem areas for basic @ting students: sentence sgructure and gram-
matical inflections. The methods we practiced were sentenice combining,
recognition drills, and pattern practice _.(thes’e'.are -explained in more
detail in the course desaription).* |- . ...~ . o
Alter the quarter was over, each student was assigned to a practicum,
during the spring quarter, doing a tuloring internship for three hours a.
week in our Writing Center under the guidance of an experienced tutor
and with the supervision-of the coordinator of the Writing Ceriters :
Students also wrote a research paper duting the spring quarter; they were
. €Rcouraged to do original, empirical research concerning our students or
programs, those of the high schools or community colleges in'wh;ch they
< tiught, or the kinds of problems faced by the stydents they were working
" within the Writing Center, : . c
‘Students received three quarter hours of graduate credit in Englishfor .
the course. They rcgist&gd for two quarters,,and - their grades were
deferred until the practic
Evaluation consisted of a

kXimately equal weighting of the students’

active participation in the uarter class meetings, their evaluation .
by the Writing Center wtor whom they worked during the spring,

. and my evaluation-of their research paper.

* Model Syllabus e

~ As noted earlier, the ten-week quarter imposed spmé important limita- -
tions on: the content of the course, The model syllabus that follows.is
based on a fifteen-week semester, which is probably the. norm for most
universities that might offer such a course. THose on a quarter system

- would have to make allowances for the shorter time, whereas on a

" semester system, miny schools might find it difficult to defer credit fara

and the research paper were conipleted. .. .

semester while the practicum is completed. It would be possible to run

-the practicum concurrently with the regular class meetings, particularly
if the practicum-did not begin until halfway through the semester, _whcn

i

. <o



.

. . . . .
. e A i .
. . . . -
- - v ) . - -

: S _ : L0 et
R 1{29 . ﬂ.'__ ' L& - "Qom Gcfwrt~

students. .wo\t\xl'd have some thep. 1 background for te’achmg .basnc

- writing students and sigime experience with theme evaluation gnd rele- -
playing tutonng The syllabus that ﬂlows is concerned only wuh the

clasiroom pan of thc.course noz wuh the pracpcum. ) o
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_ Studﬁms should_prepare for cach class- scssxori in three ways. First, .of .-

i

o

course, they should read the assigned materials. Studerits are encouraged -
- but not réquiredsto read jghe books listed under “Resources.” These ° -

books shquld- providg, suggestiviis -and ﬁia‘;em]s for research’ papers.
Second, in the texts that the graduate students *areé using for their

-own teaching or in other texts written for remedial-basic writing, they
should look for and evaluate teaching techniques and exercisgyaimed at -

solving the problems discussed by Shaughnessy. (Are they effectige in
solving the problems they. say they are intended to. solve? Is there

evidence of linguistic naiveté, lack of understanding of dialect-related -

problems, etc.?” Are the éxercises aimed only at correc'ung. or at com-
posing as well? Are they apt to help students transfer what they learn
from the textbook to their-own writing?). These text evaluations Will
be used as the basas for discussion each week. Third, students shotild -

bring samples of writing from their own stude‘ nts (or, if they are not .
- in-service teachers, from other students) that il '

ustrate the principles,
errars, or thetorical. problems being discussed each week. These writing
samples should be duplicated and distributed to each class member at
each class meeting and used as the basis for discussion.

. Week 1: Introduction to the Course, Texts, and Syllabus

‘Reading. Shaughnessy, Miria. “Basic Writing.” In Teachmg Compo-
sition: Ten Bibliographical Essays, pp. l§7-67 l:.d. Gary Tate l'on_
Worth: Texas Christian University, 1976.

Resource. Roueche, John E., add TJerry . Snow Overcommg
Learning Problems. San Francisco: Jossey-Bass, 1977. .

¢ C8mnieritary, In addition to the introduction to the course.‘whaqh is -
a straightforyard overview and explanation of the requirements and °

class format, two substantive topics are covered: tiie tate of basic

" writing theory,. pedqgogy. and bibliography and “testing the waters” of

_ essay evaluation:
+ pedagogy. and biblid aphy centers on Shang_}d‘nessy_s bibliographic

e lecture on thé state of basic writing theory,

o : e _ SR M
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The three activities ouglined abovée provndc the format for mast class -
., .'sessions. The remainder of this article presents the readings for each- '
: wqek followed bya eommemar? on each class scssmn.
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_essay in Tate's collection, which describes both: the dearth of research -
 in basic writing and the contributions of linguistics and psychology—
) es'wdally sociolinguistics (dialect variation), psycholinguistics (lan-
" guage acquisition and ‘the connection between writing and reading
+ skills), developmental psychology, evaluation' techniques, and ESL -«
theory and practice. - T e : o
. 4 "“Testing the waters” gives students a first opportunity to share
- i, «gvaluation of essays with their colleagues in the class. Here the instructor |,
: gives class members. some paperf from hasic writing students and asks - .
* them to diagnose the problems $f those students as displayed in their
. . papers and to suggest ways of helping them. This activity should have
several results. First, students should become aware of how differently

* they.and ‘their colleagues eyaluate papers and how important it is to _ -

. find some common ground. Second, they should realize how little they ~
- know about iethods for dealing with basic writing problems and’

- recognize the need for moxe'—obje&‘tivfe‘_data about basic writing skills. -
Third, they should understand how different each student is from every -
other student in a,basic writing class arid how necessary it is to design’

‘ ‘ cmriml%inducﬁyely and individually. . ", '

" Week 2: Attitudes Toward . Students, .Remediation, and ©pen-Door
4. - " Coleges i L .
: Réadings. (1). Shaughnessy, Mina. Errors and Expectations: A Geude -

for the Teacher of Basic Writing. New York: Oxford University Press,
1977, chapter 1. (2) Chaikas, Elaine. “Who Can Be Taught?” College
. English 35 (1974): 574-585. (3) Farrell, Thomas J. “Opéen Admissions,
. . Orality, and Literacy." Journal of Youth and Adolescencs 3 (1974): 247~
260. (4) Finn, J. D. “Expectations and the Educational Environment.”
‘Journal of Educational Research 48 (1972): 387410, (5) Griffin, Jacque-
line. “Remedial Compoesition 4t an Open Door College.” College Com-- ™.
. position and Communication 20 (1967): 360-363..(6) Higgins, John C.
“Remiedial Students” Needs Versus Emphasis in Text-Workbooks.”
College Composition and Communication 24 (1973): 188-192. (7) John- -
son, Paula, and Judith D. Hackman. “The Yale Average: or, After
Competence, What?" College Composition and Compmunication 28
(1977): 227-231. (8) Lunsford, Andrea. “What We Know and Don't
Know About Remedial Writing.” College Compasition and Communi-

- cation 29 (1978): 47-52. (9wShaughpessy, Mina. “Diving In: An Intro-

duction to Basic Writing." College Composition and Communication -
-27 (1976): 234-239. - e o o

.~ Gommentary. The readings in this section emphasize a number of ° .

ideas. First, teachers need to-have confidence in their students’ ability
. . " : : _ .
. v S : '
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“concerned about the theoreti

to learn; lhey need to be aware that their students are not stupxd or |

"unable to i:am—-&hat. as Shaughnessy puts ﬁ. .o
" basic wnung s&udcms write the way they do not because they are

slow or noa-verbal, indiff&rent to or incapable of academic excele ¢

lence, but because they are beginners and must, like all bcgmne
learn by makmg mistakes.t - %

Secand; teachers nced to understand some of thc implications of Open-
-idoor colleges and the kinds of students and student needs they canfrogt

. in basic writing classes. Shaughnessy's journal arsicle “Diving In" isthe

. best descriptjog in print‘of the change in attitudes mapy teacher$ must-
undergo if | to teach successfully the nontraditional student -

. ‘Discussion t essays and, texthgoks this. week focuses on
reacuon to and auitudes toward stu\dent papers-—how to ovércome
‘the feeling-of despair that “there’s nothing I can do” or “this student
_is hopeless”; and on the attitude and tone of textbooks and how they _

potenually affect student performance. - -

Week 3: Amtudc Towm'd Dnlcc(s—-—Thc thlosophy of Error -

Readmgs H Sbaughncssy. Mina. Ervors and Expectauons. chaptetl
(2) D'Eloia, Sarah, “Teaching Standard Written English.” Joumal of

-

 Basic Writing 1 (1975): 5-13. (3) Halsted, Isabella, “Putting Errar ints

Place.” Journal -of Basic Writing 1.(1975): 72-86. (4) Sledd, James,
“Bidialectalism: The Linguistics of White Supremaqr " English ]oumal
58 (1969): 1311-1817. ' -
. Resource: “Students’ Right to Their, Own Language " College Comi-
pasxfran and Communication. Special Issue, 25 (Eall, 1974).
Commentary. These readings &enter on the problem of what “error”
means, to, what extent teachers should be concerned with it, and the
difference betwgen “error” on the one ‘hand and dialect interference on *
the other. D’Eloia and Shaughnessy argue the lmportanoe of accepting
* that there n such a thing as error, a point of view Sledd implicitly
rejects in his belief that teachiilg standard English as a second dialect
is only anothet means of asserting “white supremacy” since standard -
English, accordmg to Sledd, is the language of the white ruling class.
Shaughnessy is concerned about the prac‘txca} implicgtions of her stu-
dents’ learning standard Engli¢h and, in contrast to Sledd, is less
r 7f:pohucal implications. She voices my
own view-better than I couldiwhen she points out, first, that there is -
not such a neat system of dialett variation as some linguists would like

~ to believe; second, that students themselves desire to control the language

* rather than let it coatrol them; and, ‘finally, that the “.economus of

‘-

»
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. cncrgy“..malicﬂs it necessary in a litetate society to use the dominém_ '

codesothatreadersa:econs‘ciousofthcmganing!hatthccodeco'nycys. , . \

.- not of the code ifself.? Both Shaughnessy’s book and this course are
. founded on those three beliefs, together with the assumption that the _
* “students; right to their own language” must be balanced by their '
.. ¥ight (o the dominant code of a literate society. . - oL .
© ", Essay and textbook evaluation in this seseitn focus on the philosophy - -
ol exror displayed by class members in evaluating essays and by authors
ol textbooks. s L S A
Week 4: Handyriting and Punctuation S v
. Reading. ‘Shaughnessy, Mina. Errors and Expectations, chapter 2. * 7" '
+ . Commentary. Shaughnessy explains thit handwriting and punctua- ' /
.. tion problers of basic writing studénts stem at least-in part from their -

!

*  unfamiliarity with.the written code: She discusses the purpose of* A
| punctuation—to be a map to guide the reader®—and ways of teaching . -
7 1 . “punctuation through both analysis of sentence structure (basic writing }

. , . Students dépend too much on-the “ear,' they have developed in a o

largely ofal culture) and through sentence combining.™* Her suggested
. exercises for both methods of teaching punctuation are discussed during
"“this week, but a great deal more time is devoted to the gelationship
. between syntax and punctuation during weeks six and seven. - - *

. Student papers are ¢valuated specifically for probléms with hanci-
writing and punctuation, afid textbooks are evaluated according ta how
~, thoroughly and effectively they treat these problems. -

 Week S:Syntax | . S

R Reading. Shaughnessy, Mina. Errors and Expectations, chapter 8. - = - odiny
.« Resources. (1) D'Eloia, -Sarah. #The Uses—and Limits—of Gram. -
- mar.” Joumal of Basic Writing 8'(1977): 1-48. (2) Kunz,"Linda Ann.
- *X“Word Grammar: Offsprifig of Sector Analysis.”” Journal of Basic cS
Writing 3 (1977): 63-76. (3) Gray, Barbara Quint, and Alice Trillin. -
. .~ . “Animating Grammar: Principles for the Qevelopment of Video-Tape .
*+  Maerials.” Journal of Basic Writing'8 (197477-91. =~ -
Commentary. The class concentrates, on what Shaughne$sy calls “the .
symax of competénce,.” rather than the “syntax of style” that is the focus
in more advanced writing courses.'s Shaughnessy catalogs sentenceerrors . - _
into atcidental errors (indicating a need for proofreading), blurred errors & \
- that‘create a kind of “syntactic dissonance,”"¥ “consolidation errors” o
(eelated o the traditional parallelism), and inversions, some related Jo- -~ = .
the traditional category of pronoun reference errors and problems with

v . O .‘f'- o : 12d ' | ; E
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the p!acc-marker it~ The cures she suggests include scntenoe combuung
(sée week seven), pattern practice (see week snx), and cxposu:e to mamre.
adyly syntax through reading.

.. Analysis of essays this week concentrates on the kinds of syntactxcal
~ errars Shaughnessy describes; evaluation of textbooks is -based ‘on the |

" thoroughness with which thcy desaxbe and offer help for symacucal

problems.

Week 6: An Apprdach to Teachmg Syntax and Scntcnee Punctuauon

" Readings. (1) Fugcnbaunﬁ Trwin. “The Use of Nonstandard Enghsh
) in Teaching Standard English: Comparison and Contrast.” In Teaching
_ Standard English in the Inner City, pp. 87-104. Ed. Ralph W. Fasold'
- and Roger W. Shuy. Washington, D. C.: Center for Applied Linguistics,

Ltis

'1970. (2) Stewart, William A. “Foreign Language Teaching Methods in

. Quasi-Forcign Language Sxtuauons." PP 1—19 In Teaching Standard
Englisk in thc Inner City.
~_ Resourc )Gefvert, Constance. Richard Raspa. and Amy Rxchards.
Keysto A English. New York: Harcourt Brace Jovanovich, 1975.
* (2) Howland,, Lamr ed. The Writing'Laboratory Report and Handbook.
‘Vol. 1; General Onmlatwn. Columbia, S. C.: .University of South -
Carolma, 1977.'(3) Bannow. Steva, ed. The Writing Labaratory Report
. and Handbook. Vol. 2 Workshaps. Columbia, S C.; University of
SouthCarolina, 1977. .
. Commentary. This class session constitutes a workslfop in teaching
. sentence structure for the purpose of creating syntactic fluency and

teaching conventional punctuation.: The readings for this week by

Feigenbaum and Stewart give the theoretical background for adapting
ESL techniques to the teaching of Enghsh as a second dialect. The
. description -below follows these authors in adapting ESL. methods to

teach standard English sentence structure and punctuation to students -

who either speak different dxalects or are unfaniiliar wnh the “writtén
code. :

Phrases. Phyases are explamed as a group of words related to each ‘
other in one of several ways. They are defined by form rather than by -

function, since knowmg the grammatical function- of phrases is not
usually necessary for usmg correct punctuauon at the basic level:

-+ 1. Prepositional phrase a preposxuon + a noun (or noun subsutute)
+-any related words. (Brepositions constitute a closed class, and
students can simply be shown a list of them to which they may

~ réfer, as a learner of a second language might, until the words
4 become [amxhar and easxly récognizable.) :

1.
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' 2, Tnfinitive phrase = infinitive (to + base form of verb).+ Words that

. -describe or complete it. o . . .
8. -ing phrase =.a noun. or adjective made ‘from the -ing form of a

T verb'+ words that describe or complete it.

describe or complete it. {(Here the symbol -ed is used to represent .

both regular -ed participles and irvegulay participles.) -
Clauses. A clause is defined as a group of words (which may inchide

phrases) that has a subject and. complete ‘verh. "Students are given .

separate sets of identification drills for phrases, clauses, and distin-
guishing phrases and clauses. To further fix in their.minds the difference

‘between phrases and, clauses, additional exeicises are given for practice

N . b

. in converting phrases into clauses. _ .
Sentences, conjunctions, and relative pronouns. Students are given

the following definitions:

 Sentence = a structure with at least one independent claissé.  *

An independent clause = a clabise that does not begin with either
a dependent conjunction or a relative pronoun, . .or.is not a

reduction of a relative clause.

| Like p;'cpdsitions,, conjﬁncu‘ohs (both dependent and inde’péndéht) and

relative pronouns are a closed list. Students can be trained to recognize

that if a structure has only clauses thai_begin with dependent con- =~

junctions or relative pronouns, it is not a sentence. Students are given

. identification drills to distinguish-between dependent and independent
clauses, drills in combining single clauses inio compound sentences,

identification drillsin recognizing relative. clauses, and pattern practice

. for using relative pronouns.

Punctuation in phrases, clauses, and sentences. Students are taught

which marks of punctuation are used with which kinds of clauses
" andsentences: . . . .« L L

2

(after a structure beginning with a capital 1&tter).

1. End punctuation = period, question mark, or exclamation mark

2. Semj-colons are used between‘t&o independent clauses, the first

beginning with a capital letter and the second with a small letter.

3. Commas are.used between two independent clauses only if there is

an independent conjunction before the sécond; otherwise, they are

‘used only between words, phrases, dependent clauses, and de-

pendent andindepend.im clauses. '

. 12y

[
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Studems are gwen practice m dnsunguxslung convcntlonal punctuauon
from unconventional.
. Pum:manon errors. ftis worth notmg that fragments, comma sphces,
* and run-on semcnc‘cs. waditionally described in handbooks as sentgnce
: "errors, are mally punctuation ervors that havezo do with the conventions -
© .~ . of the written.code. While an analysis of saﬂtcnce structure, even as
L simple as the one just described; will help students to punctuate, the
-+ emors themselves dré the result of incorrect punctuation rather than
o garbled sentence strucwure, (This is casxly,-den\onsttatcd by -having
. studenis read a sentence aloud, in which casethe punctuation dxsappears
¢ - - andtherei is no question of fragment, comma splice, or run-on sentence.)
- - In the workshop to which this week's class session is' devoted,
appro:umatcly half the ume is spent descnbmg the .above ways of
- teaching sentence punctuation. The-other. half is spent in a demon-
stration (by guembers of the Writing Center staflyof one:on-one tutoring
techniques. members then sirulate the tutoring of a student with -+
the kinds of punctuxtion problems descnbed above, this gives the persori
__ . in the role of teacher the opportunity to improvise,, To work well,
: ) there must be many of them, and teachers mum able to make them

< ./ upon the spo:. Studenss will also prom from ng up_some of their +
o ‘ -owntotcsu.helrclassma.tcs. . , " . ot

N . : oo
S Week 7: Using Scntcnae Combmmg to Teach Syntacuo Fluency and "
Punctuauon . '

_ <Readmgs. (l) Combs, Warrm E. “Funher Effects of Semence- _
-." Combining Practice on Writing Ability.” Research in the Teat:hmg of
" Englisk, 10 (1976): 137-149. (2) Cooper, Charles R. “An Outlmc for °
" Writing Sentence-Combining Problems.” English Journal 62 (1973)
- %—y&é 108. (8) Daiker, Donald, Andrew Kerek, and Max Morcnberg -
. “Sentence’ Combmmg and Syntactic-Maturity in Freshman English.” -
. .College Compositich and Communication 29 (1978): 36-41. (4) Hunt,
" "Kellogg W.™A Synopsis of Clausevto-Sentence Length Factors.” Englisk .
Joumnal 54 (1965): 300, 305-309, (5) Hunt, Kellogg W. “Syntactic *
. Maturity in School Children and Adults.” Monograph of the Saciety
' of Research in Child Development, Vol. 31, No! 134 (1970).
v Resources research. (1) Hunt, Kellogg W, Grammatical Structures -
" Written at Three Grade Levels. Reséarch Report No. 8. Champaign, Ill.;
K ~ 'NCTE, 1965. (2) Hunt, Kellogg W. Sentence Structures Used by Supevior -
_' Students in ‘Grades Four and Twelve, and by Superior Adults. Project
5-0318, Cooperative Research Program, Office of Education, DHEW!.
Tallahassee: Florida State Univ., nd. (3) Mellon, John C. Transfor-.
‘ mational Sentence Compining: A Method for Enhancing the Develop- -
- ment of Syntactic Fluency in English.Composition. Research Report

"

) .
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“No.'10. Urbana, IIL: NCTE, 1969. (4) O'Hare, Frank. Sentence Com-
bining: Improving Student Writing without Farmal Grammar Instrucs
tion. Research Report No..15. Urbana, Ill: NCTE, 1973, (5) Daiker,
Donald, Andréw’ Kerek, and Max Marenberg. Sentenée Combining and
.. th¥ Teaching of Writing. Akron, Ohio: University of Akron, 1979,
.- Resources (textbooks). (1) Daiker, Donald, Andrew Kerek, and Max
.~ Morenbérg. The Writer'’s Options: College Sentence Combining. New -
York: Harper and Row, 1979.(2) Rippon, Michelle, and Walter E, -
“Meyers, Combining Sentences. New- York: Harcourt BraceyJovanovich,
1979. (3) Suong. William. Sentence Combining: A Compaosing Book.
New York: Random House, 1973.. (4) O’Hare, Frank. Sentencecraft.
. - Lexington, Mass.: Ginn and Co., 1975. ~
Commentary. Sentence combining is used only marginally in the
exercises for week six because it dser-v‘s a full class session of its own.
Research done by Hunt; Mellon, and O'Hare!? has proved that teaching-
students to combine simple. kernel sentences into more domplex sen-
tences (through coordination, subordination, and “embedding”) not _
only increases their syntactic fluency without formal grammatical -
", analysis, but also teaches correct punctuation of sentences. The exercises, -
" many examples of which can be found in Strong’s Sentente Combining =~
. and its teacher’s manual, are easily adaptable to any level of writing *
. ir:gri.:etion; but they work particularly well with basic writers who have
not' leamed the traditional grammatical terminology that would make
. an approach like the 6ne described in week six more accessible. This
week's class session is devoted to a number of activities: reviewing the
" “research on sentence coxabining; practicing sentence combining through*
tole-playing; and learningto write originzil sentence-combining exercises
and to help students learn to.write their own, with % help of the article

- Week 8: An"Approach to Teaching Commoaﬁrrors ’

" Readings. (1) Shaughnessy, Mina. Ervors and éxpectation’s,' chapter 4.
(2) Laurence; Patricia. “Error's Endless Train: Why Students Don't
Perceive Errors.” Journal of Basic Writing 1 (1975): 23-42. (3) Krishna, -,

- Valerie. “The Syntax of Erfor.” fournal of Basic.- Writing 1 (1975);
43-49. (4) Davidson, David. “Sentence-Combining“in an ESL Wg'ting
Program.” Journal of Basic Writing 8 (19,77%: 42-62. D -

Resource. Keys to Ametican English. " I -

- Cominerlfigey. In chapter 4 of Errors and Expectations, Shaughnessy -

. - treats a number of “common errors” that can be remedied by teaching
~ discrete rules” While she includes egrors of inflection, periphrasis; and

time relationships, she gives greatest attention to inflection, examining, -

. :both the causes of inflection errors (including dialect intefeyence and *

Y
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hypercorrecuon) and how to deal wuh them. 'In this class scssxon hm'
. analysis of common errors is discussed-and wmpaxcd wnth Laurence’s -
“and Krishna's."The class follows a workshop format to teach some ways - .
of dealing wnh inflectional errors by presenting the standard English
. inflectional system as.a second- dialect to those whose native. dialect + .
-~ "differs from standard written English. (Class members should recall the -
a0 amclcs by Feigenbaum and Stewart from week six.) The approach that
' .-follows is only.illustrativé -of how to teach inilectiofls bidialectally.
" The descrxpuans follow the method of Keys to American English. .
s Sampblesson 1: regular verbs, Prcsmt time. The “base form” of the
F o . verb is its form before anything is added or changed. The inflection -
" s is added with it, he, she, or any singular rioun; -¢s is added when

.- v

Do the base ends in ch, sh, x, z, or o. Exercises give students practice in -

e e rccognmng the standard Englistr forms and dxsunguxsh‘ing them from

S others; conversion and pattern drills allow acuve prachce i usmg g thél . ,
ewly taught forms. .

- When drills are used, it is essential that the three !yms-recogmuon.
.conversion, and patigxf practice—be properly sequenced and that they
be sufficient in number so that students not only learn the forms, but
u,’:ally internalize them and bécome-so farmhar, with them that they-
can use them spontaneously.® A thorough set of* drills will inclide
' '_about eighty of each type; the set may be followed by a frec-wrmng
[ exercise in which the standard forms are to be used. :
~Sample lesson 2: regu!mr verbs, past time. The past of regular verbs
is formed by ‘adding +ed to the base form or -d if the base ends in
e. The final consonant of the base form is doubled before adding
-ed in words of one syllable or-in words, of more than -one syllable . . |

. il all three of the following exist: Jhe last syllable is stressed, the last

. syllable'ends with a single-consonant, and the preoedmg vowel is short
(begged, pefmmed) In words endmg in ¥ the y is changed to 1 before

" adding -ed (tried, carried); the exception is words endmg iny preccded
by a vowel (play).

. Again, it is essential that the number of drill uems be sufficient to
enable the student to mtemalzzeandproduce spontaneously the standard "~
forms. Having. students complete a dozen or so drill items may suffice - "
‘for them to understand how the new forms are made, but it will not.
tenable them to produce the new forms with the familiarity, dnd con:
fidence needed for writing and speaking. Students will not be able to
succeed in composing ﬂmd coherent prose if they constantly stop
. during their writing to review rules for forming verbs. B .

Sample lesson 3: the verb be in present time. Be is the only m‘egular '
verb besides have that is megular in the present as well as the 1]lpast.

oy .

a .
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Students need to be given the paradigm for the present of e arid then

exercises in recognizing and using the standard forms. The verbs have

and do should also be taught in separate lessons. .. A
Sample lesson. 4: other #regular verbs, This lesson begins with a

summary. of previous lessons on irrégular verbs. Next, such verbs as hit

- and burst are presented: the present is formed like the regular verbs, but.
the past is the same as the base: The present of all other irregular verbs is -
“formed like regular verbs; the past isfformed by changing the spelling of
the base form. Here a list of irregular past tense forms should be given; -

[

T

students will have to learn the forms as they would in'%nlar' verbs in a -

foreign language. . —_— ce . _
- Sample lesson 5¢ regulay noun plurals. The inflection.-s is added to0

 form regular noun plurals, With some-exceptions. When a noun ends in
S, %, sh, ch, and sometimes in o, the inflection -es is added. An fa

the end of a noun is changed to v and followed by -es. A y at the

. “end of a noun'is changed to i gnd -es is added, except when the y.is

e .

- preceded by a vowel (plays, days). :

Sample lesson 6: possessive nouns, singular, Stddents are shown hoﬁr_-
the language can indicate possession either by inflection (-’s) or-by -

. periphrasis (of . . .. These,methods are distinguished from the method

4

”

used in so’t;f dialecss of showing possession by .juxta_xpos"iiion (John |

shoes).

Sample lesson 7:‘passessiz':e. pronouns. Stidents are shown two forms.

of the possessive pronoun, one that precedes a noun (her book) and
one that substitutes .for a noun (It is hers instead of, It is ‘her book).
It is necessary.to stress that while possessive nouns use an apostrophe,
possessive pronouns never do. ~ -

During this class, students simulate tutorial sessions as well as class
sessions. Like the workshop in week six, this one will encourage class
members 1o create exercises of tieir own and, later to encourage their

students to create their own exercxses.
Week 9: Spelling and Vocabulary | X J

“Readings. Shaughnessy, Mina. Errors an&}Eg:pectd’tions."chapters 5

and6. — ' .- . '
- Commentary. Shaughnessy’s chapters on spelling and vocabulary are

so detailed-that to do them justice, io practice suggested exercises and

*.methods, and to evaluate essays and textbooks adequately would take

several weeks. The purpose of this course, however, is to give students
the tools they will need to be effective ¢eachers of basic writing. Thus,
some practice in class (role-playing is always the most effective) with

. evaluating student essays for spelling and vocabulary problems and

¥ .
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acaung ways of assxsnng smdcms wm help- class mcmbers dcvdop '
techniques to handle the problems they will éncounter when confronted
by real studénts. This class session emphasizes role-playing conferences,

cvaluaung papers, and suggesting solutions to student problems, with " - :

“time left for discussing class membm evaluauons oi mxtbooks in

‘ thcsc areas.

Week 10: Composmg

Readings. ( 1) Shaughncssy, Mina. Errors and Expectattons, chapter 7 .
(2) Farréll, Thomas ], “Developing Literate Writing."” Journal of Basic
Wntmg 5 (1978): 30-51. (3) Holloway, Karla F. C. “Teaching Com-
position Through ‘Qutlining.” In' Classroom Practices “in -Teaching
English, 1977-78: Teaching the Basics—Really!, pp. 36-39. Ed. Ouida
- Clapp. Urbana, Ill: NCTE, 1977. (4) Lunsford, Andrea. “Let’s Get Back

- to the Classics.” Journal of Basic Writing 5.(1978): 2-12. (5) Lamberg,

Walter J. “Following a Short Narrative Through the Composing

Process.” ¥n Classroom P(actxces, 1977-78, pp. -30-35. (6) Samuels,
"Marilyn Schauer. “Norman Holland’s ‘New Paradigm’ and the Teach-
ing of Writing.” ]oumal of Basic Wrztmg 5 (1978): 52-61. (7) Shuman,

R. Baird. “Basics in Composition: Fluency First.” In Classicom Prac-

ltices, 1977-78, pp. 43-46: (8) Smith, Susan Belasco. “A Workable )
Approach to Teachirig Compeosition.” In Classroom Practic , 1977-78,
pp. 40-42. (9) Silver, Stanfill. “The Great ‘American One-Sentence
Summary.”. In Classroom Practices, 1977-78, pp- 47-19. .
. Commentary. Shaughnessy’s chapter entitled *‘Beyond the ‘Sentence”
‘prescms a broad overview of the problem basic writing students have in
composing anything longer than a sentence and emphasizes that basic
wnung studénts need help in canceiving an audience beyond themselves, -
cially an academic audience. She offers spa:xhc sn‘alcglcs for helping
stu ents léarn to do traditional kinds of academic writing, as do the -
authors of the other articles assxgned for this week. The- class session -
includes discussion of these various approaches, along jvith evaluation
of essays and discussions of which methods would work best with each
student. Again, role-playing in a mock-tutorial situation is very helpful.
" Textbooks should be evaluated far the'effectiveness with which they :
attack the problems Shaughnessy describes, but they should also be
examined for the emphasis they give to composition, to grammar,

. syntax, and common erfors, and to matters like punctuauon. Spellmg,
“and vocabulary. By this time in the term, class members should be

weighing the relative value of each kind of problem and, in the context
of the earlier dxscussxons about the phxlosophy of error, be able to make -
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~_ judgments dbout how much weight should be given to differeiit items ini
< a basic writing amiculﬂxm. in preparation for the discussion in week -
_' , \Wéc’k'll:TeathiggRea_:i”lingf | - _ .
- . Readirfgs. (1) Fizgerald, Thomas P., and Phillip M. Connors. “Struc-

turing Gomprehension with Key Words.” In Classrobm ' Practices in
Teaching English, 1977-78: Teaching the Basics—Really!, pp. 6-9.
Ed. Ouida Clapp. Urbana, Ill.; NCTE, 1977. (2) Melamed, Evelyn B.,

~

Alice M.; and Shirley A. Biggs. “College Reading and Study Skills: An -
- Assessmént-Prescriptive Model.” In Classroom Practices, 1977-78,
pp- 22-28. (4) Smith, Arthur E. “Three Elements of Critical Reading.” -
In Classroom Practices, 1977-78, pp. 2-55(5) Tomas, Douglas A., and
Tho Newkirk. “Filling in the Blanks: Uting the Cloze Procedire
wfor Teaching Basic Skills.” In Classroom Practices, 1977-78, pp. 10-16.
Resources. (1) Goodmsn, Kenneth, ed. M iscue Analysis: Applications

Wt_iting}:' In Classroom Practices, 1977-78, pp. 17-21. (3) Scales,

and Harvey Minkoif. “Transitions: A Key to Mature Reading and -

" 10 Reading Instruction. Urbana, 1l: NCTE and ERIC/RCS, 1978. °

(2) Yarington, David: The Great Americqn Reading Machine. Rochelle
Park, N. J.: Hayden, 1977, ' ' '

Commentary. The teaching of reading ks é'compléi subject, one that -

obé'iqusly canhot be” covered adequately in a week, Class members
should, however, gain some understanding of the relationship between
reading and writing skills, be able to help students with reading
- problerhs at least until more inténsive professional help can be obtained,
- know ‘how and how much to incorporate, reading into a wriﬁ%%
curriculum, and know how and when .to refer students to reading-study
skills specialists. The class session is spent” discussing these issues and
role-playing’ student conferences. Student essays will be examined for 7
evidence of realing problems, and textbogks will be evaluated gccoﬁjng 3
to their awareness of the relationship between reading and writing. '
Week 12: Special Problems in Teaching English as a Second Language
Readings. (1) Lay, Nancy. “Chinesg Language Interfeyénce irrWritten
English." Journal of Basic Writing 1 {1975); 50-61. (2) Rizzo, Betty,
and Santiago Villafane. “Spanish Influence on Written English.”
~ Journal of Basic Writing 1 (1975): 62-71. (3) Davidson, David M.
“Sentence Combining.in an ESL Writing Program.” Jeumnal of Basic' -
Writing 8 (1975): 49-62. - § ' : :
Resources. (1) Frank, Marcglla. Modern English: Exercises for Non-
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 Nutive “Speakers. Part f} Parts of S{Jach. Englewood - Clefs N. ] '

Prentice-Hall, 1972. (2) Frank, Marcella. Modern English: Exercises for W

. Non-Native Speakers. Part 2: Seritences and Coniplex Structuves. Engle-
wood Cliffs, N. J.: Prcnuce-Hall. 1972, (3) Hirasawa, Louise, and Linda

Markstein. Developing Reading Skills: Aduanced. Rowley, Mass.: New-
" berry House, 1974. (4) Ross, Janet, and Gladys Doty. Writing English:

- A4 Compasition Text in English as a Forezgn Language 2nd ed. New .

York: Harper and Row, 1975,

Commmmy Like reading, ESL is a speaahzcd field, and basic
writing studenis whose native language is not English’should ideallyy -
- bein an ESL class:Many times, however, especially in writing Iaboratory
situations, it is not always possible to have an ESL instructor work
witha fereign student. Furthermore, thére are,many marginal situdtions

. in which the English of native Americafis has been influenced by a |

different native language-of the parenis or a combination of a foreign
languagc and a-nonstandard dialeet of English(like the Enghsh spoken
in Spanish Harlém, for example). For these reasons even a short intro-
ducuon to some ESL teaching prmaples and materials will be helpful
to students in. dxedass.Classumednsweekxsspcmdlscussmgthe'

* . readings, évaluating essays written by students whose English is to some .

extent -influenced by other languages, and evaluaung textbooks thal
might be used to supplement xcgular basic writing-texts.

<

" Week 13: Special Considerations for Gommumty College Programs

Readmgs (1) Johnson, G? R, “Teacher Preparauon for Commumty/ '
. Junior Colleges.” Community/ Junior College Research Quarterl‘y 1
(1977): 249-256. (2) Pritchard, N. S. “The Training of the Junior Callége
English Teacher.” College Campasmon and Commumcatzon 21 (1970):

4854,

Resources (1} Arden, J. W., and W. A. Tﬂrell Research and

'De_u,elopmcnt of English Programs in the Junior College. Urbana, -

I1L: NCTE, 1965. (2) Kasden, Lawrence: “Chairing a Two-Year College
English Department.” ADE/MLA Bulletin, September. 1978, pp. 14-19.

/ Commentary Because commumty colleges are the largest employer

of specialists in basic wrmng, some time in this course needs to be

- spent on the special needs and characteristics of community college -

students, as well as on the practical matters of WOr!_c‘ing with community

- - college administrations, with Jaboratory programs, etc.. A specialist in
- teaching writing in the community college should be.invited.tor this

.class, with discussion cefitering on the ways-in which the topics so -
far discussed in this course would be adapted to qommunuy colleges.

.-
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Week 14: Balation .
. Readings. (1) Shaughnessy, Mina: Errors and Expectation’, chapter 8

... and appendix. (2) Bernadette, Sss Miriam. “Evaluation of Writing: A

 ThreePart Program.” English Journal 54 (1965) 23-27. (3) Brown, .

- Rexford “What We Know Now and How We Could Know More about .
Writing Ability in'America.” Journal of Basic Writing 4 (1978): 1-6.© ¥
(4) Cooper, Charles. “Measuring Growth in Writing.” English Journal . =~

{

64 (1975): 111-119. (5) Hake, Rosemary. “With No. Apology: Teaching

to the Test" Jeuwmal §f Basic Writing 4 (1978): '$9-62. (6) Harris,. - o h B
" Muriel. “Evaluation: The Process for Revision.” Journal of Basic SR
Writing 4 (1978); 82-90. (7) Matthews, Roberta S. “The Evolution of - ‘- .

- One College’s Astempt to Evaluate Student Writing.” Journal of Basic . 3%
- Writin®% (1978): 63-70. (8) McColly, William. “What Does Educational -

Research Say about thé Judgment of Writing Ability?” Journal of
Educational Research 64 (1970): 148-154. (9) McColly, William. “Com-

position Rating Scales. for General. Merit." Joumal of Educationa} S
Research 59 (1965): 55-66: (10) McDonald, W. V. “fgrading Student - - .
Writing: A Plea for Change.” College Composition and Communi- ]
cation 26 (1975): 154-158. (11) Metzger, Elizabeth. “A- Scheme for R
L Measuring Growth in College Writing.” Joumnal of Basic Writing 4 =~ P

(1978): 71-81. (12) Noreen, R. G. “Placement Procedures far Freshman

‘Composition.” College Composition and Communication 28 (19%7): " _
. 141-144, (13) Palmer, W. S. “Measuring Written Expression: Quality et
Scales and the Sentence.” High School Journal 60 {1976): 32-40. (14) S
White, Edward M. “Mass Testing of Individual Writing: The California :

Model.? Journal of Basic Writing 4 (1978); 18-38. (15) Williams, Joseph.  * _
“Re-evaluating Evaluating.” Journal of Basic Writing 4 (1978): 7-17. - ¢
~ -Resources. (1) Bloom, Benjamin, et al. Handbook of Formative and

. Summative Evaluation of Student Learning. New York: McGraw-Hill,

1971. (2) Braddock, Richard, et al.'Research in Wyitten Compaosition.
Urbana, Ill.: NCTE, 1968. (3) California Association of Teachers of g
English. 4 Scale of Evaluation of High Schoolk Student Essays.
Champaign, Ill.: NCTE, 1960. (4) Cooper, Charles, and Le¢ Odell, > .
edy Evaluating Writing: Describing, Measuring, Judging. Urbana, Ill.:
NCTE, 1977. (5) Diederich, Paul B., et al. Factors in Julgment of
Writing Ability. Princeton: Educational Testing Service, 1961. (6)
Diederich, Paul B. Measuring Growth in English. Urbana, Il.: NCTE,
1974. (7) Judine, Sr. M., ed 4 Guide for Evaluating Student Compib- - -
" sition. Urbana, 1ll: NCTE, 1965. (8) Larson, Richand L. “Selected <
Bibliogriphy of Writing on.the Evaluation of Students’ Achievemerntsin
“Composition.” Joumal of Basic Writing 4 (1978): 91-100, |

'
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,_{*' Commmtary Evaluauan isa tcchmcal suhlect that requu'es traxmng.

" ig--Statistics and other areas about which Enghst\ teachers are olten
‘ignorant. This class session should include a guest speaker who.is a

. specialist in‘evaluation. The topics to'he explored include ways in which

- professional - evaluation experts can work with. English teachers in _
dxagnosxs and placemcm ways to evaluate student writing other than the

 .traditional -A:B-C-D-F manner, and ways(to cvaluate the cf(ccuvencss.

$

Qf basic wrx?ng classcs. - . o~ , .

K ) . x,

 WeekJ5: Desigiing Courses for Basic Wnung Studepts i

Readmgs () Campbcll DngnnaS ndTemr Ryan Mexer . qusxign
for a Developraental Writing Coursé: X x}&d‘emxcallr{)nﬁcx pa#cd
. Black Students.” fournal of Basic¥ /ritifie éf Te): 2050 Q) Desy,
Jeanne\ *Reasoned, Writing for , /' Coutse Dmgﬁ" ..

Journal of-Basic Writing 2 (1976 ‘, Q}f’()imgw@a@f “Langudge =
and()omposgxon.'ﬂuecl\dasze ' e t.. o
J]oumal of Basic Writirig 2 (19 c%g '.\E.“,",_ -
< the Thmlu g Process dn _ ; R Py
1976): 60-67.X5) Picrsg Pay ;-;-‘ a;g[':u g W{it_mg:-. _ f Basi \""","*
wﬁung (1976)268°%7. (BYPofis ;‘g/«_ e ' Jou e
OLB “ i ST DORE .\;‘.& A< \\"“ ':"_. <k f",( . /"":';:’Y’ : Ek‘
. .- Resousces. \1) i 10N i3 lena Go T Glenview, i
1il.: §cott. Fresnfan. 1976: (2) ¥ ii. ed Com: ndmg Ssuences.‘ "
A Chartes Cour&f ,m Basu: ; tmg zil.?\ Gl view: JH. Scott, - N
" Foresmgfy, 1974. L G ' > _-_-“‘/ﬁ.‘; o
' Cofumentary. On pfthe fundany J?a pfions i érlyi g this\y 3 "{
) o 9is that progyan for basic wr fé W8 studefits, tpust be deve lopéd N
ducuvely rather /] ndeducuvcly in ord¥etg ec“\ peg g idgal 1’| A\
needi rathe: thaft merely r.he gencralued ne -Pu a&; N R
'. students. T -

., potential usefulness or adag "'biﬁtw& Students with \dilferept” back- -

| _ design a program, given hmuauom’of budget and )

- In_thi€ final ‘session - the ‘ot ._'_"”sseg. the rcada gs. al ,f o
describe entire courses fqr”basxcgw'?icmg ‘students,. an & f—‘m e'i];,f :

.
N e

B N
pre thow to "
iel, that best N
rde how' " - ¢

grounds and ‘different needs. e dan ‘should also

serves the largest number of students, The pl

19 usc a combination of Pclassroom and I rato, “to eat roblems s

Ny
o

- thcy may find themsdvcs.

~ individual at&:nuon. A ‘discussion of such’ *practical ma t, ers is a humg

conclusiop {0 a course that attempts to develop a § repertoire of o
techniques and a fle:ublhty which will allow- tmchcrs'pi basic writing
5, 10 teach effectively in whatever situation and within whatever oonsmunts e
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L Kenneth A. Brufiee _
' Brooklyn College, CUNY -
- . . . A ’ -
.. Bruffec makeswa case for' the educationa) effectiveness of using peer
U, tutoss in basic writing centérs. While' his . primary topic is the
& selection, wraining, and function of peer tutors, he also outlines: -
o ' simportant aspects of establishing and maintaining a writing cénter
* oo campus. - R o

N

-

- Peer-tutoring writing cénters are places whers, in-an inforgaal setting,

+ *collegé students help ather college students learn togwrite. In most -
;. peertutoring programs the tutors are trainied, either in specially designéd -

 aedit-bearing courses or in noncredit seminars. ‘What follows is a
. general description of one such program, the Brooklyn College Writing
Center, a peer-tutorihg center which, since 1973, %has served'an averagé

-0l 800 10 1,09 studenss each semester.! A sithilar program, adapted to" -

conditions prevailing fn two-year colleges, has been established at
_Nassag Community College.?. S oo .

R >
R \..~. . \ e N o

EN

The main service performed by a peer-tutoring . wtiting center for its -

© +  college is to supplement fofmal classroom instruction in writing by

SR
v,

offering an alternativé, long-range- context for Jearning. Students un-. _
_ questionably learn a great deal about writing through formal in'struction, -

4

-

* ~ and they need that instruction. But writing is not like riding a bike:

~ which individuals learn pnree and never forget. It is something that

T dtudents must learn’ gnd r€learn as their education -advances, as their

ideas become more, complex, and as they mature intellectually. and
. emotionally. The purposeof a writing center is to help studenis develop

" their ability to write in ways tailored to their individual needs, Sometimes

’

"7 tutors wark with students for several weeks, or cven a semester or moré.

13T
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- " In other cases tutors, rcspond on an ad hoc basxs, helpxng students -
' pewuhwrmngproblcmsastheya:easkedmwmepapmand
s exanunauonsmthwsubject-mauer courses.
' To be successful, therefore, @ peerautoring program must have the
* proper educational context, Itaequires a campus where faculty recognize
, . that writing is essential to lgaming. A writing center should be part of
~+. .. acampus-wide commitment to more and better student writing at all
' _levels and in all fields. On the other hand, just as a peer-tutoring:
* writinf center. rcqmres campus comniitmient.to writing, it can also be
an eifective tool for gaming that commitment. This is the second value:
. ‘@ wriling center may. have for its college. An active, visible writing -
) - center which engages enthusiastic undergraduate peer tutors in its

. . “intracurricular. activity” of developing students’ writing can-draw - ]

aention to writing throughout the campus. Finally, peer m\onng hasa
hidden bonus that I will discuss at the end of this essayt it can bring

-+t0 a college Yhe .important. social dxmensxon of leammg‘that mass'_ o

. hxgher education sorely lacks.
@ - The evidence of the positive e£fects of peer tutoring on the wmmg
- of college students is not yet formal or rigorous. But the evidence is
" overwhelnting that peer tutonng in general has immense potential. In
= Peer and Cross-Age Tutoring in the Schools, to my mind the best
& shonguxdetoallaspeasofpeerwwtmg,moomséys. ' R

R In 90 percent of the studies [reponed]. tutees made significant .
- progress jn school achievement measures—-largely in the areas of
I . Teading and language arts. Thus, it is evident that a great variety
oo : of tutoring programs are dfccuve in producmg sxgmbcam learning *
AN . . gains by tutees.d

o Bloom cauuons, however, that the studxes she dxscusses “tend to be the
' " more carefully desxgned" ones and that others -

are unhkely to produce ‘these results, especially when the tulormg
... process is not continued lohg enough, when the tutoring program

= and materials ase pootly structured, or when the materials available - :
are inapproptiate to the needs of the tutee. However, if the minimtm . >
conditions for tutoring . . . are satisfied, with few exceptions the

- tuteesmadedeargamsmoogmuvelammg‘

Although Blooni’s evidence is drawn from.work donc principalfy-in.
. o elementary and secondary s¢ ools, it strongly suggesis that when peer

: " tutoring in the less formal seiting of a college wntmg ccmer xs properly -
evaluated, it too will prove “elfective.s :

-

RO

. The success .of peer tutoring at Nassau Commumty College and .-

" -Brooklyn’ College tends to support this view, although it has been
© measured so far only mformally At Nassau, Beck reports lha“'a poll

¢
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Peer-Tutoring Writing Cenaers . - g

of classroo;n teachés,ixxdi@wd as much imi)rovém'q'm» in writing of
studefits Tutored by peers as those tutored by faculty; several.instructors

toticed increased enthUsiasm -about writing in general in students- of

peer tutors.” The Brooklyn Callege Writing Genter gauges its success -

by the numbers of stadents which it regularly serves, by the gﬁ%qﬁon

of the tutors who work there, and by sheer survival.
< Kocation and Organization

5 ) - e - . .t _ . . . .
- Location is erucial to a successful ‘writing cenér. A drop-in writing -

center must be wihere the students are. Its furnishings can be plain .
", *and'modest. It needs to have little more by way of equipment than-tables,

chairs, .a couple of typewriters, and books (some" rhetorics and a
dictionary—preferably chained tq the floor). But it absolutely must be

placed where it is highly visible and réadily accessible: in a room off the

student caleteria, on the first.floor of the student center, off the entrance

to the library, etc. At Brooklyn, for example, the priting center is acyoss -

from the libragy on the walk where almost every student passes on the

way in'zndoutoithe'collegegatc.' _ o _
L~ Inside, evesything possible must be done to make it easy to ask’ for

- help. The organization, should be kept simple so that students don't

feel they're being lassoed by red tape the minute’ they walk in the

.doorRecord-keeping should be minimal and done unobstrusively only -

alter the main job of: helping has been doné. At the Brooklyn center,
tutors keep a personal log describing their work and their problems as
tutors and as writers. They also enter on a #% 6 card the academic
classification 6f each student they help, the type of help Tequested; and
what they did-to meet the problem. They do not record the names of-the

students they help, so that students, who are often intimidated, . self-.
- conscious, and embarrassed, feel as little as possible the risk of exposure. .

Tutors often wade names with students they work with, of coutse;and

. 'some’agree to meet regularly with a dlientele which they work up on .

their own. A teacher who wanis to be sure a student assigned to get

help has actually got it can’ask the student to get a written report i

~from the tutor describing the work they did together, " -

‘Naturally, there are limitations to the services that peer tutors prqvide. -

-Some of these are imposed by the faculty ‘and some by the tutors:
themselves. Peer tutors are not editors or ghiost writers. Tutors soon -

reilize that they have their own work to do and don't have time to

“do other-students’ work, too. With encouragement and practice, they get

very good at saying no." Although. many students need help ‘with
grammar, usage, and mechanits, the kind of help mast students ask for

»
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is the kmd peer t,ur.ors are most able to gwe‘ help in getting startcd'
“and in discovering, expressing, and organizing ideas. Teaghers and
®itors together can make their own- work sheets to usc in tutesing or
draw on t_egu’book cxf:rcisa relevant to the needs of the center’s clientele.
Suﬁmdsu(igec'_f - « L )

-

A member of the- lmghsh departmem facull,y (or bétter still, several '
members pait-time) should be assigned to a peer-tutoring cemer to
answer tutars’ questions and if necessary supplement their instructian—
*in effect, to tutor the tutors. Tutors miay turn to the faculty member
- on duty or to each ather for help at any time. This is one of the most -
_ important conditions under which peer tutors work in a center of this’
.. kind: they work independently-as tutors, they are not closely monitored .
S “superwsed." yet they always have access to help. Furthermore, .
when a wtor turns to a dictionary, a rhetoric, or an instructor for help, . -
tutees learn somethmg fundamental to education: ignorance is nothing .
“to be embarrassed aboutt it is.not equrvalem to stupidity. To admit .=
* that'you don't know scmcihmg is the essential {irit step to learning.
- . Because a peer- tutormg center deals with such basic attitudes toward *
learmng, and because it is central to a campus-wide concern for writing, -
* it should be funded by .the college as a wholé Also, becaust a peer- s
tutoring program differs structurally from more conventional tutoring
programss, it may require some¢ innovative budgeting. In conveéntional
tutoring programs, faculty or graduate assistants’ work. dxrectly with°
- undergraduates. The budget for these programs covers thewages of those
directly involved. In contrast, a peer-tutoring program lessens these costs*
‘) because Eewer staff members work du'ectly with students. Instead, the staff
* teaches writing 1ndx:ecﬂayuough a cadre of trained undergraduates., (
But a peer- tutormg program requires sipport of another kind. It has
' to pay -faculty to supervise. and teach. tutars.. An -essential feature of
. the Brooklyn’ program, for example, is the writing’ course that prepares
the tutors. By improving the tutors’ own' writing through a process
oE peer criticism, these caurses keep the level of wtoring high and’
-maintain the tutors’ awareriess of thedifficulties writers face. In addition,
the courses insure a continual supply of capable peer tutors sufficient _
to meet the needs of the college. Sound, serious, credit-bearing writing: -
_ .. '~ courses o prepare tutors academically and support thém in their wor
e % are as much a part of a peer-tutoring program.as tutoring itself, smnk
_ . the best tutors are-tutors who write well themselves, - = -
« "Onpe: intermediate composmon courses is_enough for - most small
. writing cénter programs. Larger programs, and those (like the Brooklyn®
' el o &
. . , . -‘140 o o
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, College p&ogram) which sqmetir;xes- shpbly tramed and experiencea-

.- M5

* big-brother and big-sister tutors to local high school writing programs, -
may add.one or two mose gourses in order to increase the sophistication .

-of selected, advanced peer Yators. One of thiese courses may be advanced

composition. Another may be an-elementary, practical course in the -
. English language: semantics, grammar, and linguistics. Instructors who -
teach'these courses, furthermore, require special expertise. They should

“teach as much as possible through techniques of group inquiry and
collaborative learning in ordes to engage tutors actively in learning,

. justas they in turn actively engage those they tutor.

. Most programs which do not train tutots in credit-bearing courses
nevertheless provide training of some kind. Tutors work in small groups
with'a supervisor, ineet for informal sessions to discuss specific problems,
observe themselves tutoring through closed-circyit television, and so on.
Most programs also train tutors ta some degree in teaching techniques.$

It would seem normal in terms of the division of academic-labor. .
for writing tutors to be trained by membsers of the English department.
- At the same time it is unfair to make a writing center the exclusive

~ budgetary burden of the English.department. Courses for peer tutors can
put undue strain bn the resources; of«the department that offers them,

'+ Decause enrollment in writing,.courses at every level Wust be Rept

.

N

sell-selection normally occurs. Those the idea appeals to gravitate toward

> relatively low and tutor training requires a'claser than usual relationship

between the undergraduates and the peérson training them. Moreover,
the college as @ whole, not just one or ‘two departments, benefits
directly and positively from these courses. | . . -

. A peér:tutoring writing centér shoul efore & funded in a special
way. ‘Funds for the writing center s .added regularly to the

budget of the department or unit, assigied to teach the tutors. These
furidsghould be stipulated to’ cover, first, the nécessary courses given
 as part of the regular curriculum éind, second, the wages of the faculty
’who-‘ work as resource personnel in the center itsélfy, Finally, some
allowance should be madsg to pay a few advanced tutors; since tutoring
is itsell part of the requirement of the first semester of preparation,

tutors ase not paid until that credit-bearifig semester has been completed:

Selecting Tutors -+~ - . L ae .

Normally, tutors-can berselected through' teachers of freshman compo-
sition or- in some cases through more advanced courses in a variety_
of disciplines. A leuer of invitation describing the ¢ourse, the work™ : .
. involved, and the advantages of being a tutor may be sent to'students -

- recommended in this way. In responseto such an invitation, a kind-of

»
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thc program. .those -put off by it do not respond. In adchuon. in some
colleges the writing center faculty may interview praspective tutors. It
is difficult at best, however, to uienufy potentially good tutors and
eliminate potentially weak ones from a gwen group of fairly competent
students. Experitnce seems to suggest that interviewing niy be helpiul,
but may also be more time-consuming than it is warth.

The invitation itsélf is the key to successful recruitment. The 1cuer
describing the Brooklyn program; for example, emphasizes the charac:
teristics which tend to make good tutors. The 'best tutors are relatively

- mature, capable of working well with other people, and interested in °

helping their fellow studenis. They must of coursebe compétent writers.
But for this work, human qualities are as important as academic

_ 'cxcellcnce Besides describing the course requirements (log. papers, peer

critiques, lutormg three hours or so a week) and the reward in credit - -
hours, the invitation should also explain w‘pat a student machpea (1)
get out of peer tutoring educationally and pexsonally . :
Peer tutors can generally expect to gain improved writing ability,
closer ties with members of the faculty, better understinding of the-
purposes and aims of higher education, some degree of heighterfed
sel-awareness, and the satisfaction of being of diréct and important
service to their own student community and -the college as a whole. At
arge colleges and universities, and especially at cammuter schools like
rooklyn College, the expectation of a lessened sense of social ‘and
tcllccmal alienation through mcmbcrshxp in the sort of tight-knit -
\madenuc community that peer tutoring provides is itself trerpesidously
appealmg to many'mature and competent students. ,
- Ability to write well is an xmportam but not neoessanly pnmary
qualmcauon for peer ‘tutors,  because a peer-tutoring program assumes
that writing is a process of human communication and that many

. .studcms writing problems are caused by the students’ mabxluy to

imagine dn intelligent, sympathétic audience.” For many student writers
this state of-mind proves to be an almost insuperable barrier to written
expression and thus to mature thought and mental growth, Peer tutors

*who are personally sympathetic as wéll as academically competent can

help their fellow undergraduates overcome that barrier.
A

- . v
l t o -

Tramgng Tutars '

The mtermedme writing course in wlnch peer wors at ‘Brooklyn are
prepared for their’work has’ s¢veral unusual and perhaps unigue
charaxteristics, The semester is divided roughly in'two.? During the first
half the tutors concentrate mainly on wnung, reviewing grammar, and

. _' . R 3 :
. - . . . )
. s . - . A . B
B . . .
S
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-~ learning techniques of analysis and evaluation. Their first two papers
- are written on topics of their own choice or ‘on topics drawn from

#.

their subject-matter courses. The papers are organized in a simple, .~

. standard rhetorical form., During this period the tutors-also begin’
: tutoring more or less cold turkey. Until they have had some experience,

. tutors find- discussions of tutoring too theoretical, and they are too
apprehensive for anything more than general instructions to have much
effect. Experienced tutars look after the beginners during these first few
wecks, and the teacher devotes a few class hours to the problems of

- getting started as a tutor, - A

.. Inthe second half of the semester (roughly), the tutors write two more -
. papers, this time on topics related to their tutoring. Class discussion ngw -
. ~ begins to concentratd less on writing per se, turning instead to igsyes
.and ‘problerns arising out of the tutoring experience. In additidn to
writigg four papers during the term, tutors, keep personal logs reflecting
- class discussion, their experience writing, and especially their experi-
. énces and problems wtoring. Occasionally, tutors read excerpts from
" their logs aloud in class as a basis for class discussion, and twice during

the term the teacher reads the logs and comments on them to encourage
informal reflection: - ' R . )

. The work most crucial to preparing effective undergraduate peer -
tutors, however, is peer criticism. Every paper that tutors wiite for this -
course is read alqud to the class by its author and then receives careful
criticism written by ocher tutors, in ‘addition to the comments and
evaluation of the teacher. The teacher also comments on and evaluates
‘these written critiques. What appears at first, then, to be a light load
of writing—four papeis during a semester—turns out to be a relatively
* " heavy load of four papers, eight critiques, and, toward the end of the
- semester, two responses by each Guthor to critiques othei- tutors have
written. This process of peer criticism is the classroom counterpart of
the work tutors do in the writing center when they help other students
improve their writing. S ' . '

The process of peer criticism is progressive. The first set of critiques

asks tutors to describe the papers rhetorically, and: specifically not to
- evaluate them. Here tutors learn the difference between what.a unit of -
prose “'says’ and what it “"does'" —the rhetorical purpose it serves in the

essay.? In criticizing the secong set of papers, tutors add to the rhetorical
description a tactful, detailed evaluation telling authors what they did

right as’well as how they could improve their papers. Since the third

, - and fourth papers are on topics the whole class is familiar with—the
-~ tutoring process itself—in writing peer.critiques for these two papds,
© sngors are asked to (ke issue with content and argument as well as

.\ . _'--' 5
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crnuc:sm,andamareaskcdtoc\mluateeachothascrmcalmhmqm
and manner.

Hence, the wtors learn through tlus progressive process ok‘ pcer :

criticism to distinguish three types of analytical ‘reading: objecuvc.

rhetorically descnpuve analysis; evaluative or mdgmmtal response; and -

reaction to the issues and point of view developed in a paper. To fprmal

. peer criticism of writing, the final set of critiques adds the formal
- peer evaluation of peer-criticism itsélf. Tutors cxamme and evaluate

‘the critical dialogue they have engaged in.? -
“The final grade in the course is based on all of the studemf writing;

| including their peer critiques, and on the wnung center staff’s judgment - -

of the way students have fulfilled their responsibilities as tutors. Since
students write some of their assignments (the peer qxuqucs) on wnung
which their classinates have done, plmctuahty in meeting dea
umponam in dns course. Just as peer cnuques are the.

coumerpan of tutoring, this necessary punctuality is the coumcrw: of
the reliability that students must exercise as tutors.

. Although some facuilty wark well instinctively with a pxoccdurc such
as ‘the one described ‘here, others may find it useful to sharpen their -

~‘awareness and acquire some new pedagogical tools before undertaking -

it. At Brooklyn College, faculty who intend toteach this coutse appren-
tice themselves to those who have expenencc teaching it by sitting in
~son the class and working in the writing center for a teym. Perhaps the'
best way for instructors to develop most of the skill and attitudes

. appropriate to teaching. the course. would be to “take” the ourse

themselves under specially designed workshop condmons."

o S "\\ .
EduationalSigniﬁcanoe.'- . T e -

-

This description of the traini'xi'g that tutors undergo and my earlier

- comments on the academic community that tutors enjoy in a peer-
o tutormg program should suggest that besides performing a valuable

service for its college, a peer-tutormg writing center program also
provides an important educational experience for the tutors. In fact,

peer tutoring provides what educauonal sociologists call “the essential o

conditions for mmobilizing peer-group influenice around intellectual

concerns.”? In a context of socially productive, servicevoriented sodial -

exchange, and as part of the credit-bearing ¢usriculum, a peer-tutoring -

prograin develops in the tutors two inextricably related functions of the .

educated mind: evaluative judgment.drid verbal thought and expression.

» . .~

"techmqm Finally, authors are askcd to comment on and reply‘ to .

%
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Peer tutoring ‘tends to help tutors learn better how to learri by
bringing to bear, through peer tutoring and its classroom equivalent,
- peer criticism, the social and emotional foundation upon which intel-
. lectyal work rests. As peer tutors and peer aritics, students in the program -
face ideas as fluid, growing forces in their own minds and those of their -
© peérs, not as artificial entities fully formed in an abstract state. And they -
coniront the personal and proprietary interest that people feel for their
own ideas. In this way, they become much more aware than most
Students ¢ver do of the fragility and uncertainty—and the inherent R
. excitement and pleasure—of mental work. Peer tutoring therefore
.attacks the “writing crisis™ at its root, which is not lack of “skills,” -
but students" inability to recognize, formulate, and express ideas of their .
.own and to integrate education into everyday social, emotional, aufl
practical life. ' - . '

- . v
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| - .Thelssues
E.Donald Hirsch, Jr.” . KN
University of Virginia oo~ _ -
-~ | : -“‘ . . ‘ B ° s ) '-
"~ . Hirsch asserss that basic writing is one of the few in English -
which is not only wide open for the serious resear ‘butis -

© - also begging for their assistance. The essay serves to direct us
.. . toward specilic areas, to define the needs, and to suggest the urgency
for reliable as well as imaginative research. : '
© Qur field of composition is in a paradoxical situation. We enjoy greater
prestige than we had a decade ago; we can now get jobs while other
* English teachers cannot; we know ‘more than we used to know about
‘techniques of teaching; and while' wedknow that we hust still conquer
- & huge, still unknown realm of learning, we also believe that this great .
domain can be explored successfully. We know also that there is m
* on this new frantier for any enérgetic spiryg who wants to push back
the boundaries of knowledge. Composition researchiis probably the most
significant intellectual frontier in college English departments today.
- But the paradox arises from the other side of ouf work—our continuing
~ uncertainty about basic facts énd methods and, most wearisome of all,
- our unending task of reading papers and commenting on’ papers and
ultimately grading papers. : : Co
‘There is no great breakthrough in sight to chahge this aspect. of |
composition teaching, and we are rightly suspicious of schgmes which
. claim to remove either drudgery from the teacher or hard work fromour -
-+ students. The réwards of our wark can be great for studeént and teacheg -
- - alike, and its imporiance is unrivalled. But for all this, tke drudgery
does remain, and-it always will. So, when I speak of n research
. in composition, I don't foresee any ultimate change in thé basic need
- for paper-reading by teachers and paper-writing by students. The,
Yesearch issues that I shall discuss concern improvements thit can make
this basic pattern yield better resylis. . - : :

. C . .. R 146 | i s
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Inﬂmmpxcszhatlwxllhemuchmgon,thetea will detect my T
oonvxcuon that such improvements are: connectcd ith the ‘problem of :
gmmng a consensus among ousselves, unlikely as that may appear, in
view of the diverse appraaches, habits, and conwcuons that we have. .

" Nonetheless, I believe that a future consensus among composition
teachers is a feasible aim with regard to many issues which have divided
us in the past. The reason I think so is that controversy over a subject
. always tends to diminish as knowledge about it gets broader and deeper.
" The phenomenon is well known to historians of learning and is even
acknowledged by Thomas Kuhn, despite his skeptical views associated
with the ward paredigm. (I'm reférring of course to Kuhn's book The

. Sthucture <of Scientific Revolutions [Chicago: University of Chicago ™ ..

. Press, 1970].) He and his fellow .intellectual and social historians agree .

S u thata submct of inquiry like composition experiences two principal

stages in its growth as a discipline. The first stage, which Kubn calls
. “immature,” is a period when “a number of schools compete for the -
"“domination of a given field.” This period is marked by controversies

like ‘our own, in which pcople “confronting the samé phenomena

“describe and interpret them in différent ways.” With the gradual advance

of knowledge, the conflicts subside, and a consensus builds up which

forms the discipline.inio a gcnumc intellectual community. Members

- of this, commumty can- then take the foundations of theit field for

A and can thesefore dnect their auenuon to thie problems and -

[

solunon to a prohlem At this more advanced penod, progress -
in-the- dxscxplme. hecomes'rapid and exciting, and it is then that it first
becomes a genume or mature discipline. Where before progress had been
sporadic, uncertain, and disputed, now each new piece of work can be
assimilated and integrated with the rest so that the frontiers of the
dlSClpllne are pushed back irra clearly understood way. While we would

- a]l agree that composition research hasnot reached this stage of mammy.
theré are good grounds for behevzng that it can do s0 before many more
years elapse. : :

-

A Thought-Expenment

L]

" To suggest why- my opumxsm is rcasonable. I am going to- perform

what psychologists *used to- call a thought-éxperiment. I-am going to
" suppose we really do possess some detailed and reliable knowledge that
we actually don't passess right néw, but which we could in fact uncover

-
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ina very few years. Firse, I'm going to assume in my thought-experiment

* that we have found otit some réliable facts about how long it normally-

" takes to make a discernible improvement in certain subskills of writing
for students between the ages of sixteen and twenty-five. And the point
of my thouglit-experiimens will be to illustrate how such anincrease
in our empirical knowledge will tend 4o create a consensus among us,
whére before there existed among us a great deal of pseudo-empirical,
ideological, ar what might be called theological debate. | L

- Psychologists have recently made yather precise a concept about skill -
* acquisition which we all know intuitively and which has long existedd
in memory theory as a contrast between passive recognition and attive . -
. .- recall. Another version of this psycfiological contrast is expressed inour . ' ©
~own discipline as the tontrast betwéen a passive vocabulary andan active -
- .vosabulary. It's well known that we passively understand many more
.+, words than we actively 'use, Yer, given world enough and time, wecan - . .
. dredge up from our passive vocabularies a number of wards that we . )
- don’t habitually use in ordinary speecht and writing. Some of these o
.. passive vocabulary words are rather easily available to-us, while others .
1 - ‘afeavailable only with great time and effort, and still others are entirely |
=« beyond our réach. Psychologists call these dredging-up stages “degrees
> of avaiilaﬁility." and we knbw intuitively that each of us has an «
* * availahility threshold for terms in our passive vocabulary, a threshold .
*. -that can only be. crossed after. goal-direeted rehearsal -and practice.
* Some of us, for instance, who are not crossword puzzle addj may have
a large passive vocabulary and yet stumble over a p - Kours, -
whereas a crbssword habitué 'who is less literate- than oursklves may
.- *  _polish off the puzzle.in twenty minutes. ‘Years, of rehearsal have greatly
A ‘enlarged the individual's casily available vocabulary without' greatly
changing his or her total lexicon, S N
" .Now, 0 get back - to my thought-expériment, let us suppos¢: that
. Tesearch has determined how much rehearsal time ittakes on J@average
- to make a discernible improvement in the degree of availability for each
of the subskills of writing. I am not claiming of course that these
- subskills are precisely defined and settled right niow; I'm just prefending . .o
- that they are in drder to create a plausible model like that shawn in ©~ . - * ¢
-+ Tablel. . . ' '
* .. You willimmediately notice that a discernible development of all ‘
these subskills will take longer than a college semester. Notice. also .
*that the weeks listed on the char®are quarifum times—that js, they-are :
the minimum times needed o effect any lasting improvement at all in
. the availability of the subskill named. So if you. don't take at least’ -
. } that much time, even under optimum conditions, you might as well “

9 .
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neglmt the subsml enurely Under these cummstances, the crucial

question we then must face is this: Which of these skills should we
® teach in 2 one-shat semester course and which ones should we neglect?

“WE cannot teach them all."My guess is that if we had only, the

information listed on this -chart, we would have some rather vigorous

L .. and familiar controversies on our hands wher we med to answer

: s  that question. : @

: But I will carry the thought-expcmnem funher and pretcnd tha: we.

" also have some additional ‘reseaich results of impeccable rehabxhty '

. ’I‘hesc fictitious resulis are summarized in Table 2. : -
-+ Now I'll ask you to ignate the pamcular subskills na bn' thc

. left-hand side (since they were chosen somewhat arbitrarily) and con-
centrate yops” attention ' on the- .gems on the right-hand side of the

chart. Théy represent the results of tests given to two compa:able basic

- writing student populations after they had béen igstructed for a semegster -

M

in these two different curriciila. The tests were conducted as follows. ' ’

. On the first day of . fosting, the students were gu(en ‘a choice of topics
and told they had to write a threepage draft in forty-five minutes,
without making any corrections on the first draft. On the second day
they were allowed one hour 1o rewmc the ongmal qraft, On the third -
day they wese allowcd up o three hours to @nse and rewrite their

‘ . .

oy .

: _ Table 1
: : . : o
Quaxium Tnme for Improvemem in Wnung Skxlls
: of Basic Wnung Studems" . v

§ -

s Subskill of Wnung ‘| Average Quantum Time to Reach
. ' " | “Improvement in Avaxlabxhty of Skill
" Usage o ' 4 weeks . .
Sentenge variety 3 weeks . .
. Inventipn techniques = . 2weeks - .
N Arrangemeat principles - 2weeks * ¥ R
_ o Paragraphing S weeks . : o
& | Genre-audience conventions 5 weeks : :
. CGolerence devices 2 weeks . .
" - .| + Focusing devices . - oy - 2weeks o,
-1 Analytical readmg shlls 5 weeks .
. : Total 28 weeks C - i _
- . Agumpnom. age group 17-21 and optimum tuchmg methods for each skill. anho- .
<. lectic skills, such as spelling and punctuation, and dnalect interference problems ad-
- -dressed in self-paced outside sessions, .
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. Papers. Thus, the numbers on the Mght-hand side rgg:bem the average: -

45t scares for each day for students who had undergp

<Jevision.

A Y

- A Hyb‘olhetica! Cansensus R , L
) '_ ln(a{ mémem I will suggest why this kind, of éxpcr'imental result is

g "

is superior to Cwrriculum'l,

~ . of instruction. Group One, as you see,
- Two in a rapid first

" lest, the groups werg a
' ‘hetter when students

Q¢

20

raft. Then in the revised'
equal, but Group Twor
took as much time as they wanted for a final .

® .
.-

¢ two patterns

could do a lot better than Group

draft on the second ¢,
did significantly

+y * Rotpurely whimsical and implausible. But first I.will state the.main
. inference to be drawn from the thought-experjment. It is the point =
.which I have made ajtheme 6f my remarks, namely the idea that we. -
will argue less when good research teaches -us, more. If all of us really-
trusted the above resulis—if, for instance, they had beén tested and dupli- -
cated even by researchers who were initially, hostile or,unpersuaded—I
think'that we would not divide into camps over thesé two curricular
patterns. We would very quickly form a consensus that Curriculum II
n'l, for, we would agree, first of all, that an -

S
[
:

85 is better than' a 60. We would also understand that these final - |

I

outside the classrgoin, whereas their.level of skill might not incréase '

. merely by further writing. Just in case some. skeptics
- + Talle2 -\ -
. W % i‘ji e ¥ .
. . Twclnsuuc;i'o_nal Patterns Compared® Wf ’
Curricula | e 1. .Tcst.R_esn.ilts

¢ f weeks.

I: Invention (2 weeks); Arrangement (2 weeks); |
“Sentence vagiety (3 weeks); Genre-audience con-
.| Vventions (5 weeks); caherence devices {2 weeks). . |
| Total: 14 weeks. - I | -, _
1I: Invention (2 wetks); Arrangement (2weeks); |- 1stversion: 20
Paragraphing (3 weeks); Analytical reading (5.

weeks); Focusing devices (2 weeks), Total: 1458

1% version:, 50
2nd version: 5%

L 1

2nd version: 55 -
8rd version: 85 !

~-

3rd version: 60 °

‘Auuﬁ\ptions: n&e group 47:-21' and o
lectic kills, such as spelling and
e in %mcd outside sessions, -

\J

{

(9

%

ptimum teaching methods for each skill. Graph-
punctuation, and dialect-iliterference problems addressed

- numbers identify the level of skill atsained, though not of course the level * -
- of facility. We would understanid that students’ facility in writing would - -
automatically increase jin both- cases. if they continued their writing

¢ €t

~

still refused to. | - -

" oe—.
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" be pcrsuadcd at this point, we would conduct fﬁhcr rcscarch 7 T
 determine what happened to-history arid English majors two years later, - -
after they had been writing a number of papers in-collége courscs. '
- The results of this hypotheucal research aré shown in Table 8. -

. By.the time this study had been well- pubhcued, we can be coh&dem

. that'a consensus would have been established favoring Curriculum II |

‘over Curriculum I, always assuming that we had confiderice in the ° .

| rehab;hty of the résearch behind the studies. Thenceforward, our contros-
e versies over that particular question will have sxmply dxsappeared.‘
.. Where hefore zealous partisans expended thieir energies in polemics, their. .
energies would row be directed towards still mere refined curricula that
are superiar even to Cumculum II. In other words. we would have
~ become; as Kuhn would say, a mature discipline in wluch passxon and
- zml no ]ongcr subsututed for lack of mfdrmanon, S Sy
LY

Cast-BcnefxtAnalyszs of WntmgSInIIs .' - . ) P

-

L Bcfore I leavc my utopxan thought-model J want to make ]ust a. few. '
o very _brief remarks- -about. the structure of my iniaginary experiment.
. . Many readers will have been nghtly skepticiil of its structure because
R . they will have doubted that the complex skill of writing can be'so ne’atly
B . broken down igto feachablc subskills. 'I.‘hey might suspect that growth in

. a{gue its pros and ¢ cons in our presém state of i 1gn0rance Butl dp want - - ‘

\*. . ) R . v

.. o o - e | :
.7 . 5 Tables e L
o : N S ' - '
Two.lnstrucuoria] Pauérns Compai‘cd’ _
.o .« wowe aher Two Years® - L .

. . e ""g -t - * ~ . ] ' . N
/ | .. Curticula . ‘T_'est Results [, f T

.| Gumiculuml |7 Istversion: 57 _{. Co
. .l 2ndversion: 65 | - SR
. e - 8rd version: 70 ]| o
. .| CurriculamiIl Y Istversion: 57 | . - _.
‘ I § .‘Tndvemog*‘ 75 S
-3rd versxon 90 :

~ o ) ‘Anunﬁtm post-tést lumtcd to history and v .
‘ English majors after two ful{ years of callcge

R ' : , coussc work. - . _ A A DR

> - ".
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to suggcﬁt 6ne aspeg of iy model which psychoiogis;t§ have established
‘pretty firmly. Learners have a very limited channel capicity at any

moment of time. Their circuits can get very easily overloaded if they are

-asked to perform several unfamiliar routines at the same time. When the
- mind does get overloaded in this way, an interesting’ phenomenon
. occurs: one’s performance in every subroutine, even in a familiar one, -
is degraded. For instance, if you are a-good speller, but are asked to write

a fisst draft on a dillicult topic, your spelling will decline'along with

. yopr style, whereas both Your spelling and stylé will be superior in a first
. draft on a familiar. and easy-opic. - ) |
~ This principle of overloading explains why it is plausible to find the -
. kind of differences that I posited in the test results, when students are
" -permitted unlimited Gmé to revise their papers. Each time they revise .
- and edit they can pay atention to a different aspect of writing without

~ . overloading their ciscuits. Given unlimited time, students who can best

read afid’ evificize their own -writings will probably compose.the best -

papers, even though th;y ‘might perform very badly in the first d_raft:
In othet words; the various subskills of writing may plausibly be

- submitted to a cost-bentfit analysis, showing that the teaching of some
. skills may lead faster to higherlevels of wiiting ability than the teaching |
.. ©of other skills. L e s ce

‘Thére is an dnalogy for such cast-benefit evaluation in the history

- of writing as a purely physical motor skill. Suppose we wanted to make

-@ cost-benefit analysis of teaching the Chinese ideographic .script as

compared with the Romar alphabetic script. And let us suppose that two

witers of equal dextéritytone Chinese, the ather American, were asked to.

copy out in their own language the first chapter of the Book of Genesis.

. Using modern ideographs, the Chinese writer would quickly leave the
- American, in, the dust. For every stroke made by the Chinsse writer, -

the Ameritan would need to. make four Strokes..Without’ a doubt,

- modern Chinese-ideographs are fhare éonducive io purely scriba fluency
 than modern alphabetic scripts. Lot - .
But when we look at the two methods from the learner's standpoint,

-

we get a dilferent result. The 26 characters of the alphabeti¢ script

might be leirned in“two ‘weeks, whereas the 44,000 ideographs, of |

Chinese; for allits final flygncy, would requiré two or-three years at
least. Now by analogy, if we have j\;,.gs_juthi_negn weeks in college compa-
sition courses, we are well advised to-prefer the teaching of a-few basic

;and constantly usable principles aver the waching of many local and
* limited fluencies. In composition skills, of course, no such clear-cut

comparison is possible. But we do needto accept the truth that limited
time forces us to- make: trade-offs and to faake chaices which we do6 not

. yet know how to make, T gain this kind.of knowledge is a research

o . .~
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152

SRR . ' .
“ERIC & ~
A} . . l‘~'
P'ull Provided by ERIC ." - .

-.‘i



.?'

. . . _ _ N\
1 S &oanudﬂuscmr

goalofhxghpnomymncemmlyhrmgusdmtoammemus .
. ower;eachmgaxmandmethods. L o )
| Th:lmPotuneeo(Evaluauon | U |

1
H

v

- Rtis obvxous, however. that no such knowledge could ever be gamcd

if-we could not evaluate the quality of writing ‘éduced by the different
methods of instruction. And so I will go out on a limb on the subject
of evalxation, a subject that is cm;remly the focus of my own research.

Itis also a subject with ramifications thatgofarbcyond research and start; |
far earlier than college composition courses. For many reasons I think
evaluation is our mast pressing problem, both in teaching and research. .

In the classroom, from grade school to college, the judge of writing
qualny*& the t:afha—thc grade giver. This powerful personagé works

in such mysterious and unpredictable ways that to move from one

‘teacher’s writing class to another’s can be like traveling from Poland to

" Peru. One teacher grades you down if you use the first-person singular,

another grades you down if you don’t. One marks you way up for :
correctness, another for ideas, still another for an expressive style or,

- contrariwise, for a neutral style. Students hold the universal belief that

true,
That smdem folldore is correct on tlns point was demonstrated some .

anApaper'anewnungsecu'onmllbeanapermanotherand. '

vice versa: The reason that théxr belief is umversal is that it is pmcally

-years ago-hy, Diederich in an experiment with 500 student pap’a's. I

will rerhind yeu of just one of his results. On a-mne-pomt rank ordering
(that is, putting the papers in nine piles.in order of merit), 34 percent

of the papers réceived every ranking from one to nine; 94 percent of

them received either seven, eight, or nine different rankings. No essay
reccived less than five different rankings. -

Undoubtedly, these results could be
particular institution in a.particular ‘multisection
gradmg sessions among the teachers: We hold such
university, and we always get tnore consistent resu

sions at my own
-afterwards than

"~ we got before. But that is only becausé, in the end, our group has agreed
' ‘to adopt the principles of our course director, not becausc we are

persuaded that those prmcxples correspond to our own. ¢
The main reason, then, for the baffling mystery of the composmon

class to the student is the bewildering variation among composition
* ' teachers in doctrine and grading. It is but a small step for a student’

10 move from bafflcmem to anxxcty, and most of us still haxbor some of

i
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those childhood anxieties over the mysteries and imperatives of writing.
~ We can easily understand why studenis take those: further downward -
steps-from apxiety to defeatism to the total waning of motivation.
Pedagogical Polem.ict and Rescarch e
So.much for the way our “methods” of evaluation can affect the '
teaching and learning of composition. Our methods also deeply affect
the quality of the research @esigned to improve the teaching of compo-
sition. Anyone well read in the literature of composition research will be
familiar with the suceess rate of new pedagogical methods as tested out
by their pioponents. As far as my reading extends, the success rate is 100
percent. The trouble is, we cannot'trust these results, We cannot be sure
.. of their duplicability or theirinherent validity, because we canniot trust
oy the principles of evaluation on which the judgments .of “experienced
: ‘readers” were based. The readefs themselves would be hard pressed to S
- enumerate their principles when challenged to do-so. I say this with v
somic confidence, because I once asked the Chief Reader at the Eduica.
tional Testing Service to explain his grading principles, and he was able
.to explain only his methad for getting his Table Leaders to agree with
-~ him. In short, we cannot as yet rely on any research that evaluates the,
- velative merits of teaching methods in composition. On thé other hand;
if the ‘problem of intrinsic evaluation can be solved (and it is at least
solvable in principle), then we will be able to have intercomparable
- results in research. Our empirical knowledge willbe put on a sourider -
footing. Shduld that happy day arrive, how pointless will seem our lack
of consensus over questions that are essentially'testable and empirical.2..
- 'What, for instance; does our banner ary “process, not product’ really. .
. amount to? Part of its success as-a slogan must come from its alliteration
rather than its content, since not .one of us would stick up for any
method of instruction that we firmly knew to be ai inferior method in
the teaching of writing. Nor would any of us who now stress the idea
of process wish to do so if we thoght that it bore no relation to product.
., Some time ago, in my first years as a director of freshman English,
* I had my own polemical axe @ grind underthe slogan ““composition,
not lLiterature, in the compositign class.” I knew at the time that those .
- who stressed literature did so lessfrom wickedness than from desperation
at not knowing how to {each writing. On the other side, so zealous was
I in my campaign against putting literature in the composition course -
‘that I overlooked the obvious. truth that teaching literature can mean,
when responsibly done; the teaah‘i reading. And jt is inherently .,
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" obvious t-hat we cannol write bcuer tb.an we can. read. Somc educators
propose writing instruction as a good technique for reading instruction, -
and there is évery reason to think that the opposite method is also valid—

valid enough, ‘certainly, to cool down my earlier zeal and parusanshxp

agamst teaching analytical readmg in the writing class. That' s.another

issue we need to learn .more abcut and another illustration of the
. int{mate connéction between partisan zeal and lack of knowledge.

The cure fpr ignorance is of course good research and the pxomul- _
. gation of its fruits. From research.already conducted, we can gucss '

. that many ol our controversies will end in intelligent compromise, as,

for instance, the controversigs of process versus product and literature
wversus_composition. While we cannot, expect sxgmfxmm research ad-
vances on a broad front until we agree'on standard measusing prmcxples. -
we can nongtheless state some of the criteria tth good composition -
. research ought to meet 1111 15 to yield us lhe knowledge that we sod

dcsperatcly need. \ _

Defmxtwenes.s and Gmemtweness . ' ' .

The mmxmal criterion of good composition rescarch would be defmxtwe- .

ness. A definitive pncce of work is simply one that will never have to
~ be done over again. It is research that provides an answer to a ‘question

* that has been so carefully framed that no significant loode ends (ex-
traneous vamblcs) are left over which might permit a diiferent result.- .

If other researchers in another time and place were to repeat the work,
they would also repeat the results. In short, definitiveness means

. " reliability, an elementary criterion for all good empirical woik. .
If, for example, a researcher finds that a teaching technique ¢om-

" bining workshops with tutorials is better than one ¢ombining classes’
and conferences, then it ought to be shown that anyone who repeated -

the experiment with that age group would get the same results. But for

this to be shown, the experimental method and the evajuative techniqiie
must have been so carefully described and tontrolled that any dnstam,

-researcher would duplicate theresults independently.
- Suppose for a moment that this work on tutorials had been accom-
. blished definitively for the first time. It would then atitomatically meet
- an even loftier ariterion for good research—that ol~generativeness, by
" which I mean research that not only leads to practical applications, but

also opens up whole domains of further research. If, for instance, our

- .researcher on tutorials had devised a ‘way, of canccllmg out extraneous
* wvariables, this newly developed technique would have many applicafions
for future experimental designs. The researcher would have solved a

* ¢
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problem, in this case a methoddlogical one, which opened up research
" possibilities which had not existed beforeg . o S
. Mostgood restarch in well-developed empirical fields must be contens
- to satisfy. the aiterion of definitiveness. Only very lucky ar very gifted
researchers can make generative contributions. Yet our field is so virginal °
. and so rich in'significant possibilities that many in the 1980s mdy have
a chance to make generative discoveries. And -even if not, the ideal of
.~ significant definitive tesearth is itself an inspiring one, especially when
.our research oppartunities are compared to those that exist in the
todden paths Of literary intéxpretation. Most of us, when we entered
graduate school, did notYorsee ourselv engaging in the kind of
_ research required by the 'problexgs,.'t e now recognize as mosg
* impartaiit, namely the problems of li rather than those of litera<=:
*  ture. But if-our profession takes us into realins that we could not have
- predicted when we started out,. that makes our enterprise all the more

adventurous and compelling. ‘
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L, % Urbana-Chathpaign, 1974); Vernoi H..Sinith, "McasunngTeacher dgmentin |
' the Evaluation of Written Compomum.“ charch inthe Teachmg of I:nglash 3 |
~ (Fall 1969): 181~ 19{; L
" 4.Richard Bmd&nd:.*kwtwd Lloyd- Jonu. and Lowell Schoer. Research in
Written Composifion (Urbana; Itl.: NCTE, 1963). Also’seé Paul B. Dxcdench.. S
+Gradi andMeasunng" (P.RJC&D 031 479); Dicderich, Measuring Growth in
Engl;sh(u 110: NCTE,1974); aad Fr. 1k, Frances Swineford, and
W i roan, The Measurem{n( ’{ﬁl’rm ' Abahly (New York. College
| l-.uwlm.uan Bodll, 1966)..

5« }ohn‘f Dewey, ﬁcmwaq and :':.dumlpn (New York. Free Press, 1966),
blG&w',-\-'t. . ‘- . °
8. lbui. :,‘ LY . ' ' '

7. 'lfhomas’.l.. C-recn. Ihc Aclwz:xes of Teachmg (New York: Mc(.raw-Hxll. -
191, 70- : S .
- 8 Ibid.
9, John Gal}worthy. “The,Japanese ance." in Stary and Struclure. ed.
. Laurence Perrine (New York. Harcourt Brace Jovanovich, 1974), p. 63, :
T 10 Jolm Bormuth,. Gn the ’I"hmy‘f Achievement Test Items (Chicago:
‘Unwefsu of Chicggo, Press, 1970) Also see Norman Gronlund, Constructing
Acheevemmt Teits\Englewaad Cliffs; N.J.: Prentice-Hall, 1968); Gronlund,
T Miegsurement and Evaluation in_ Testing (Ntw York: Macmillan, 1971); and
B Robm L. Thoindikeed. s Edycgtional Mcasurcmpmt. 2nd ed. (Washington, D.C.:
S _ American Council onk n, 1971). 7 _
11. Alan Purves et al., Conlmon Smse-and T amg in Englzsh (Urbana. 1 KRR
NCTE, 1975), p. 12. . .

12. Diederich, Measuring Growth. p 1ok -t .
. 13. Ibid. See Kuder-Richardson Formula 20 br 21. . - '
14. Gronlund, Constructing Achievement Thsts.

15. For additional information concerning the N, VGC. Pldgbment Test]
" INancy W. Johnson, “The Uses of Gramma iqal and Rhetorical Norms, Péda ©
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" Cornposition Placement Instruinent™ (Doctor of Arts chs's\\ﬁnhohc University

of America, Washi.ngtor?.(;. 1976). _
Chapter Eight =~ - SR -

1-O. K. Busas, ed.. The.Seventh Mental Measurements Yearbook (Edison,

- N.J.: Gryphon Press, 1972), pp. 465-502. / o RE S
AR Rexford Brown, “Measuring Growth and Proficiency in Witing,” Journal -

. _ of Basic Writing, CCNY (Fall 1978).

A

.- Report (Urbana, 111.: ERIC/RCS, ERICZJC, and CCCC, 1977). Other articles.. - .

-

A}

Workshops, ed. Steve Bannoyy..

. published essay,

8. Paul _B._Dicdcrich.'“Cooperalive'l_’répa;ation an Rating of Essay Tests™

(ERICED0Q1 750). : - . : -
4L Mulﬁs, The Primary Trait Systent forScoring Wr%:‘ng- Tasks (Denyer;
National Assessment of Educational Progress, 1976), .- N B

5. Edward Dixon, “Inflexes of Syntactic Maturity” (ERIC ED 091 748).
. Johin C. Mellon, *Factors of Syniactic Fluency” (ERIG ED 013 405), - »
7. 'Roy C. O'Donnell and Kellogg W. Hunt, “Symactic Mawrity,” in

Measures for Reseasch and Evaluation in ‘the English Language Arts, ed..

illiam T. Fagan, (Zharl'g's_ R. Cooper, and Julie. M. Jensen (Urbana, 1IL:
-RIC/RCS and NCTE, 1975), pp. 201-202. T :

JED 091 757).

went of Educational Progress, 1976).

10. Pal B. Diederich, Measuring Growth in English (Urbana, Il.: NCTE, |
" 1974). o :

SN -
Chapter Nine'- _ _ S
\ -
..} W. Robert Sullins and Charles A."Atwell, “The Desired Preparation of
English Teat_:her‘& as Perceived by Community Cdllege Administrators” (Un- .
irginia Polytechnic Institute, 1978)>, .- f B
2. Two reports that describe the kinds of preparation desirable for community
college teachers and for teachers ol composition in general, including basic
writing, are Eugene H. Smith, Teacher Preparation: in €Composition (Cham-
paign/lIL.: NCTE and ERIC; %b_ea). and Gregory Cowan, An' Annotated List
of Training Programs for .€o munity College English. Teachers: A CCCC
and monographs dealing with the subject of teacher preparation- for - basic
writing are listed in week thirteen of the model syllabus described in this article.
3. A good illustration of the increasing awareness teachers have of the need

Individualized Appr
Collegeé Compasition and Communication 28 (1977): 282-284. Another is.the
two, volumes publisfied by the University of South Carolirla at Columbia in
1977, the result of g NEH grant, which contain a variety of helpful articles
for trining tutors irf-indivi ualized instruction: T he Writing Laboratory Repornt
and Handbook, vo|. 1, General Orientation, ed: Larty Howland; and vol. 2, -

“Tor individualized i struction is Karen Steiner's"‘Sclc'ctch Bibliography of
gchc# to College Compasition: An E%C/R(S Report,” -

\
[%

Friz P. Dauterman, “Syntactic Mawwrity Test for Narrative Writing”  ~

xford Brown, Writing Mechénics, 1969-1974 (Denver: National Asscss- .

RN
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o : L °  Notes

4 Mm.o Shaughucssy. Evrors and Expeclat:ons. A Guide for the Tea:lm’Qf -
. BasiciWriting (New York: Oxiord Umversuy Press, 1977), p. 6 ' '
" 5. John A. Higgins, “Remedial Students’ Needs vs. Emphases in Texts-
Workbooks,” College Compasition and Commuiication 24 (1978): 188.

6. Maureen M3ment, A Description of the Writing of English 1000 Students
at Virginia Polytechnic lnsmu:e and Stale Umvctsuy" (M,A. lhcsxs. Vnrgnma
oly(echmc lnsuuue. 1978). - ' .
/ 7. Ibid., p. 58, 1~ :
Q 8. Kellogg W. \Huﬂu Gramm:ml Structuves Written ot Three Gradt Lmb :
Research Report ‘WNo. 8. (Urbana, Ill.: NCTE,. 1965), and John C.cMellon, .
Transformational Sentenie-Cambining: A Method for Enhancing the Develop-
© ment bf Syntactic F luem-y in English Composition, Research Report No. 10.
__ (Yrbana. I: NCT&.;IQGQ)\ '
9. One ol the best is John E. Roueche and Jerry J. Snow, Ouercommg
Learning Problems (San Francisco: Jossey-Bass, 1977). '

10. Complete lnbhogfaphu: information about all the books mcnuoncd in thu
* section is included in the course syllabus that follows.

i : R | B Shaughncssy. Errqrs and Expecmxon& p 5
: : 12, 1bid., pp 9-11. | L '
C8.Ibid.p 17, b o 4
M, Ibid.,p.26. ' -, S :
15. Ibid., p. 44. , , s
- 16. Ibid., p. 49. ; ' :
17. Bibliographic mformauon is comamcd in the rcadmg list for week seven.
.. 18. See William Labov, The Study of Nonstandard English (Urbana, 1lL.:
NCT!:. ml%-of;l Applied’ Linguistics, and ERIC, 1970), pp. 28-30, for a

~

. "~ discussion of how the rules of a second dialect are incorporated into one’s
~- '+ ' linguistic repertoide.. : "';
. Chapt&Tm - : L | ‘
L. Although the program is of my own design, it owes its existencé to the
 collaborative effort and vision of many people. I cannot possibly mention theni
all, but I'must at least dischaige my dcbz tq Judy Fishman for her’ valuable 7
suggesuons in writing this essay. L§1

. 2. The Nassau Community College program was deslgned and duccted by
- Paula Beck. A program at Quéens College directed by Judy Fishman is modeled
% i part on the Brooklyn program, but has valuable’i innovative [eatures of its own.
A useful general description of a basic peer-tutoring program is Mark Edward
- Smith's dissertation, “Peer Tutoring in a Writing Workshop,” University of
Michigan (Ann Arbor, Mich.: Xerox University Microfilms, No. 76-9320, 1976).
Besides practical advice, Smith also discusses the theoretical background of
peer tutoring. A journal article discusses peer-tutering programs at three very -
different institutions: Brooklyn College, Nassau Community College, and the
- University of California at Berkeley; see Paula Beck, Thom Hawkins, and Marcia
- Silver, “Lraining and Using‘/ Peer Tutors,” College English 40 (1978): 432-449,
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and an article by Bruffeesentitled "’!‘he“B‘ioc‘x_kIyn Blan: Augining Intellectual - - -
Growth Through Peer-Group Iniluesec," Liberel Educakon, (1978), 447468, s ™ ,

BT

. 8. Sgphie. Bloom, Peer and Crasgdge Tutoring in.Schools (Washington, . wy - .

D.C.: National Institute of Eduication: EW, 1976), pp. 17-18, This parapliler
is required reading {Qf anyoune stasting or developing a peer-tutorgg program.
' 4. Ibid, : : R

- ) . . - .\\: \_... . ] . ) ‘;o - & - A}
5 Beck, Hawkins, and Silver, “Training and Using Péer Tutors.” See dlts /72 . -

-+ Mary H. Beaven, "Individualized Goal Setling; Self-Bealdation, and Peer Evalu- <
ation,” in Exgluating Writing: Describing, Measuring, Judgipg, ed. Charles R, ~
Coaper and Lie¢ Odell (Urbana, 111.: NCTE, 1977), pp. 148-58. Smith, "Pest | -
Tutoring, hds a chapter on cvaluation that stressey the difficuliies invelsed: -

6. Two programgihat emphasize the educational wipect of training speer -
tutars are those & Queens College and the University of California ayBerkeley.
7.SeeE. D. Hirsch, Ji., The Philasophy of Composition (Chicago: Univgrsity .
¥ of Chicago Press, 1977), pp. 28-82. - e e -
-8 The course normally uses as a text my own 4 Short Course i Writing &
2d ed., (Cambridge, Mass.: Winthrop, 1972); alitiough ariy text-dealing with the = ~
basic elements of argumentative form in a pracical way might'doaswedk- .\ -
9. This procedure is described in-detail in Bruffee, 4° Short Course in - |
Writing, pp. 23L; 36-38, ' . E L : :
. J0. Compire Silver's description of this process ih Beck; Hawkins, and Silver,
* “Trainiug and Using*Peer Tutors,” and 4 Short Course in Writing, pp. 1081, ©
208-215. The pracess is the basis of an [nstitute in Training Peer Tutors offered
by Brooklyn Cg_llcge in Summqr 1980-8L; supported by FIPSE.. - . L
I1. The discipline of social’ group ‘work, especially in"ts less thegretical
form as taught and practiced by Williafi Schwartz of Columbia University
Graduate School of Social Work, has-a great deal to offer teadhers who: ttempt
to bring peer influence to bear on ‘intellectual growth. A prigner may found
in'Schwartz's introduction 10 T'he Practice of Group Work, ed; William§chwartz
and Serapio R. Zalba (Néw York: Columbia University Press, 1971), pp. 3-24. -

" 12 Nevitt Sanford, ed., The American College (New York: Wiley, 1962,
pp. 482-487. See also “The Organizagjpnal Gontext,” in College Peer Groups,
ed. Theodoze M. Newcomb and Everett K. Wilson (Chicago: Aldine, 1966), p. 67;
Robert Lee Wollf, chair, Report of the Committee on the Future of the
Graduate School (Cambridge, Mass.: Faculty of Arts and Sciences, Harvaid

. University, 1969); and Jerome Hruner, “The Uses of Immaturity,” Times
" Education Supplement (Londor), 27 October 1972, reprinted i Intellectual.
. Digest, February1973. For a larger perspective on the need to involve under-
graduates in their own edugation, see James S. Coleman et ak, Youth: Transition”
1. to Adulthood (Washington, D.C.: Office of. Science gnd Technology, 1978),".
- especially p. 156; and Ann Kieffer Bragg, The Socialization Process in Higher
(Education, ERIC-Americap Association for Higher Education Report No. 7
{Washington, D.C.: American Assaciation for Higher Edugation, 1976). T
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- _Rex{otd Brown is Disector of ‘Publications of che National Assessment of -

~® ¢ - Educational Progress. He has served as 3 consuliant for numerous govcmmcm
* ' bodies, colleges, and foundations. Brown has spoken frequendly on the mpu:

L of testing in English uxwlas mnmbmed 1o, seven hooks pubhshcd by

s Nauenal Asscssmem.

o - » L]

A\ Kameth A. Bmffee is Pro&ssor of hnghsh. Brooklyn College, Cuy Umversxty
b of New Yoik, and éditor of the WPA Newsletter, a quarterly publication of the
' Council of Writing Program Administrators. His publications include 4
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Han'y Crosby is Pro&so: of hnghsh and Chamnaﬁ. Dcpanmem of Rhctonc,
College of Basic St Baston University. Previously, he served as Wnung

~ - Supefvisor at the: mvcrsny of lowa. He has published six- textbooks anda.-.. ‘
numbaol;oumalamdcsunthcmchmgofwrmng . . '

S Avthur l.. Dixon ls AsSociate Professor of Enghsh at J. Sargeam Reyno!as
e o Community College. He prevxously laught l:nglxsh at Southern Ill
S : University. : . .
~ Visginia Foxx is Assxszam Dean of the General College and Coordma:or for
Developmental Studies, Appalachian State University. She has taught soci-
_-ology at the University of North Carolina, ell Commumty Collegc. and
AppalachnnSmm .- ‘

_ Cauwwe] Gelvht is Assoaate Professor hnghsh and Disector of Freshman

« - English, Virginia Polytechnic Institute and State University. She has taught

: at Wayne State University, the University of Minnesota, and Illinois State-

~ University. - Heér publications include papers on black Laghsh and, as
coauthor, Keys loAmmcan Engbsh.

Patrick Hamvell is Assocme Prolessor of !-.nghsh and Dnrccwrof Freshman
g Lnghsh at-the University of Cincinnati. He previously taught at the Utiiver-
sity of Michigan-Flint and UCLA. His publications include journal articles
on the teaching of writing and, as coauthor. the fonbcommg Opm to
Language: 4 Collcge Rhelom'.
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