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SNTRODUCT ION

Writing is a well recognlzed regional as well as national problam,
but tha resaarch basa for dealing with the probiem Is not very strong.
Recognizing this gap, the National Institute of Education has been
fostering research in writing through its grents program. Over the
years, SWRL has als0 includad composition as .n object of inquiry,
concentrating on ambodying rasearch in tools that are directly usable by
students, teachers, administrators, and others concerned with composition
instruction and assessment. Work in the ares of "“Cooperative Instructional
Applicition of Writing Research” joined the capabllities of NIE and of
SWRL to accelarata the process by which rasearch nationslly can have an
impact on instruction regionally (and nationally).

During the coursa of this project we invited to SWRL a number of
writing researchers, as well as a number of composition teachers from
the SWRL region, to meet with SWRL language researchars and instructional
axperts. Thus the rasearchers met with audiences with whom they could
discuss extensively and substantively the Instructional implications
_of thelr work. Such cooperative forums had several benefits:

1. Researchers from academic settings met di ‘ectly with persons
experienced in the creation of instructional resources and
with persons who actually engage In Instruction. Consequently,
the composition researchers who participated in this collaborative
program had the opportunity to develop a stronger sense of (1)
what constitutes educationally oriented research, and (2) what
kinds of research questions and strategies have potential for
Immediate impact on instruction and learning.

2. SWRL staff and representative ragionsl constituents concerned
with composition instruction gained ismediate, substantial
access to current research in writing.

3. The instructional implications of research were clarified.
Most writing research is sharply focused, but narrow in scope.
Although this is an appropriate research stratagy, the indivi-
dual research efforts are often too specific to form the basis
for slgnificant instructional implementation. Collectively,
however, sets of these endeavors can form meaningful and
rasponsible basas for instructional application.

4., Research resuits were embodied Into forms usable for instruction
snd assessment. Few, If any, writing researchers have the
resources or inclination to attempt this. SWRL has the capability
to forward such Implementation and has a brosd experiential base
that allows us to avold many of the procedural problems that
prevent the exploitation of good ideas to their best advantage

° for instruction and assessment.
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. Providing this forum for the exchange of ideas among researchers,
practitionars, and persons with instructional implementazion experliences
Is of 1tself benaficial. However, .he problems In composition instruc~
tion and sssassment are of sufficlent magn]tude to warrant not only
discusslion but altso spplication of promising research. Therefore, this
final report summarizes both research in writing and the Instruction/
sssessment applications of such research.

This raport is divided into three volumes. Volume Ona Covers the
“heart” of the project: discussions among researchers, practitioners,
and Instructional experts; studies of writing resesarch; Instructional
spplications. Volume Two covars extensions of the work discussed in
Volume One; these extensions~-sometimes funded by other NIE/SWRL projects
or funded by other agencies~-exemplify cooperstive activities that
developed from our basic studies. Volume Three covers extenslons speclfic
to the assessment of writing.

Acknowledgments: This report was prepared by Bruce Cronnell, Larry Gentry,
Ann Mures, and Joseph Lawlor.
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VOLUME ONE
INTRODUCTON .

« The major activity conducted under *Cooperative Instructional
Application of Writing Research” was » series of five conferences
that brought together writing researchers, composition practlitioners,
and SWRL staff. Part | of this volum2 describes these research/practice
conferences. .

To complement and to suppliement the research base provided by the
five conferences, staff undertook an extensive review of composition
studies reported in the Titerature. Part |i of this volume includes
two comprehensive summaries of writing research, as well as an annotated
bibliography of our literature studies.

Based on the conferences and on our literature reviews, we have
been able to propose direct Instructional applications of writing research.
Part 111 of this volume reports on the relation between composition
research and our applications of this research in (1) a filmstrip for
teacher training, and (2) prototype composition instruction for the
elemzntary grades.
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PART |
RESEARCH/PRACT ICE CONFERENCES

Introduction

Five conferences were held as part of our inquiry into Cooperative
Instructional Application of Writing Research. (A sixth conference--
reported in Volume Two, Part 1-=grew out of these conferences, but was
not a direct part of this inquiry.) Each confesence focused on specific
areas of writing research. In addition, three of the conferences (B, D,
and E, below) reflected particular concerns expressed by both educators
and the public within SWRL's region.

A. Moving Between Practice and Research in Writing. This conference,
held September 24~-20, 1350, focused on the writing research and practice

being studied by grantees funded by NIE and by the Fund for the Improvement
of Postsecondary Education. The conference~=the most $eneral of the five
conferences--covered six major areas of writing research: composing
processes ar.d development, writing instruction in context, language
variation and writing, writing assessment, functions of writing outside

of school, the writing teacher. The proceedin3s of this conference were

published in Humes, A., and others {Eds.), Hoving between practice and
research In writing. Los Alamitos, California: SWRL Educational Research

Development, 1981.

and Development, 1981,

B. Dialect and Writing: The Needs of Linguistically Different
Students. This conference, held June 25-26, 1981, was organized to

ook at the relationship between langusge and writing, focusing on

Black English speakers, on Mexican-Americans, and on American Indians--
groups within SWRL's region that frequently have academic problems in
school. {The conference was also directly related to another part of
the NIE Communication Skills project: ‘'Writing Needs of Linguistically
Different Students.”) The proceedings of this conference were published
in Cronnell, 8. (Ed.), The writing needs of linguistically different
students. Los Alamitos, California: SWRL Educational Research and

C. Effective Communication of Mriting Research. Although an
increasing amount of writing research Is deing undertaken, both NIE
and SWRL are concerned that the results and implications of such research
be coomunicated to various Interested audiences--teachers, sdministrators,
teacher tralners, parents, the public. This conference, held October 23-
24, 1981, was a working conference that permitted researchers, practitioners,
and SWRL staff to discuss the problems and possibilities involved in
comunicating the results of writing research. (Because this was 2
working conference, focusing on discussion rather than on formal presen-
tations, no proceedings were published.)

11
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D. Computers in Composition Instruction. This conference, held
Aps ol 22-5%. 1982, focused on a topic that Is of great concern to edu-
cators in SWRL's region and on which SWRL has corducted research as part
of the NIE Communication skills project. Although computers of fer grest
promise for improving composition instruction, work in this area Is only
at the becinning stages. Thus, the conference represented stata=of-the-
art studies in the use of computers ir composition instruction. The
proceedings of this conference were published in Lawlor. J, (Ed.),
Computers in composition instruction. Los Alamitos, California: SWRL
Educational Research ard peveropment, 193’.

E. Practical Writing. Another area of great regional concern is
the use of writing for practical purpuoses--in on-the-job sictuations.
Conseguently, this conference, held on October 15, 1982, provided a forum
for discussion on this critical (Sut also relatively new) topic. The pro-
ceedings of this conference will be putiished in Gentry, |L. (Ed.).

Research and instruction in practical writing. Los Alamitos, Catifornia:
SWRL Educational Research and Deveiopment, forthcoming.

il E e i
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MOVING BETWEEN PRACTICE AND RESEARCH K WRITING

An RIE-FIPSE Grantee Workshop
Sponsored by

SWRL Educational Research and Development
Los Alamitos, California

Wednesday-Friday, September 24-26, 1980

14




MOVING BETWEEN PRACTICE ANO RESEARCH IN WRITING

SUMMARY

Writing has long been a neglected aspect of eduycational research.
Untll‘recently. little research in writing had been done, and much of that
had been of little value. However, all this is changing. In the past few
years, research in writing has noticeably increated. Much of this increase
has been the result of concerns that students were not writing well--or not
writing well enough. Consequently, practitioners have also placed an
increased emphasis on writing: More writing is being done in the schools,
and more practical efforts are being made to improve the quality of writing
instructlon.

Two Department of Education agencies have been prominent in this
increased interest in writing: the National Institute of Education
(NIE) and the Fund for the Improvement of Postsecondary Education (FIPSE).
A major portion of all research in writing has been funded by NIE; a
major portion of studies of writing practice has been funded by FIPSE.

The research funded by NIE has ranged from the pre-school level to the
post-graduate level; however, research at one level frequently has impiica-
tions for other levels as well. The studies funded by FIPSE have naturally
emphasized writing instruction at the college level; however, these studies
have implications for all levels.

Like SWRL, NIE and FIPSE have been concerned with (1) communication
between researchers and practitioners, and (2) dissemination of the
results of promising research and practice. In 1977, NIE sponsored the

first major conference devoted to writing; this conference was held




at SWiL. Both FIPSE and NIE have, from time to time, had meetings of
their grantees to discuss current activities. Consequently, SWRL, MIE,
and FIPSE decided to cooperate to hold a state-of-the-art conference on
writing practice and research. The conference was Sponsored and coor-
dinated by SWRL, with active assistance from the NIE and FIPSE staff in

charge of writing, Marcia Farr Whiteman and Richard Hendrix, respectively.

Participants

. The workshop, held at SWRL on September 24-26, 1980, was attended
by approximately 50 people concerned with writing research; see Attachment
A for a complete list of participants. The following NIE grantees were
invited to attend to represent thelr projects: Alonzo Anderson, Arthur
Applebee, Elsa Bartlett, Linda Flower, Dixie Goswami, Jerome Harste,
Catharine Keech, James Kinneavy, Leroy Ortiz, Janice Redish, Victor
flentel, Jana Staton. The following FIPSE grantees were invited to
represent their projects: Sandra Booher, Kenneth BruFffee, George Deaux,
Mary Epes, Joan Graham, Stanford Gwin, Anne Herrington, Betsy Kaufman,
Ernest Lara, Sylvia Marning, Christina Murphy, Sondra Perl, Arthur
Pfeffer. Shirley Brice Heath and Peter Elbow were Invited to make
special presentations; Roger Shuy was Invited to make closing remarks.
In addition, the workshop was attended by NIE and FIPSE staff, SWRL

composition staff, other SWRL staff, and “invited guests,

Project Descriptions

Before the workshop began, each of the 25 NIE and FIPSE grantees
sent brief descriptions of thelr nrojects to SWRL. SWRL staff edited

these descriptions into 1-2 page sunmaries. These summarized project

16




descriptions wore prepared as a single document and distributed to
participants at the beginning of the workshop to serve as basic back-
ground on all the projects represented. These project descriptions are

found in Attachment 8,

Agenda (see Attachment ¢)

The workshop began with an evening session at the hotel where
participants were staying. After the welcoming and opening remarks,
Shirley 8rice Heath spoke on oral and written language uses in two
rural communities. »

The first full day of the workshop began with a welcome from SWRL
Execut ive Director Richard Schutz and with an introduction to the plan
of the workshop by Marcia Farr Whiteman and Richard Hendrix. The rest
of the day was devoted to three ses.ions, designated by topic. Each
grantee representing 8 topic described his or her wWork, reported major

conclusions, and posed additional Questions. There was considerable

discussion among the grantees on each Panel and with the other participants.

Workshop Session | covered composing processes and development,

as represented by the work of Elsa Bartlett, Linda Flower, Jerome Harste,

Sondra Perl, and Victor Rente!. Workshop Session 1) was devoted to writing

assessment, as presented by Anne Herrington, Catharine Keech, and James
Kinneavy. Workshop Session 111 covered writing instruction in context,
which was discussed by Arthur Applebee, George Deaux, Joan Graham, Sylvia

Manning, and Jana Staton.

17




In the evening, participants gathered at the hotel for dinner and
for an after~dinner Spetech by Peter Elbow: 'Midstream Reflections.”

Elbow reflected on his reactions at the middle of the workshop and at

the middle of his life as a writer.
The second day paralleled the first, with three additional workshop

sessions. Workshop Session !V Included presentations on the writing
teacher by Sandra Booher, Kenneth Bruffee, and Betsy Kaufman. Workshop
Seis!on V was devoted to language variaticn and writing, with presenta-
tions by Alonzo Anderson, Stanford Gwin, Ernest Lara, Christina Murphy,
and Leroy Ortiz. The last workshop session (Vi) covered the functions of
writing outside of school; the grantees in this session were Mary Epes,
Pixie Goswami, Arthur Pfeffer, and Janice Redish.

The workshop concluded with closing remarks by Roger Shuy, who noted
themes that recurred at the workshop sessions, expressed some of his own
uneasiness with c].lrrent work in writing, and made personal comments

on the composing process, on assessment, and on context.

Follow-up Questionnaire

After the workshop, questionnaires were seiit to al) participants,

asking them to comment on three topics:

Workshop sessions (structure, value, high points, limitations, and
so forth)

Workshop arrangements (hotel accommodations, travel, and other
services)

Other reactions or suggestions.

13




Responses were received from 2§ participants; these responses are found

in Attachment D, organized according to topic. Overall, the responses
were very positive. Most negative comments could have been predicted:

not enough time; SWRL's distance from the airport. However, the favoravie
comments are more striking. Participants were very happy with SWRL's
arrangements for the workshop and felit that it was well organized. They
learned a great deal from 1istening to the presentations and from Inter-

acting with each other. They wanted more such conferences.

Proceedings

A1) workshop sessions were tape-recorded. The three major speeches
(by Heath, Eibow, and Shuy} and the three weicomes (by Whiteman, Hendrix,
and Schutz) were transcribed and edited by SHR( staff {(Ann Humes, assisted
by Bruce Cronneil, Joseph Lawlor, and Larry Gentry). In addition, 3-5
page summaries were prepared by SWRL staff for each of the 25 grantees:
based on project descriptions, handouts, and tape recordings of the
presentations. The SWRL-prepaced speeches, weicomes, and summaries were
submitted to their “authors” for comments before priicatlon. The wori:=
shop co=chairs, Marcia Farr Whiteman and Richard Hendrix, prepared a
preface to the proceedings. The resuiting §80-page book afso contains a
list of participants and acknowiedgements, and §s §ifustrated with
photographs of the workshop. See Attachment E for the contents of the

proceedings, which were published in February 1981,

19




Complimentary copies of the proceedings were sent to all participants,
to NIE, to FIPSE, to SWRL staff, to selected journal editors, and to
selected researchers and practitioners known to SWRL as belng interested
inwriting. In addition, multiple copies were offered to the NiE-funded
Regional RED Exchanges and to Writing Projects in SWRL's region. Over
1300 complimentary copies have been distributed.

: In addition, copies of the proceedings were made available for
purchase {at SWRL's cost). Flyers {see Attachment F) were sent to various
researchers and practitioners and we.e distributed at several conferences.
$o far, ncarly 800 copies have been sold. The proceedings have been indexed
in such data bases as ERIC and the Index to Soclal Science and HWumanities
Proceedings. Announcements of the availability of the proceedings were

made In {at least) the following publications: RCN Newsletter, College

Compos ition and Communication. In addition, a favorable review of the

proceedings was published in Language Arts (September 1981, pp. 736-738).

2U
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. ATTACHMENT A
PAKTICIPANT LIST

Grantees*
Alonzn 8. Anderson Joan Graham
Nilliam H. Teale 0ffice for Urdergraduste Studies
University of California University of Washington
at San Diego
Stanford P. Gwin
Arthur Applebee University of Southern Mississippi
School of Education
Stanford University Jarome Harste
Reading Program
Elsa Bartlett Indiana University
Neurology Department
N.Y.U. Medical Center Anne Harrington
State University of New York
Sandra Booher at Albany
Los Medanos C[ollege
(l’lttsburgh, CA) Betsy 8. Kaufman
Queens College, Lity University
. Kenneth A. Bruffee of '‘ew York
English Department
Brooklyn College Catharine Keech
Bay Area Writing Project
Geo.ge Deaux School of Education
Temple University University of California
at Berkeley
Mary Epes
Carolyn Kirkpatrick James Kinneavy
vepartment of English Department of English
York College, Clity University University of Taxas
of New York at Austin
Linda Flower Ernest Lars
Department of English Arizona State University

Carnegie=Mellon University
Sylvia Manning
Dixie Goswamli Hichael Holzman
American institutes for Research University of Southern California
{washington, DC)

*When two names are listed for a projact, the first was the presenter
at the workshop: the second attended on his/her own.
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Christina Murphy

Division of the Humanities and
Sccial Sciences

Mississlippl Industrial College

Leroy Ortiz

Guillermina Engelbrecht

Department of Elementary Education
University of New Mexico

Sondra Perl

Richard Sterling

Writing Development Project

Lehman College, City University
of New York

Arthur S. Pfeffer

Police Management Writing Project
Police Headquarters

{New York, NY)

Janice Redish
American Institutes for Research
{Washington, DC)

Victor Rentel
Humanities Education
Ohio State University

Jana Staton
Center for Applied Linguistics

Sgsakers

Peter Elbow
Evergreen State College

Shirley 8r.ce Heath
School of Education
Stanford University

Roger Shuy
Linguistics Department

Georgetown University

FIPSE-NIE Representatives

Richard Hendrix
Fund for the Improvement of
Postsecondary Education

Marcia Farr Whiteman

Candace Miyamura

Joann Kinney

National Institute of Education

SWRL Composition Staff

8ruce Cronnell, Project Manager
Larry Gentry

Ann Humes

Joseph Lawlor

Other SWRL Staff

James Coots

Adrienne Escoe

Mattye Fegan

Laila Flege-Kolimann

Alma Monroe

Rowell Greene, Conference Coordinator

Invited Guests

Jennifer Greene
(Santa Mcricza, CA)

Loraine Mercier
Basic Skills Program
{Washington, DC)

Edys Quetimelz
Center for the Study of Evaiuation
University of Californla at

Los Angeles

Christine Rice
Huntington Beach (CA)} Li.fon High
School District




ATTACHMENT B

PROJECT OESCRIPTIONS
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Workshop Session !
Composing Processes and Development
Thursday, September 25, 9:30-12:00

. Eisa Burtlett
Linda Flower
Jerome Harste
Sondra Perl
Victor Rente!l
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DEVELOPMENT OF REFERENCING SKILLS IN GOOD ANO POOKR ELEMENTARY ANO
JUNIOR HIGH SCHOOL WRITERS

Elsa Jaffe Bartlett

My rasearch concerns the development of children’s skill in producing
coherent referring expressions in written narrative text. At any given
point, » writer may wish to i..iroduce some new alement into a taxt or to
refar to one praviously Introduced. English has many devices for accom-
plishing this, and one important task for & writar is to choose a wording
that will function effectily in a particular context to convey an
intended meaning.

I Mature writars are sbla to take account of various factors in
construwting refarring expressions. But to what axtant wre children at
different ages and levels of writing skill abla to do this? Can they
produce coherent, unambiguous refarencing in contaxts where several poten-
tially confusabla refarents must be di»tinguished? Are they careful in
signating change of raferent in sentence-subject positions? To what
extent are they able to detact refarential smbiguity in these contexts?

In their own texts? In the texts of others? And to what extent are
they abla to correct refarential ambiguity once it occurs?

My general ressarch stratagy has been to analyze referring axpressions
in narrative texts produced by children under various alicitetion conditions,
designed to vary the difficulty of the contexts in which thesa exprassions
are constructed. In most studies, sach child produced two stories about
events picturad in two diffarant cartoons, one In which writers ware
raquired to distinguish betwaen two potentiallv confusable characters
a1d one In which the distinction was not necessary. Each child also
produced a third (basaline) story (for which there wera no contextua!
constraints) and participated in an editing task. Fimally, In two
studies, childran were eis0 asked to adit one of their own storias for
publication in a class anthology.

Subjects include about 160 children in grades &-7 in four New York
City public schools. The samples Include equal numbers of childran judged
by their teachers to be above- oOr below~average in current writing skill.
In addition, sampies include only those children who are recading on grade
lavel or above.

At this time, we are completing our analyses of children’s anaphoric
referencing (those exprassions which refer to previously introduced
elements). Looking at anaphoric expressions in the baseline stories,
we find that while the more skilled writers produced few ambiguities
(averaging about .15 per taxt), the lass skilled writers produced con-
slderably more, averaging about one per text. Examining the pattern of
ambiguity, we find the problem to be not so much a general lack of skill
in constructing anaphoric expressions as a lack of skill in selecting
effective language in certain contexts. Thus, while the relatively few
faulty expressions of the above-average writars were as likely to occur
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in one type of context es snothar, those of the below-average writers
occurred only in cartein places. For axample, aore than 75 of thelr
ambiguities in the baseline storlas occurred In sltustions whare wrlters
sesmed to be attempting to switch sentence-subject refarent. Simllerly,
in the experimentel storles, almost 80X of the below-average writers'
ambigulties occurred vhen they sttempted to distingulsh betwesn two
some-age, Same-182 charscters.

Ve had expacted that the problens of balow-average writers would
derive, in past, from an over-depsndence on pronouns In accorplishing
anaphoric refarence, byt this was not entirely the case. Whils their
probiems in the experimental storles did seem L0 be reloted to & fallure
to.switch to other forms of anaphorg when sttempting to distinguish
between two same-sex characters, thelr problems In the baseline Storles
aid not seem to bde particuleriy limited to pronoun use, since faulty
pronouns accounted for %0 more than 40X of the amblgul ty cbserved and
in gensral, thare was no tendency in these baseline stories for below-
aversgs writers to use pronouns more often in accomplishing enaphora
than their more skillad classmates.

This pattarm of results suggests that the less skilled writers'
problems may lie not 30 much with tome genersl lack of knowledge about
s particular type of ansphoric langusge (i.e., pronouns) as with their
rother poor strategies for accomplishing anaphors in rether specific
types of contexts.

In the editing tasks, we found that below-averege writers wers less
abla to detact or correct ambiguit.os in our short paragraphs. Generslly,
when above-everage writers corrected thete problems, they did so by adding
or substituting some new Informetion concerning the referent of the faulty
axpression. Howevar, below-averege writers tended to correct the problems
by avoiding the need to make definite reference altogether: they either
delated the foulty passags or substl tuted some form of indefinite refarence.
This again suggests that stretegy may play & role In the referencing pro-
blems of below-aversae writars.

Whan we compared chlidren’s spontanedus editing of thelr own texts
with their editing of our axperimentsl texts, we found that even children
who had been able to detect und correct most of the refarantial ambiguities
in the experimsnter-prepared texts were nonetheless unsble to detect
seeningly identical refarential ambiguity in their own texts. This was
s true of our sbove-average as our below-sverage writers. Moreover, we
cannot attribute the failure to soms ganarsl Inabllity of chlidren to
edit their own texts, since they did not soem to have similer difflculty
detecting other typas of errors. This suggests that detection of refar-
entisl ambiguity In the two situations mey draw on 8 somswhat diffarant
range of skills and that performance on the one type of task need not
predict performance on the other.
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A COGNITIVE MODEL OF THE WRITING PROCESS IN ADULTS

Linda S. Flower
John R. Hayes

Our research has had two main goals:

(1) to develop a mode! of the composing process, that is,
a description of key cognitive processes and how they
ara organized in the process of writing;
(2) to use this mode! to explore important parts of the
. composing process, such as generating new ideas, and
> to compare tha ftrategies and skills good and poor
writers bring to these tasks.

fn sum, the goal of our project has bean to carry out basic research
in cognitive processes and to then use that knowledge to study parts
of processes that are crucial to the success or failure of a writer.

A cognitive process theory of the writing process offers a
process-based alternative to current product~based stage models of
writing and a basis for further research in composing.

Because our model of the composing process speciflies a number
of subprocesses, such as goal setting, generating ideas, reviewing,
etc., we have naturaily been led into other research which studies
these processes in more detail. Some of the questions we have
found most interesting are

e how do writers deal with thelr audience?

® how do writers actually represent a rhetorical problem to
themselves a5 they write?

e how do plans enter the composing process and help people
Juggle 311 the constraints writing imposes on the short
term memory?

® #ré there ways to avaluate 8 writer's procass, not just
his or her product?

e and finally, how can we diagnose problems and teach
writing strateglies more effectively?
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CH.LDREN, THEIR LANGUAGE AND WORLD: INITIAL ENCOUNTERS WITH PRINT

. Jerome C. Harste
Carolyn L. Burke
Virginia A. Woodward

Schools have long been charged with the responsibility of teaching
children to read and write. They have typicailly approached this task most
vigorously. Alternate breakdowns of the reading and writing process have
been formulated in an attempt to simpltify poth teaching and learning. The
net result of these efforts is that the beginning reading and writing
curriculum in most schools has been reduced to phonics, word recognition,
penmanship ard speliing. These "basics--generated from an adult perspective
of how to =implify written language=-may not be basic to the way children
naturally learn to read and write. In fact they may, when children are
instructed to focus upon them, lead them to distrust both the stratey s
they have used as well as the discoveries they have made about written
language from natural On=going encounters in their environment.

Research in this Program is based on the assumptions 1) that there
is nothing more basic than meaning in language, 2) that children not only
have discovered this basic but & 10t more about written language prior to
coming to school, and 3) that such information may facilitate the develop-
ment of alternate instructional procedures which are more natural to both
language teaching and learning.

. Preschool children {48), ages 3, 4, 5, and 6, are being asked to do
five simple tasks: 1) read commercial) labels common to their environment;
2) dictate and read a story; 3) read or pretend to read a story and a letter;
4) write anything they can write; and 5) write or pretend to write a story
and a letter. Responses to these tasks will allow us to discover 1) what
preschool children already know about written language, 2) what expectancies
children have for print found in books, letters and the environment; and
by studying the characteristics of responses across ages; and 3) what strategies
chitdren naturally use in their growing control of reading and writing.

Patterns found within the responses given by children will be studied
by sex, age, family life style, and the formallty or informality of the
child's language instruction prior to the time of this research. {Information
collected from inner=city children In this study will be contrasted to
simitar information already collected from children in other settings.

*t is assumed that findings of this study will help educators reconcep-
tual ize written language growth and development and lead to the improvement
of literacy instruction for all children.
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THE WRITING OEVELOPMENT PROJECT

Sondra Perl
Richard Sterling
John Brereton

The Mriting Development Project was funded to construct a model that
describes how the writing of non-~traditional college students improves
during their flrst year in college. Many of the City University of New
York's non-traditional students are improving in writing; the V¥riting
Development Proj=ct is interested in the following questions: are there
particular patterns of growth in writing? 1f so, how many are there and
how are they shared smong this group? do non~traditionai students share
patterns of growth with better-prepared writers or with younger writers?
in what area will their greatest Improvement lle? In correctness? In
cognitive growth? in syntax? in rhetoric? Until now there has been no
full~scale developmental model! of what specific features indicate progress
In writing or of what Such progress ought to look like. Until there is
such an understanding based on a detailed analysis of actual student papers,
writing courses will be based on teachers’ Intuition rather than grounded
on a documented knowledge of how progress actually occurs.

The Mriting Development Project is analyzing six writing samples taken
from each of 800 CUNY freshmen registered in basic writing classes. During
the first year of the grant, the writing was collected and assessed by CUNY
faculty members trained In the holistic rating method developed by the
Educational Testing Service. Papers of students who showed consistent pro~
gress are now belng selected for close analysis. The Project 1s examining
those papers for increase in surface correctness, sentence jength, and most
Important of all, an increase In rhetorical maturity (e.g., conslstency of
tone; understanding of audience-spesker relationships). Once the sligns
of growth are charted, a mode! of growth will be constructed. This model
will be validated against a contrast group~-papers of students who showed
no improvement. At the conclusion of our project we shall have a practical
mode | of growth in writing based on the demonstrated improvement of success-
ful students in a college setting. Teachers will then be able to apply
this model in the classroom to accelerate the writing development of their
non~traditional students.
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CHILOREN'S PLANNING ANO COHESION IN THREE HOOES OF DISCOURSE: INTERACTIVE
SPEECH, OICTATION, AND WRITING

Victor M. Rentel
Martha King

On entering school, most children not only know how to talk, but
they also know a great deal about written forms of language. They know
and can teli stories, and many have » rudimentary knowledge of spelling
and can produce on paper simple "messages’ of plgtures, signs, and
symbols. However, the way these abliiities are integrated, nurtured,
and further developed in schoo! to produce confident and competent
writers 1s not known. The purpose of this research project at Ohio
State University was to examine the oral and written language of children
during their flrst two years in school to gain insight Into what occurs
as they make the transition from reliance on oral language to competance
in written discourse.

Over a period of 15 months, two separate populations of 30 children
were studied: a kindergarten/first-grade group and a first/second-grade
group. Each population was comprised of 10 vernacular Black English
speakers and 20 standard English speakers. The vernacular Black and
one-half of the standard English speakers were Jocated in an Inner city
school; the remaining standard English speakers were enrolled in a sub-
urban school. At regular [ntervals, approximately two months apart,
three kinds of data were collected. Children were asked to retell a
story just read to them, to dictate their own imaginary story to a scribe,
and to write an Original story. [In addition, samples were taken of »
subject’s on-going writing which was recorded In story-books or kept in
personal folders.

All Oral stories were recorded, transcribed, and analyzed along
with the written texts for cohesion and literary structure. The data
from these analyses provide teachers and others with important develop-
mental insights about how children integrate various kinds of knowledge
in the process of producing written texts, and the kinds of problems
they solve and choices they make as they fulfll] their Intentions.
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Workshop Session 11
Writing Assessment
Thursday, September 25, 1:00-2:30
. Anne Herrington

Catharine Keech
James Kinneavy
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WRITING COMPETENCY PROGRAM

Anne J. Kerrington

From 1977 to 1979, FIPSE supportad a grant at Johnson Stata College,
Varmont, which had as one of j1s primary objactives tha development of
a MWriting Competency Exam to usa as the primary means for judging attain-
ment of a proficiancy requirement for graduation. Without going into
the rationale for imposing a writing proficiancy exam as a graduation
requirement, let me describe the type of axam we designed and why we
chose this design. We were guided by the following assumptions:

1) The exam should judge » writar's ability to create discourse.

T'2) The exam should assess skills that are necassary for almost
any type of writing to @ public audiance: the ability o
explain 8 point of view clearly and reasonably to » raader
and write with a mirimum of grammatical arrors that could
distract a reader. We also wantad to assass one conceptual
skill we felt any graduste of a liberal arts collage should
be able to demonstrate: the ability to write analogically.

When | say '‘we,"” | refer to the faculty. Claarly, the standard of
Judgment is relative to the values and standards of those making the
Jjudgment. In this case, the ganeral criteria raflect what the faculty
and 3 cross-section of Johnson students felt were skills absolutely
necessary for a college graduate to have.

The exam consists of an impromptu essay, which receives separate
chetorical and grammatical avaluations, and a short aditing exercise.
During a period of three hours, students are axpected to writa an
axplanatory essay in rasponse to one of four possible questions (the
genaral topics having peen announced in advance). The purposs, mode,
and attitude of tha audience are specifically defined and al) questions
require students to draw on knowledge from courss work or readings,
although aach question is open anough to allow some choice of the
specific topic. The assays ara avaluated rhetorically by faculty
raaders using a rhatorical trait scoring guide. A separate avalup-
tion counts the occurranca of » Iimitad set of arrors in the assay.

The collage has also developed a Freshman Writing Assessment

which closely parallels the Competancy Exam in design and evaluation
procedures.

-5




AN EXAMINATION OF PROCEDURES AND IMPLICATIONS OF HOLISTIC ASSESSMENT OF
WRITING

Catharine Keech
James Gray
Leo Ruth

The proposed ressarch considers the nature of intersctions between
writing tesk, student writing ebilities and response to the task, and
reader's judgment of the finished piece. The study undertsken addresses
the basic cuestions: &) in what ways do differences in the formulation
of writing topics and contexts for writing tests lead to significant
differences in student performence and read--s' retings? b) in what
ways does development of writing skilis ¢ 8 period of severs) years
effect performence on timed writing tests, accounting for lower es
wall as higher holistic scores es maturing students define the writing
tesk in increasingly complex ways?

One study aims to account for what makes @ good toplc, task, and
context for writing given particular assessment purposes and different
writer compstencies. Subsidiery resesrch questions inciude: c) what
ere the characteristic effects of perticuler topics or types of topics?
d) what kinds of instructions to writers are particularly enabiing or
disenabling in the test situation? e) how can topic effects be
ldentified, predicted, controlled?

A second study Investigetes differences in reting standards In
response to similar topics administered ir. five successive years of
holistic essessment. Writing from students who participated in three
or more years of this assessment is studied for signs of development
end non*iinear Improvement in holistic scores from year to year.

The Project uses as its chief date sources the products of writing
sssessments in urban and suburban school systems in collsboration with
the Bay Area Writing Project and its cadre of teacher specialists. A
variety of procedures, Including holistic scoring, festure enalysis of
the writing, oral protocols of students during the composing of timed
writing tests, and statistical snalysls of scores, will be applied to
papers from diverse school populations.

The principal outcome of the study should be information ebout the
nature and the control of unintended interactions betwean toplcs, writers,
test contexts {such as amount of time allowed), and resders. The study
should uncover means of matching teacher or tester expectation of »
writing occasion with the actual student interpretation of and response
to that occasion.
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EVALUATING THE EFFECTIVENESS OF COLLEGE WRITING PROGRAMS

Jamas L. Kinneavy, Director
John A. Daly

Lester Faigley

Stephen P. Witte

Widespread public concern over the writing abil fties of youn; Amgricans
has prompted ¢olleges and universities to deveiop new programs for teaching
writing. Yet knowledge of how to evaluate such pPrograms and their effects
remains at a rudimentary end impressionistic level. The University of
Texas--a large, multi-purpose institution strongly committed historically
to.teaching writing at all levels of the curriculum=-has set out to develop
a camprehensive sot of evaluation materials capabls of serving the nesds
of its own composition program end those of colleges and universities
nationwide.

Currently in Its first year, this 3-year project combines thre> major
approaches to writing-program svaluation. First, it focuses on the teeching
of writing, examining nationwide both curricular and Instructional practices
to develop instruments for assessing and describing effective writing
instructional behaviors. Second, it focuses on writing itself, examining
both the processes students use and the products they produce. Third, it
focuses on the goals of postsecondary writing programs, examining the real
and the ideal goals for programs in divergent sett!gs across the nation.

There are several! novel features to this evaluation project: (1) it
relles on a comprehensive framework to address the problem of eveluation;
{2) it introduces several new dimensions into traditional flelds of Inquiry,
and (3) it is practicel in that it attempts to transiate current and new
knowledge into an evaluation scheme that can be epplied to res! col lege
settings.

Thus the three-year project will develop a conceptually based and
widely applirsble <ot of procedures end materials for svailueting col lege
writing progrems. These materials and procedures will be packaged for
distrivution to schools and other institutions demanding evaluation of
existing writing programs.
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Workshop Session 11|
Writing Instruction in Context

Thursday, September 25, 2:45-5:00

Arthur Applebee
George Deaux
Joan Graham
Sylvia Manning
Jana Staton
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. NATSONAL STUDY OF SECONDARY SCHOOL WRITING
Arthur N, Applebes

The Netiomal Study of Secondery School Writing is exumining the teaching
of writing in o1l subject sreas. This includes amalysis of 1) the nature
ond frequency of writing tesks that students ere esked to «Ompleats, 2) the
demands inherent In specific writing tesks, os reflected In the linguistic
ond rhetorical features of writing for specific purposes to particuler
sudiences, snd 3) the Initructional context of the writing, including
writing models and the sceffolding provided for verlous stages of the
writing procass.

. The study combines case studles of instruction 'n two contresting
secondary schools with survey detes from e national sample of 1200 teachers.
Major activities In the present projact include: 1) detriled enalysis of
writing samples gethersd through cbservetiomal epd survey studies, focusing
on such features es coheslon, logicel structure, syntactic complexity, end
mechenical sccurecy; 2) analysis of assumptions sbout writing and the
teaching of writing reflected In textbooks most frequently used by teachers
in the survey sampie; 3) observetional studies of the writing processes
fostered by particuler Instructiona? patterns; end &) longitudinel study
of the writing experisnces end the development of writing sbillties in 24
students scross the high school yesars. Persliel measurss of instructional
context and of cherecteristics of student writing will be used in ol

. studies.

The study will provide baseline !nformation sbout current practice
for use in curriculum development end in designing exparimentsl studies
of teaching practice. The deteiled snalyses of student writing will
contribute to o theory of discourse end will elso heve direct prectical
epplications, spacifying normal lines of development, charecteristic
features of specific writing tasks, end difficulties typicelly encountered.
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THE URI_TIIIG PROJELT FOR FACULTY FROM DISCIPLINES OTHER THAM ENGLISH
George Deaux

The inadequacy of reading and writing skills among antering col lega
students Is potorious. Across the natlon, collegas and universitias face
the problem of finding methods and instructors ta help Increasingly large
numbers of students correct deficienclas in writing skills, build those
skills to collega levels, and maintain thosa levals of achlavement. Templa
University, o large, state=ralated urban univarsity, facas these probiens
without being sbla to make any substantial number of new faculty sppoint-
ments. Ve must find ways to prepera feculty from depertments other than
English to teach composition, and we must encourage the teaching of writing
in,ell disciplines at all levels.

A FIPSE grent, now In the second of twovyears, provides assistance
and Incentive to meet the reading and writing needs of Temple students.
Under the tarms of the grant, up to 12 faculty members each year from
departments other than English participata In a cocprahensive yeav=iong
program of work and study to prapar: to teach composition. In addition,
tha grant supports a week-long workshop during registraticn week, intansive
2-dey workshops during the course of the semastar, and a sarias of seminars
axpioring the writing process during the year.

The program, in the 2 years of its operation, will add 20 to 30
trained and experisnced composition instructors to the group of English
instructors now availabla for assigment to composition coursas. A much
larger group will learn to idantify and corract writing arrors. Finally
o sarlas of seminars In the writing process will devalop and disseminate
now information about writing and the teaching of writing.




THE INTERDISCIPLINARY WRITING PROGRAM

Joan Graham

A new approsch to teach axpository writing is belng developed In
an intardiscipiinary progrem at the Univarsity of Washington. “ourses
kaown as Mriting Labs have been linked to lacture offarings in saveral
disciplines, so that writing teathers can work with students who share
an interast In a givan body of matarial, and heve an actual, immediate
need to writa about It. Writing teachers and lecturars deliberataly
coordinata thalr coursas; a.g., topics for lab writing assignments
are drawn from lactura~courss reading satarial, praliminary drafts
of assays to be submitted In tha lacture coursa ara made part of the
raquirad work in the Writing Lab, sand due dates of lactura-course
essays ara spaced to allow for lab-coursa emphasis on rewriting.

In these practical and Intallactually demanding composition courses,
instructors allow real writing occasions to mold the way they teasch
writing. Studants ara intarastad in their matarial for its own sake,
and must write to satisfy well~defined extarnal demands. When writing
instruction is offered In the contaxt of matarial that students are
studying, the ralation betwsen form, content, and purpose can be
demonstrated specifically. Furthermore, students learn by working

. with complex material how in refining axpression, one reflines concepts,
in affect refines thought.

in Writing Lab coursas much of the writing is analytical, since
the emphasis in link~course disciplines is on amalysis of idess, actions
and events. Description and narrative appesr most often in the context
of an anaivtical purposa. Lab class discussions concentrata on ganer-
ation of matarial, organization, continuity and clarity: portions of
students’ assays--both praliminary and final drafts--are raproduced to
sarve as the basis for sassions on focus, dapth of development, ways
of beginning and ending, pracislon in phrasing, and so on. Because
all students ara writing In ralation to the same matarial and for the
same general purpose, their work can be usafully compared. Those whose
writing Is thin learn vary Guickly what it mesns ¢o develop an ides;
empty generalizing becomas easy to recogniza, as does inappropriata
relisnce on jargon--the assumption that thera is sufficiant magic in
simply writing certain words. Class work on the sentanca lavel is
designad to promote fluency and improve pracision. (It is in the
frequent individual confarencas that instructors give attention to
problems of basic grammar and sentence structura when it is needed.

MWriting Lab coursas appeal both to students who conspicuously
lack writing skiil and to studants who are alresdy doing good work but
would like to do better. Those who have just complated remedial work
profit from the practical orientation of lab courses, and from the
. chence to learn how somewhat more axperienced students approsch writing
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THE INTERDISCIPLINARY WRITING PROGRAM (continued)

problems that confront the group. Stronger students ¢ain from having
thalr work carsfully read o3 they undertske mors Complex factual
writing tesks then could be essigned In genersl composition courses.
All benefit from the opportunlity to concentrets thelr snerygy in coor~
dinated course work. Writing Labs regulerly accompany lerge lectures
In history, political science, and sociology, snd recent experiments
heve Included 1inks to ert history and environments! studies.

The Interdiscipliinary Writing Program siso generstes useful
Intersction between faculty who specielize In teaching writing end
faculty 1n the subject discipiines. Writing teschers Join lecturers
ond their teaching essistents In reguler meetings, where they halp to
design essigments, define and analyzs writing problems end suggest
practical, spacific types of comments. The sssocistion of Writing Labs
with lecture courses increases avarsness of writing s lsarning exper-
lence, end 50 more 9¢nerslly Improves writing Instruction. Development
of the Interdisciplinary Writing Progran: hes been furthered by & two-
year grent from HEW's Fund for the Improvement of Postsecondary Educetich.
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TRAINING SEMINARS FOR GRADUATE-STUDENT TEACMERS OF COMPOSITION

Sylvie Mamning, Project Direcor

This project wes to develop and eveluvate & two-week treining program
for graduate~student instructors In composition of whom sbout 60 would be
in Eaglish, 108 in Lingulstics, and 308 ¢. wm o verlety of other fleids.
Some of these instructors would heve had experience In teachlng composition,
some experience in tesching other subjects, and some no teaching experlence
ot oli. The problem was to prepars ¢ program thet would serve & grouo so
heterogeneous and thet could be offered during the two weeks just Prior to
the start of clesses In the Fell semester, for Instructors who would begin
tedching that term. In retrospect, the difflculties crested by the timing
ond .the renge of prior tesching experience gppear greater than those crested
by the differences In educational beckground and current Interasts.

The program was run twice, In Septembar 1978 and 1979. Most of the
nistakes we couid have made were made in 1978. This concentretion was
unfortunate for 1978, but beneficiel for 1979, A complex schame of partic-
ipant gvelustion ellowed us not only to measure the genersl probliems of the
1978 session, but to ses with great precision whet had gone wrong end why.
For the 1979 session the program wes extensively revised, with gretifying
results. Eveluation showed that elthough & number of problems remeined, we
had devetoped & workabie besis. The session for 1980 (the entire program
zsl;;;n continyed on University funding) was plenned from the svelustions

The project was of course In lerge degres specific to our institution
and its composition program. The university is » lerge, private, urban
unlversity with en undetsreduste anro!l imant of gver 12,000 ful I-time students.
As of Septesber, 1978, & new set of general education requirements set the
composition requirement for all students In tha col lage as two semesters of
expository writing (with provisions for waiver und acceleretion). The
clossas nesded to mest the resulting student “demand” are steffed by ebout
90 instructors, ell but & hendful teaching essistents appointed from ecross
the graduste school end occaslonally from the professionsl schools. Excapt
for the forelgn students, for whom there are spaciel classes, the course
onrol Imants reflect the full renge of USC undergraduates, since even some of
the best for verious ressons don't write the walver exam and spend one
semastor In the 2ourse. The clesses ere run as workshops, and the workshep
style caombined with considerable writing-lab support sre generelly adequate
to meet the prodlems of differencas in student preparetion.

The two-waek sessions of the project simed to move betwesn the theory
that supports such @ structure 00 the precticel questions of day-to~day
managament of @ workshop élassroom. The balance of sttention between the
theoratical and the spplied turned out to be tricky in 8 two~week program.
The besic structure that emerged from the project tends to dut the
theoraticel Into lerge-group sesslions and the epplilied into very smell groups.
to offer only ons special session for Instructors from beckgrounds other than
English, to pey & great deal of ettention to ambienca end morels, end to rely
on peer instruction not merely by having the small groups coordinated by
uunud“d teaching essistants but by engaging the more experienced particlipants
as leaders. .
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ANALYSIS OF WRITING IN DIALOGUE JOURNALS AS A COMMUNICATIVE EVENT

Jana Staton

The study is a descriptive and anslytical profile of writing in
dlalogus journals, In ordar to develop » model of the underlying structuras
of tha communication between student and teacher over time. Dialogue
Jjournals are ® unlque form of private, written conversation conducted daily
between students and thelr tescher. The purposs of this study includes
undarstanding how the 1ingulstic and cognitive demands of this communlicative
event lsad to patterns of development in language functions, personal
awsraness, and flexidbllity in solving parsons] problems.

The study 13 basad on » complete year's corpus of dislogue journals
written by 28 students and thelr teacher in a 6th grade classroom In
Los Angelas, durlng 1979-80. The class Is Integrated and reprasents a
wida range of socloeconomic and ability lavels. The 12-month study will
be conductad on-sita in Los Angeles, by the principal investigator.
Anslysis of the patterns In the data will use the concept of Increased
variation In feature occurrence in rasponse to topics and events, rather
than statistical mesns, to assess the development or change which Is
occurring.

. The study will contribute directly to educational practice by
documenting a missing stage in the davelopment of written competence: the
need for direct, functions] writing in & conversations] form. Materlals
from the study wiil contribute to the goal of equity by demonstrating how
individua] written comunicative competence develops when extended writing
occurs in personally meaningful, functionslly equivalent contexts.
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Workshop Session IV
The Writing Teacher
Friday, September 26, 8:30-10:00
Sandra Booher

Kenneth Bruffee
Betsy Kaufman
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THE LOS HEDANOS TOLLEGE LITERACY MODEL

Sandra Booher

Community colleges in particular shara the groblem of trying to prasant
collegiate lavel work to many students who cannot resd and writs wel! anough
to profit fully from it. Without a rigid tracking system, ratantlon of
students Is oftan pitted against maintenance of standards. The problem is
how tO raise literacy ievals to the point that students can handle truly
collegiata work, without Involving langthy, isolating, often dead-end
remediation programs.

LMC is a two-year community college on the eastern edge of the San
Francisco Bay area. The college has an innovative and demanding general
education program, as well as exit requirements in reading, composition
and math, but there are no entrance tests or academic tracks. Evary
instructor is, therefore, faced with a mixed bag of reading and writing
levels in the classroom. Attempts to recommend » reading/writing lab to
students with poor skills have not been successful.

Rather than revert to 8 tracking system, the college is promoting the
use of peer tutors to upgrade language skiils in the classes the students
have elected to take. The tutors are selected by the instructors and trained
by the languags arts faculty. Weekly seminars are conducted to train subject
ares instructors in the basics of how studants can be taught to read and
write more effectively and how these Instructors can best direct, supervise,
evaluate and encourage the trained tutors who are assigned to work with
deficient students In thelr discipline. This is the first year of a two-
year grant that involves all 60 facul ty members across the curriculum.

This program will remediate basic literacy skill deficliencius where
student motivation is highest==in the classes with reading and writing
that the student has opted for. 1t will make faculty members from
astronomy to welding more responsibla for understanding the basics of
‘sarning theory as it applies to reading and writing, and applying that
knowladge In the classroom sO that the work of language arts instructors
is amplified and extended. In March or April of 1962, an invitational
conference will ba held to discuss ways that community colleges including
LMC have coped with reading/writing problems. That summer, 8 short mono-
graph will be published by the LHC Community College Press providing »
full explilcation of the Los Hedanos College Nodel,
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BROOKLYN COLLEGE SUMMER INSTITUTE IN TRAINING PEER TUTORS

Kenneth A. Bruffee

Recently many colleges and universities have added peer tutoring to
their undergraduate writing programs, because they have discovered that
it can personal jze education in the face of increased teacher-student ratios
and Institutional expansion. Peer tutoring in writing also has the effect
of helping students overcame writing anxiety, by acknowledging that writing
is an Inherently social activity and by integrating learning to write into
8 social or collsborative context. Such programs can have » tendency to
exploit the tutors, however, by making use of their services but not
returning enough to them in academic terms. The Brooklyn College tutor
training program was devised to enhance the postsecondary liberal education
of tutors in these programs by Improving their writing and judgmental skills
and by helping them become more self-aware members of an educational
community, » community of knowledgeable peers.

The Institute teaches col lege and university teachers to train tutors
in this way. It offers them » five-week summer program that includes two
seminars. Inone, Institute Fellows go through the process of collaborative
learning that tutors go through In the Brooklyn training plan: they write
essays ancd peer critiques of each cther's writing, and examine the critical
and social processes involved In deveioping judgment in writing. in the
other Seminar, fellows learn some of the baslic principles and practlces of
small group work, such as handling the conflict of authority and intimacy
in working groups, rediating differences, making demands, and guiding
people 1n groups through the ''phases of work,"

During summer, 1980, fifteen facuity members from colleges and
universities In Alabama, Arizons, Maine, Maryiand, Massachusetts, New York,
Ohio, Tennessee, Utah, Vermont, and Wyoming attended the Institute. Fifteen
more will attend the 1981 Institute. Each Fellow can be expected to train
up to forty peer tutors each year at his or her own institution. Fellows
are encouraged &1s0 to affect, through 1ocal internship workshops, the way
peer tutors are taught at neighboring Instlitutions.

The effect of the Institute thls past summer, based on the record of
1ogs Institute Fellows kept regularly throughout the Institute, was to
chsllege assumptions (many heretofore unrecognized) about the social
structure of ciassroom teaching, and about the social or collaborative
(s opposed to the individual) nature of writing. At the highest level of
geierality, the Institute rajsed questions, as one Institute Fel low put It,
about "'the context of learning and the 30Cial determinants of knowledge."
Several Institute Fellows also experienced marked growth as writers.
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THE QUEENS ENGLISK PROJECT

Betsy 8. Kaufman
Judith Fishman
Donald McQuade
Sandra Schor
Marie Ponsot
Janet Brown

Queens College, one of the k-year 1lberal arts institutions in the
New York City University system, has for 8 years been working with high
schools to improve the teaching of reading and wrliting in secondary schools
and the college. Recognizing that underdeveloped students® writing and
reading skills not only determine their success In college but also limit
their willingness to explore liberal arts courses, we planned a bridge
curricutum for high school juniors and seniors and college freshmen.

In the first year of this 2=ysar grant, we spent the first semester
planning the project and meeting for weekly reading/writing seminars with
the chairpeople, English teachers, and collega grant staff, following »
curriculum used successfully as a basic reading/writing course at ‘the
college. The course completed, we worked together to adapt that curriculum
to fit the needs of high=school seniors {250 In the first semester). Ve
simiitaneously trained 32 undergraduate tutors and 5 graduate lab co-
ordinators to establish reading-writing 1aboratorics to work with the
teachers in the schools during the next semester.

In the third semester, we completed one semester with high-scheol
seniors, 40 of whom attended Queens College, and worked with teachers of
both junior and senior classes {a total of 950 students) using our
curriculum to refine and Improve the curriculum we had developed.

By the fourth semester thare were 2300 students Involved in the program,
We continued to meet with the teachers and chairpeople on a regular basis
and continued the operation of the lsboratories.

Although federal funding for the projact ended in August, four out
of the five high schools heve insisted on continuing the project and two
new schools have asked to be included in the continuation. These schools
are funding tutorial services.

in addition to curriculum work, we conducted an on=going evaluation of
the program, giving pre- and post-tests in reading and writing, and requiring
written reports fron the lab ¢o-ordinators, tutors, teachers and students.
Analysis of this data has not yet been completed.
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Workshop Session V
Language Variation and Writing

Friday, September 26, 10:15-12:3C

Alonzo Anderson
Stanford Gwin
Ernest Lara
Christina Murphy
Leroy Ortiz
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THE ROLE OF LITERACY IN THE NON-SCHOOL ANO SCHOOL ENVIRONMENTS OF LOWER
CLASS CHILOREN

Alonzo Anderson

In 1979 a study of young children (2§ - 3} year olds) from low
income homes and communities was begun, the alm being to provide »
detailed description of the children’s pre-school experiencas with
literscy. Twelve children, four each from Anglo, Black, and Mexican~
American ethnic groups, were included in the sample. Data are being
collected In three ways. The primery source Is natural obsarvation.
A ressarcher spends approximately four hours per week obsarving each
child in his/her daily routine. The intant Is that the obsarvations
be as uncbtrusive as possible; thus, the researcher watches the child
in the home and in the community enviromments. In addition to obsar-
vations, daily audio-taped dlaries preparad by the mothers are baing
used. The mothers record descriptions of all instancas that they see
in which the target child is involved in reading and writing. Finally,
structured interviews designed to externallze the children’s changing
conceptions of literacy are buing employed.

For the second year of the project an additional 12 children will
be added to the sample, and the study of a1l 24 chiidren will continue
during 1981. At the end of this period we shall have a detailed
description of the role which literacy plays in the lives of these
low-income families. Such @ description will help us understand
the contexts of and values associated with literacy In low-income
families and the children's developing conceptions of reading and
writing. It i3 hoped that such information will be useful for plan-
ning 1iteracy instruction, especially for children from minority

comunities.

Beginning with the 1980-81 academic year a second phase oV the
literacy research is being implemented: A similar study of school age
children will be conducted for a two vear period. The objective is to
develop descriptions of the literacy environments of both the school
and the home/community for 30 low-income kindergssten and 30 second
grade children from the Anglo, Black, and Mexican-American ethnic
groups. Again natural observation in both settings will be used
extensively, and interviews will be conducted. A main focus will be
on the degree of match/mismatch between the contexts of and values
associated with literacy in the home/community and those in the school.

Overall, our aim I3 to give school personnel additional insight
into the ways in which low-income and minority children interact with
reading and writing in their daily lives. It is hoped that such insight
will be helpful in devising literacy instruction for the children.
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THE EFFECTS OF COMMUNICATION SXILL TRAINING ON HIGH RISK COLLEGE STUOENTS
Stanford P. Gwin

institutions of higher education in the United States are increasingly
reaching among those disadvantaged studants not normally thought of as
"<oilege material" as » means of increasing enrollments. These “high
risk' students do not normally do well in coilege. One of the reasons
appears to be ineptitude with the necessary Standard English language of
classroom end textbook.

. Project Accass at the Unlversity of Southern Mississippl, with funding
_sbpport from the Fund for the Improvement of Postsacondary Education, has
created » pilot program to measure the effact of a concantratad period of
linguistic and communication skill development at the beginning of college.

The experiment is lald out to follow an expsrimental group drawn
carefuliy from the Jower fifteen percent of the Amarican College Test
scores in the entering freshman class in the fall of 1977. The samPle s
carefully balanced to match a typical state~wide freshman population
racially and sexually. These studants were matched to an identically
drawn control group that did not receive the treatment.

While compiete dats awaits greduation of that class, all of the
exper imentai subjects are still in school with better grades and they
write, speak, and read better than the control group. They have also
axperienced great growth in parsonal confidenca and grade expectation.

As 8 rasult of the pllot's success, two mora years of larger
experimenta) samples were funded in a separate award by the Fund for the
Improvement of Postsecondary Education. As the work proceeds the mcscage
_becomes clearer that strong training in Speech Communication in conjunction
with the rest of the communication skill training, organized into the
first year of coliege greatly improves the academic prospects of the
“high risk' student.
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L ITERACY DEVELOPMENT IN THE COMMUNITY COLLEGE

Ernest Lara

The Department of Higher and Adu)’ Education of Arizons State
University is conducting » ihree-year resesrch project, Literacy
Development in the Community College. This project represents one
of two current efforts funded by the National Institute of Education
which focuses on multidisciplinary studies of the development of

literacy in the community college.
The purposes of this joint research project are to:

1) Study the literacy demands of transfer, occupational and
developmental studies courses and of college administrative
tasks, such as registration, in relation to the literacy
skill of minority and other students.

2) Study the information and support services provided students
and the usefulness of such information and services.

3) Stutv the administrative tasks encountered by students, faculty,
and staff that may infringe upon student entry, persistence

and achievement.

A variety of research methodologies will be included in the
research plan. Ethnographic research using such procedures as partici~
pant observation, iocal surveys, and structured interviews, should
provide » rich descriptive analysis of the setting. Task analysis
techniques, involving an understanding of human Information processing
are to be used to study the |.teracy demands. Standardized and
locally developed measures will be used to provide descriptive
information on students.

It is anticipated that the data co'lected through the project will
be useful to community colleges in the identification of points where
intervention might be most appropriate for students experiencing dif-
ficulty with literacy demands. It is also hoped that the methodologies
employed will be useful in expanding collcge research efforts in this

ared.




A COMPETENCY=-BASED CURRICULUM FOR DISADVANTASED COLLEGE WRITERS

Christina J. Murphy

The project Kississippl Industrial Collega is working on Is tha development
cf a model, competency-based curi iculum for rural, disadvantaged youths.
The development of a model curriculum for the underprepared or disadvantaged
learner is a complex process; the structuring of a competency=-based program
In writing and In general language skilis is an sssentia’ ~omponent of
the program Mississlppl Industrial Col lege envisions estauvlishing. The
College Is moving away from the conventions! view that time and exposure--
via number of coursework hours accumulated--ensures competency in a given
subject matter discipline or the fruition of acadamic and intellectual
skills. The College, Instead, endorses the view of assisting each student
to achieve recquisite abllities or qualities by means of defined and
recognizable competencies deemed appropriate and meaningful to a college
education. The traditional approach, with its emphasis upon coursework
hours, is often of minimal value to the underpi-zpared or disadvantaged
learner, who generally has experiencad years of traditionsl education based
upon time and exposure alone. In the competency=-based curriculum, the
emphasis is upon the ability to do, redefining the student/lsarner as an
achlever rather than as a detached observer and placing a great deal of tne
resporsibility for a meaningful education upon the student himself.

. In defining the curriculum the College feels will best serve its
students, careful consideration was ,iven to the role of language arts
and the writing process in the <tudent's development. The difficulties
of pursulng the conventional approach to writing instruction--one which is
based largely upcn imitation of examples of superior writing styles=-are
immediavely apparent. Students whose writing and reading skills are often
at the Sth grade level have difficulty in reading, comprehending, and
Imitating the models of prose writings they are given. I!n addition, limlted
skills in vocabulary and speliing contribute to the complex problems
discussed above. An aoditional .spect of the convantional approach==driil
and repetitior--often fsil with the disadvantaged learner who has spent
years of schooling being Arilled ir grammar and who has yet to master or
even, at times, comprehend the basis of grammatical structures.

Given the nature of the probiems #ississippi Industrial College faces
in endeavor’ng to help the disadvantaged learner develop effective language
skij 15, the College is working to astablish a different approach to the
teaching of thz writing process, one which emphasizes instruction in
logic and analytical thinking as requisite abllities to clear and effective’
writing, and one which emphasizes language construction rather than the
memorization of grammatical rules. This approach the College will
initiate will concern 1tself with heving students construct a language-~-
much along the principles of gett!ng them .0 see that language is descriptive
of reality. Students are encouraged to -ee the necessity for certain
grammatical structures as reflections of the world they find arouna tnem.

. In translating these basic perceptiors of reality from the spoken word to
the written word, they are then sncouraged to see the need to establish




37

language as a notational system, with "“markers' that indicated number,
tense, possessive case, etc. It Is felt that this approach, together
with conventiona) exercises In writing essays, will enable students to
grasp the idea of language's function versus simply memorizing and

often failing to comprehend the rules of grammar they ere given to learn.
Not only Is this approach viewsed as cumbersome, but the memorization of
hundreds of grammer rules==plus ell the exceptions to those rules--

is often intimidating to the average lsarner, let alone overwheiming

to tho disadvantaged learner. The Coilege's intent Is to make the
learning of the writing process more accessible to the student by
enabling the student to get to an understanding of the basis of language’s
structure and its usage. This fundamental insight, it is hoped, will
transiate Into e renewed desire to learn of the language end how to

use It effectively.

i




38

SOCIOLINGUISTICS OF LITERALY: AN HISTORICAL AND COMPARATIVE STUDY

Leroy Ortiz
Bernard Spolsky
Guiilermina Engelbrecht

While there is considerable evidence to suggest that the lack of literacy
skills Is not confined to any one segment of the American population, it Is
particulariy acute among children and aduits who are members of linguistic
and other minority groups. There is a sizeabie body of research which
Iindicates that minority children, who are socially, cylturaily, and linguis~
tical ly different from the general society, are falling to achieve standards
sf literacy that are presumed to lead to econamic advancement and effective
participation In civic responsibility. Major resources have been wmobiiized
in dany attempts to improve the level of literacy among these marginal groups.
it Is now starting to be real ized, however, that solutions to the problem
depand not just on enthusiasm and money, but on & cisarer understanding of
the complexity of i(iteracy.

To meet this chal lenge, we will deveiop, on the basis of historical and
camparative studies, a sociolinguistic model of the functions of [iteracy
in various societies and wiil test the model in field observations in
seiected cases. Sume of the Initial questions which will guide our studies
and observations of all of the groups inciude the following:

. Under what circumstances do certain groups of peopie accept
literacy in the vernacular? What conditions prompt groups to
move towards Iiteracy in the standard language? What are the
tensions that arise In each of the decisions?

2. Was literacy in either the vernacular or the standard generated
from ‘yithin the group or was it introdaced from the outside? With
what consequences?

3. What are the functions of language in the community? Who writes,
who reads, about what topics, in what setting? Which ianguage is
used? If more than one, I8 there 8 digiossic or functionsi
differentiation of language?

To initiate the investigation we have chosen the following cases:

1. Cherokee

2. Medieval Jewish Communities

3. Navajo

k. Northern Hew Mexico

§. Aymars in the Bolivian Altipiano

6. Tonga

These cases were chosen on the basis of two main criteria: our
familiarity with and ease of access to the specific cases and the a priori
likelihood that they wiil inciude a number Of the major factors that we
beileve Tikely to prove reievant in our modei. We will add additional
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cases and will include them in the historicai/comparative part of the study
as it continues.,

The fiald obsarvation stvties will be conductad in two stagas. In the
first stage, wa plan to develop » general picturs, in terms of a socio-
linguistic domains modal, of the non-school related functions of 1iteracy
within the salectad community. In the sacond staga, we plan to cbserve
schoois in order to sae if thera s congruenca between their view of
litaracy and that which emerged from the community.

The conclusions drawn from the contrast and comparison of findings in
each study will sarve as a guide for planners of 1ltaracy programs and
teachevs in tha development of such programs at Intarnational, nationsl, and
locpl jevels. A socioiinguistic model of literacy drawn from observations
in various settings will sarve as a theoratical fremework for tha creation
of opportinitias for functional usaga of literacy.

The findings of this study will be of special value to those {nvoived
in bilingual programs in the United States and elsewhere, particularly in
cases when thesa programs attempt to promota litaracy in the vernacular
before literacy in the standard language.

The fundamental importance of our project for the sducation of poor
and minority populations iias, we believe, in the fact that the teaching
of reading and the development of literacy will be most succassful when it
recognizes the sociolinguistic issues invoived.

From this axperience, and as we move tO the and of the proposed thrae
year study, we wili attempt to analyza the implications for implementation
of our work. We do rot beliave that this or any other basic study will
lead to a sinzie formuia for impiementation. Our findings about tha
sociolinguistics of litaracy will not be directly translatable into
policy d=cisions or classroom practice. But the knowl2dge we discover
promises to be significant to both. A deeper understanding of the socio-
iinguistics of literacy will help educators make better decisions about
language education policy. It wili help to understand whether a community
is likely to be better served, othar things being aqual, by an approach of
compiete bi~iiterate education, or of initial litaracy in the vernacular,
or of teaching of literacy along with the taaching of the standard
language. Similarly, the modal of literacy in & community need not be
translated directly into classroom practice, but our fuller picture of
comrunity iteracy should help teachers understand better what wiil seem
l1ike meaningful uses for raading and writing to their students.

In this way, it wili have the oest opportunity to deal with at jeast

one aspect of the compiex prob'em of |iteracy, and make its contributions
to dealing with an unresolved probiem facing American education.
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Workshop Session Vi
Functions of Writing Outside of Schoo)
Friday, September 26, 1:30-3:15
Hary Epes
Oixie Goswami

Arthur Pfeffer
Janice Redish
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DEVELOPING NEW MODELS OF THE COMP-LAB COURSE

Mary Epes
Carolyn Kirkpatrick
Michae) Southwell

The present project builds on the COMP-LAB Project, funded by a prior
grant from FIPSE, in which @ model basic writing course was developed at
York College, CUNY. The course Integrates classroom Instruction In composing
with self-teaching laboratory work on the written language. This auto-
tutorial laboratory work has proven particularly effective for students
who heve severe problems with standard written English, problems often
sssociated with » nonstandard English or foreign-language speech back-
ground. The course was evaluated with support from the Exxon Education
Foundation, with very positlive results, and has been adopted at York and
at several other colleges.

In the current two-year project, thls laboratory-centered approach to
basic writing Instruction is being adepted for learners in three non-college
settings: soclal agencies, high schools, and adult education programs. Last
year, Mary Epes, In collaborastion with the staff education department at the
Bronx Psychlatric Center, pitot-tested a model of the COMP-LAB course to
improve the on-the=-job writing skills of therapy aides, nurses, and other
hospital and staff employees. Carolyn Kirkpatrick, working with faculty
members in two New York City high schools, adapted the course jn both 2
laboratory- and » classroom-based format. Michael Southwel) developed a
writing training program for members of the Internstional Ladies' Garment
Workers' Union, and has begun a similar program for CETA trainees. During
this second year of the project, the adaptations will be evaluated, revised
as necessary, and, if all goes well, instituted on an on-going basis.

The project should result in programs that w.1l be useful In still
other settings, and 1t will produce informetion about !earners outside
the college setting that should be of value to those who teach writing
in college. ! particular, the project directors are trying to discover
rore about how learners, across 8 spectrum of age levels, acquire the
wrltten language.

N
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NATURALISTIC STUDIES OF NONACADEMIC WRITING

Dixte Goswami
Lee Odell

This three-year project uses on-site obserations and samplings to
study the nature and functions of writing that people have to do as a
regular part of their day-to-day work. Sites Include a state social
service agency, a iirge southeastern lsbor union, and the laboratories
of several scientists.

After extensive on-site observations of workers In a number of settings,
we identifled workers and union members who represented a range of job
levels and who were willing to give us up to sixteen hours of interview
time over the course of a year. Initial Interviews had as their purpose
to develop a description of the research sites apart from official,
published descriptions, and to provide at least an impressionistic under-
standing of who writes what to whom and under what circumstances in these
writing communities. These initial interviews will serve as the basis
for correlation studies at a later time.

Once initial interviews had been completed, we asked workers to save
samples of writing they had to do as a regular part of their everyday jobs
over 3 two-week period., Selected samples formed the basis of subsequent
interviews., Different writing occasions make very specific demands on
writers; thus we have tried to assembie writing samples ranging from hand-
written potes to self to edited documents for external audiences. Later,
if we discovered that writing done regularly ir the social service agency
was not included in the sample, we asked workers to go through their Files
and to give us copies of the missing documents.

Subsequent interviews, based on writindg sampies. identify reasons
underlying writers' choices by making changes and asking writers whether

they thirk those changes appropriate. In framing questions, we have
asked only about choices actually available to writers, that Is, choices
present in thelir writing. Features we asked ahout include form of
address , provisions of context, reference to self, elaboration, shifts
in Jevels of abstraction, and formulaic conclusion.

Even at this stage, it is clear that these structured interviews can
provide rich data about the processes by which writing gets dore. We are
able to categorize reasons writers give us for making choices, which in
turn may give us information about the inteliectual processes of writers.
We are also analyzing transcripts so as to identify variations to which
writers are highly sensitive, since these varlations are likely to carry
meaning and to express soclal structure In the soclal service agency.

We are analyzing social Service agency writing samples for comprehensi-
bility and acceptance by readers. We are beginning cohesion analysis of
texts to see if we can discover why certain texts elicit ( vrtain responses.
Important analyses of transcripts and writing samples are replicated by
independent judges.
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In addition to completing the procedures described above, we wish to
assess the written literacy demands made on active members of an industrial
1abor union and to develop a taxonomy of writing tasks performed by such
members. We are surveying union members to see if we can identify the full
range of writing actuslly done and to see if we can get a notion of the
value placed on certaln texts.

We are working with a small number of scientists in an attempt to
describe some of the processes by uhlch scientific data are transfored
into sclientific discourse.

The central purpose cf this research is not the improvement of teaching:
our immediate goals are to understand literacy practices outside schools
»4d to test assumptions from current discourse theory. However, preliminary
findings suggest that we mdy be able to address questions that include the
following: .

1. 0o the composing processes of working scientists and technicians
differ from accounts we have of the composing processes of student
writers or others writing in experimental settings?

2. According to some researchers, expressive writing Is an
important mode of discourse. Do scientists and technicians
write expressively on the job? what arc the Implications
of the answer to this question for teachers of advanced
technical, sclentlfic, and professional writing courses?

3. what is the nature of the revising processes of scientists and
technicians? Would It be useful t2 develop a taxonomy of
interventions into the writing processes of scientists and
technicians?

b, Can we design clas.room activities so that students engage in
processes similar to those they will experience when they begin
working as scientists and technicians? Would sich simulations
result in more effective writing programs?

5. How mdy we define work=site writing competence? What are useful
ways Of looking at the acqulisition of work-site writing competence?

o |
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. THE POLICE MANAGEMENT WRITING PROJECT
Arthur S. Pfeffer

From the filing of simple arrest forms to the composing of complicated
management reports, writing is one of the major functions of any large
police department. Civilian personnel, detectlives, sergeants, lieutenants,
and captains all spend a great deal of their time writing, but it is
evident that writing problems exist. These problems may be exacerbated
as minority-group recruits Join police ranks under affirmative-action
guidelines.

Designed to improve written communication in the New York City Police
Department, the Police Managemen. Writing Project, under the direction of
Or. Arthur S. Pfeffer of John Jay College of Criminal Justice, cims to
in.rease the effectiveness of internal and public communications by devel-
oping new materials and courses to be incorporated into existing police
academy curricula in New York and elsewhere. Ouring its first year, the
Writing Project successfully collected and analyzed numerous types of
documents. Research has been undertaken by means of various surveys
including questionnaires, writing sanples, oral interviews, readability
tests, comrehensibility tests, and a writing error count.

One set of questionnaires supplied general data on the experience,

education, and duties of police writers and will help in designing cur-

. ricula and in future research. Additionally, the project compiled
statistical data revealing what ranks of personnel write precinct
documents and §lluminating superior officers’ opinions un police writing
deficiencies. The oral interviews conducted by the project's staff
produced other vital information on how writing is done, and also
eiicited candid opinions on the strengths and weaknesses of pelice writing
and language use.

Tests were administered to determine the readabil ity” of police
directives. Formulas such as the Flesch test and the Fogg index were
used. The Writing Project waintains that police personnel, regardless
of thelir reading grade levels, should be able to understand all department
communications. Therefore, tests designed to measure the comprehensibility
of police documents were pilot-tested recently. The results of these
examinations will enable the project’s staff to determine If the wording
of the documents needs to be revised according to princinles of Plain
English.

A writing error survey is also being conducted on some of the
thousands of documents collected Ly project staff. Scored by professors
of English, the results of this survey will determine the kinds of errors
most often made by police writers. Instruction will focus on those errors
raat serfously impede understanding in actual use.

N
Cu




45

Writing samples have been obtained from a}) 600 members of the
NYPD's newest recruit class. These will be evaluated and comparad with
future samples to be obtained when the class conplates its flive-month
training period.

Finaily, the Project has completed its videotaped interviews with a
number of police officials on the subject of writing in law enforcement.
The purpose is to create an informational film explaining the importance
of writing skills to those planning law enfcrcement careers. The film,
dramatizing what can 9o wrong when writing is faulty, Is Intended to be
used In police academy classes and college criminal justice and writing
classes.

Among the first courses to emerge from the Project are » courte in
Executive Writing for captains and above, to be offered at the Police
Academy in January, 1981; a pilot self-paced course in basics for
civilian clerical aides ln precincts; and an experimental undergraduate
course in Police and Fire Hanagement Writing to be offered at John Jay
College in the Spring, 192), semester.
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THE DOCUMENY DESIGN PROJECT

Janice C. Redish

In September 978, the American Institutes for Rasesrch (AIR) began
the Document Design Projact to foster clear and simpla writing and design
of ,ublic documents. The purpos.e of the Document Design Project Is to help
make forms, reguiations, brochures, and other written materials aasier for
peopie to read, to understand, and to use. Carnegie-Melion University and
Siegel ¢ Gale, inc., a private firm that spec’alizes in language simplification
and forms design, are working with AIR on this project. Funding for the
project comes from the Teaching & Learning/Reading & Language group at
the National Institute of Education.

:{The project's goal is to Increase the knowledge and skills of people
who produce publiic documents. To accompiish this goal, staff of the Document
Design “roject are:

a conducting theoretical and applied research on language comprehension,
on the ways In which skilied and unskiliad writers work, and on
probliems associated with different features of documents;

a working directly with govermment and private agencies, heiping them
to produce materials for pubiic use; and

8 developing courses on writing and design for graduate students and
and undergraduates.

The Document Design Project is conducting research studies In both
Washington, D.C. and at Carnegie=-Melion University in Pittsburgh. At
Carnegie-Helion, researchers are developing an understanding of the writing
process and are explioring the use of computers In document design. In
Washington, AIR and Siegel & Gale staff are analyzing documents to determine
the nature and extent of specific problems, working In the 1ocal Hispanic
community to find out more about how non-English speakers cope with documents,
cond:cting experimental studies on comprehension of complex conditionais
found on many forms, and creating and testing simplified materials.

The Document Design Project works with govermment agencies to simplify
regulations, forms and brochures and to evaiuate revised documents. Clients
have included the internal Revenue Service, Social Security Administration,
Office of Education, Department of Housing and Urban Development, Department
of Agriculture, and the President's Consumer Affalirs Councilt. The Document
Design Project also deveioped a three-day workshop on “Simpl ifying Documents'
that &2 peopie from i5 different agencies attanded. This year the Document
Design Project Is creating a workshop for high-level managers in charge of
document simplification in their agencies.

As par't of the Document Design Project, AfR surveyed innovation approaches
to training undergraduates In how to write. Another survey will look at the
training needs of writers In govermment and industry. Project staff at AIR




. and Siegel & Gale are developing a curriculum for an undergraduate course
in clear writing, and Carnegle-Mellon University has established a new
interdiscipiinary graduate program In document design research which wiil
admit students In the fall of 1980.

The staff of the Document Design Project is a tea of scholars and
practitioners from severa! fields. The group includes psychoiogists,
linguists, communication specialists, graphic designers, writers, editors,
lawyers, and experts in instructional technology.
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ATTACHMENT €

AGENDA

Wednesday, September 24 ~ Edgewaler Hyatt House, Long Beach

7:00 - 9:00 p.m. Opening Session
Welcome: Bruce Cronnell

Opening remarks: Marcla Farr Whiteman
Richard Hendrix

f Keynore address: Shirley Brice Heath

No-host bar

Thursday, September 25 - SWRL

9:00 = 9:30 a.m. Welcome: Richard Schutz, Executive Director,
SMRL

Introduction to workshop sessions

Marcia Farr Mhiteman
Richard Hendrix

9:30 ~ 12:00 noon Workshop Session I: Composing Processes and
Development

Chair: Marcia Farr Whiteman
Panel: Elsa Bartlett
Linda Flower
Jerome Harste
Sondra Perl
Victor Rentel
Lunch at SMWRL
1:00 = 2:30 p.m. Workshop dession 11: Writing Assessment
Chair: HSrc!a Farr Mhiteman
Panel: Anne Herrignton

Catharine Keech
Jares Kinneavy
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2:45 - 5:00 p.m.  Workshop Sess

Chalir:

Parcl:

6:30 p.m. - Edgewater Hyatt House
Refreshments

Speaker: Pet

Friday, September 26 - SWRL

8:30 - 10:00 a.m. Workshop Sess

Chair:

Panel:

10:15 - 12:30 p.m. Workshop Sess

Chair:

Panel:

Lunch at SWRL

1:30 - 3:15 p.m. Workshop Sess

Chair:

Panel:

6

fon IIt: Writing instruction in
Context
Richard Hendrix

Arthur Applebee

George Deaux
Joan Graham
Sylvia Manning
Jana Staton

and dinner in the Courtyard Room

er Elbow

ion IV: The Writing Teacher

Rictard Hendrix
Sandra Bocher
Kenneth Bruffee
Betsy Kaufman

Language Variation and
Writing

jion ¥:

Marcia Farr Whiteman

Alonzo Anderson
Stanford Gwin
Ernest Lara
Christina Murphy
Leroy Ortiz

Functions of Writing
Outside of School

fon VI:

Richard Hendrix

Mary Epes
Dixie Goswami
Arthur Pfeffer
Janice Redish

3




3:30 - 4:30 p.m.

50

Closing Session

Remarks: Richard Hendrix
Marcia Farr Whiteman

Reactor: Roger Shuy
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ATTACHMENT O

QUESTIONNAIRE RESPONSES

Workshop Sessions

Extremely well done--lots of content. Excellent opportunity to keep
up with exciting programs==in both research and instruction.

The works was very well organized. The leaders ware very effective
in keeping [sic] the participants to respond and Interact without taking
too much time from other presenters.

IThere was a grest variety of approaches and points of view From which

we benefited.

The collaborative effort batween FIPSE and NIE in Itself is to be
commended. it resulted In a» very wel! organized workshop, rich in
information, Interdiscipliinary in nature, and an opportunity to meet
other Individuals interested in the same (or related) toplcs.

The meetings were, in general, informative, fast moving and encouraced
participants to think beyond the confines of their own projects. The
only drawback to the sessions was the lack of time for discussion and
questions after each presentation.

| sympathize with Marcia and Richard's desire to have everyone hear about
everyone else's research, but there was too much information presented

in the time period and not enough opportunity for discussion. Now

that people know each other's work, perhaps future gatherings of the
group can have » limited number of presentatlions.

A good ldea and a good conference, however. Let's hope it can be
followed up.

First, of all, the idea of the conference was simply excellent. As
Roger Shuy pointed out In his summary, we suffer from not knowing
what others are up to. Dissemination is a major problem which this
conference began to solve.

The problem with the conference, from my point cf view, was that the
schedule wes much too tight. | appreciated the published description
of the projects. The oral presentations varied in their usefulness to
me, but were generally worthwhile. What | missed were more informal
contacts with the group, the sort of thing that can happen If the
schedule is a little less tight. | would havz welcomed longer breaks,
perhaps » breskfast meeting, » couple of cocktall evenings, etc.
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Workshop Sessions {continued)

® | thought therc =37 too much Information projected without an
appropriate tir . for assimilation and discussion. {§ would have 1iked
some small group work.

® The meeting was overwhelming In terms of content, but the Ideas
presented were provocative and stimulating. Thers might be a way to
allow a bit more time for ldea/exchange in more informal settings.
One of the evening meetings coutd perhaps have bean used in this way.
The moderators were excel lenz In moving the meeting and presentations
along in spite of the full, packed agends.

® Not enough time was availabla for discussion. One got the impression
that the panel laaders thought guestions were a weste Of time and
that thelr primary concern was marching through a pre-astablished
schedule.

® The short presentations and grouping was nice. However, | wasn't
particularly {interested] in hearing about how peoples' projects
worked. | would like to hear them addressing » set of jssues Or
supporting 1deas and conclusions. The high points were talks that
had something substantive to offer,

o The individual sessions were well Organized and informstive, but the
schedule of sessions was too rigid and dense. Researchers in the
same area need to interact Informally, and there was no time Or place
for this. Hence, one couidn't exchange references or get the ''story
behind the story" of each project. The dinner speaakers were totally
superfluous. Either a longer conference or fewer participants!

® | was continually disturbed that we had to shut off productive dialogue
to get on with the schadule. These were only probably the MOST fer-
tile 24 minds in the country on this toplc all toyether in one place
at the same time. Getting them [to] talk, argue, oF muddie over tough
probiems together was the most important potential outcome, and it
wes continuouily strangled. |'m not sure how to solve the problem,
but one obvicus answer IS make the confarence longer. Aftar all the
trouble and expense of travel and arrangements, keeping everybody more
days Is the cheapest possible thing to do. |1f we had stzrted Wednesday
worning and gone three days, we'd have had planty of time for Inter-
action. You might also get more materials out In advance. You could
als0 consider innovative scheduling such as toplc ares rahearsais
before large group presentations, atc. Don't misunderstand, please,
1t was a great conference, and | was really stimulated by 1t. { jJust
wanted more of what 1t generated to take place.

[ AF' S




Workshop Sessions (continued)

53

The sait mines syndrome gpems unsvoidable, and Is eased by the very
pleasant surroundings at SWRL. If one Is to be Imprisoned ard

pumped (into and out of) for elght or nine hours a day, SWRL facili-
ties are the place to do It (or have it done). The formet also seemed
reasonable and unavoidable put insufficlent time to discuss wes a
severe limitation. Perhaps you tried to jam too mary of us into too
short a time. If gach speaking period had only three speakers and
people were required to write out their presentations in eight pages
or less? But being read to constantly would be dul’ing, too. Some-
how allow the fermentation to occur. | feel it did not occur this time.
The suming~up speakers can't be expected to do more than see things

; from their own perspectives==-s0 that aspect of the conference was
" wasted on me {and 1t meant more belng talked to at dinner, as well

as all day). 1 don't mean that Eibow and Shuy didn't do their best--
just that they could only do what they did do. Whereas there were
several moments during sach day of the conference itself when ques-
tions from the floor were just beginning to create new Ideas-~when
discussion wes cut off.

In general, therefore, | suggest that the conference organiZers trust
the bright people they get together a 117.le more. Let more collabora+
tive Tearning happen. Play 1t by ear. hen talk gets dull, cut It
off and move on. But when the inter-referentisl work~-the cross-
fertilization-=is 90iny on, for godsake, don't cut it off! The idea of
creating an instant college in that way is excellent. But let the
collegial ity work, or it:s a waste of time.

The workshop was very valuable. Meeting people from both groups was
a high point. However, the meeting was too structured and too full.

| wish there had been more time for discussion, argument, and sharing.
Two Ideas: (1) have each person prepare the paper (or outline or
sumary) beforehand and circulate a)l papers beforehand=-then the
meeting is all discussion; (2) make the conference 1/2 day longer and
have an open afternoon with small group meetings.

Dense, but good. A valuable conference throughout--presentations were
only as good as the people and projects Involved, of course, but most
of these are excliting==Marcia and Richard's panel monitoring was ?oo;d
on the whole--hard to do, but they kept things moving while allowing

some questions series. Perhaps participants could be encouraged to

go to 5 or 10 minute provocations [sic] leaving lots of room for questions.

The workshop sessions were exceedingly valuable. | was disappointed,
however, that so little time was available for questions and answers.
It seemed that what was essentially a &-5 day conference was confined
to 2 days. Perhaps It would have been more profitable to have had
morning workshop sessions followed by afternoon question end answer
sessions. DOr, perhaps, allow people In the afternoon sessions to break
up into groups to discuss the topics, Issues, and proposals they found
most of interest In the morning sessions.
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Moskghop Sessions (continued)

e Velue: cross-fertilizetion es resserchers from a veriety of epproaches
in working with ditferent populations shared their work in
progress end quastions.

Orientetion was elmost exclusively on research in writing. Role of
“Prectice,” might “ve been presented more effectively if it had
been clerifliead before the workshop. The focus of ell materiels was
really on ressesrch. Might have more consclously structured end
discussed roles In edvence so there would have been more sttention
given to 'woving between' the two.

; Most a1l presentetions were thought-provoking. 1 found ones 1lke
NHarste's useful beceuse they reised basic questions sbout essumptions/
methodologies appllicable In any context.

1 found the few 11ke Steton's usefui becer<e they linked prectice
end research. Ones llke Goswami's, whlle .e353 genereiiy eprliceble,
wers very informative. A few others, while enterteining, were not
very useful.

® | learned on immense amount from the workshop. This kind of shering
is very velusble. But Tt was overstructured. Thera wes too little

. time for sponteneous exchenge. { wouid certeinly heve wented to
learn sbout SWRL's projects, though the litersture made evaileble
helped o lot.

® By snd lerge the presentstions were exceilent end the conference was
well-orgenized. If enything, the conference might have been longer
to ellow more time for discussion. Otherwise, 1 found ths program
on exceilent one.

e Uniformly excellent.

® My purposs in sttending the NIE-FIPSE Grentee Workshop was to

Incressse my swareness of current research in the field of written
communication. The workshop definitely met this need. 1 liked
the egende both es regerds to content end structure. [ recognize
that time limitetions minimized discussions; however, | didn't
look upon this os & major problem. The quality presentetions end
11tersturs sveilebie certe/nly compenseted for this. Thess were
axtremeiy veluable to me.




Workshop Arrangements

The workshop arrangements were done thoughtfully and competently--
one felt very welcome in the environment.

Very good. SWRL organization of details s excellent.

Except for arrival, SWRL's efforts to take us around were ver§ nice,
Getting the list of participants in advance allowed us to share roonms
(Thanks).

All very comfortable. You'd save » 1ot of money, however, if you
could transport people fFrom the airport.

. Great=-very well coordinated, ni.e room, good food~=no hassles.

in spite of efforts of SWRL staff, SWRL is too far from major ajrports
to be a good workshop site.

Good!

Travel was difficult, of course, from LAX to Long Beach. It was
inconvenient to have to go by bus from the hotel to the conference
center. Those of us without cars were pretty well confined to the

Hyatt. | would have preferred to be in a location where it would have
been easler to get away from the hotel, where groups of people might heve
been able to jolin togeti.er for dinner, etc. In short, although the
hotel itself was perfectly comfortable and the conferenc- center at

SWRL was excellent, | would have preferred to be less confined to the
hotel and nearer to the conference center.

i should also point out that most of us were on fixed federal per diem
allowances of $50. The cost of my room was $46.00 per day.

Excellent. Thank you. (information on all this could have come &
bit sooner to be maximally helpful=~l know that's hard.)

Fine. 1 personally feel places }ike SWRL--given distance from airport=-
should not be selected.

The accommodations were exc.!lent, however, as were the fecilities for
meeting and getting to meetings.

Excellent! The hotel accommodations were superior, and all the food
provided by the hotel and by SWRL was exceptionally good, too. The
bus to and from SWRL was very convenient. All In all, the<e services
were exceptional. The hotel accommodations were the best |'ve ever
had provided by a conference.

Fine. Hyatt comfortable. Transportation from Hyatt to SWRL much
appreciated.
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Workshop Arrangements (continued)

These were fine (except that | stiil haven't gotten any reimbursement,
as of today, Oct. 26).

Accommodations, services, and luncheons waras superb.

| made my own arrangements. There did saem to be » problem with
people getting to the airport at the end. | drove three myself,
and in considerably less time than they had been toid it would take.

Hotei accommodations were pleasant and comfortable. || found it
unfortunate that Long Beach is some distance from the L.A. Airport,
but this is not the fault of SWRL, which made every attampt to
accommodate and make up for the inconvenience. The iab's staff was

» most hospitable, pleasant and professional.

All excellent.

Hotei==very good. Transportation arrangements, very good. Dinner
excellent. Lunch adejuate (please provide more in the way of protein
and jess sugar and starch--a non-carbonated natural fruit drink as
alternative to soda pop, for exampie). Also, with morning and afternoon
coffee, please provide some non-sweetened food stuffs-~plain bread and
butter, or mixed nuts, some skim milk {or regular milk for that matter),
chopped up vegetables (carnots. celery, etc.). In general | left
feeling sugar~saturated.

The facilities at SWRL were excellent and the staff's willingness to
copy materials and get handouts ready as needed was much appreciated.
The tunct on the second day was much better than the first.

4
The hotel was 0K but traveling to and from the airport at rush hour
was terrible. | don't know what ¢an be done about that-~b.: at the
least people should be warned not to arrive at rush hour.
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Other Reactions or Suggestions

The workshop was exciting and contributed nicely to the goal of
brinoing research and practice closer together. Please continue
the tradition by sponsoring similar sessions.

- Viewed as a chance to meet others who are doing interesting work.

the workshop was worthwhile. 3t did not, and | think could not
have, provide an opportunity for real discussion of issues or
approaches.

! would have liked to have had the description of projects and the
lists of participants several weeks before the conference. Even
to have known who was to be there would have made the experience

. more valuable to me.

Being engaged in research on on-the-job adult writings, | naturally
believe my area is so important (as the end result of schooling, if
for nc other reaser) that the on~the-~job panel should ha.e come
earlier in the conference. Thir wovid havc established 2 firmer
context for all the pPrqjects on schuol writing., How does anyone
know whether school w  Tnp is a suitable model for ail writing?

Or whether cogn:tive studies based on schoolroom writing are
genera'izable? The contexi of police writing, certa.nly, is
nothing like the classroom.

Please have anOt'.er oOnel

Outstanding presenters

Linda Flower Sendra Booher
Sandra Perl Alonzo Anderson
Jerry Harste Kathirine Keech

Elsa Bartlett

My only suggesti®on i3 to &) low more time for questions and
discussions.

Thank you.

Many participants, including myself, were not clear in advance on the
nature of the 15 nin. presentations--that  t would be en '‘address,"”
with @ pane! (rather than informal, round-table) --that entlre agenda
plan did not reach me before the conference. in general, format and
ogenda * ere super vegue until It al) began. (As it was, some of us did
better, not knowing in advance~=but that's a2 fluke).

71




. Other Reactlions or Suggestions {continued)

X

I thought this was the hest run and best conducted conference | have
ever attended. | was imprissed by the fact thet sessfons began and
ended on time and that all of the scheduled Items were presented, |
feel this conference was Invaluable to those Interested in writing
practice ~nd research and | hope there will be wore good conferences
in the fut. 2. It would be great, too, If the workshop sessions could
be published or ot least In some way made available to others. Thank

you again for inviting Mississippi Industrial College and for letting
me attend.

| haven't vet received either my per diem or my transportation
expenses. Please pay upl

{Thanks for inviting me to the conference.)

Overall--it was an extremely valusble experience and should be repeated
every few years. Also the idea of interagency seetings js excellent;
both NIE and FIPSE should consider other groups that some of their
grantees should meet with.

The workshop was valuable for me personally and | suspect valuable

in a more general sense also. While the outcomes may not be tanqible,
the workshop did serve to enrich current research by [- 7 =) it

from a variety of perspectives and stimulate future research by pin-
pointing central questions.
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ATTACHMENT E

CONTENTS OF WORKSHOP PROCEEDINGS
Preface (Marcia Farr Whiteman and Richard Hendrix)

Introductions

Marcia Farr Whiteman
Richard Hendrix

Richard Schutz

Keynote Address

Shirley Brice Heath: *0Oral and Literate Traditions--Endless Linkages'

. Session §: Composing Processes and Development

Linda S. Flower: %A Lo.~itive Model of the Writing Processes of
Adults”

Sondra Perl: '‘The Mriting Development Project'

Jerome C. Harste: 'Children, Their language and World: (nitial
Encounters with Print"

Victor M. Rentel: %A Longitudinal Study of Children's Planning and
Cohesior, in Three Modes of Discourse: Interactive Speech, Dictation,
and Mriting"

Elsa Jaffe Bartlett: ‘'‘Development of Referencing Skills in Good and
Poor Elementary and Junior High School Mriters"

session Il: Writing Assessment

Catharine Keech: *'An Examination of Procedures and Implications of
Holistic Assessment of Writing'

Anne J. Herrington: 'Mriting Competency Program'

James L. Kinneavy: 'fvaluating the Effectiveness of College Writing
. Programs''
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Session I1l: Writing Instruction in Context

»
*

Arthur N. Applebee: ''National Study of Secondary School Writing"

George Deaux: ''The Writing Project for Faculty from Disciplines
Other Than English"

Joan Graham: "The Interdisciplinary Writing Program'

Sylvia Manning: 'Training Seminars for Graduate-Student Teacners of
Composition"

gan Sﬁaton: "Analysis of Writing in Dialogue Journals as a Communirative
vent

Oinner Heeting

Peter Elbow: '"Midstream Reflections'

Session IV The Uriting_Teacher

Sandra Booher: ''The Los Medanos College Liieracy Model"

Kenneth A. Bruffee: ''The Brooklyn Cn lege Summer Institute in Training
Peer Tutors"

Besty B. Kaufman: 'The Queens English Project"

Session V: Language Variation and Writing

Alonzc Anderson: '"'The Rote of Literacy in the Non-Schodl anc School
Environments of Lower-Class Children"

Stanford P. Gwin: '"The Effects of Communication=Skills Training on
High-Risk Students'

Ernest Lara: 'Literacy Development in the Community Co!lege"

Christina J. Murphy: 'A Competency-Based Curriculum for Oisadvantaged
College Writers"

Leroy Ortiz: "Sociolinguistics of Liter2z.y: An Historical and
Comparative Study"
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Session Vi: Functions of Writing Outside of School

Mary Epes: '"Developing New Models of the Comp-Lab Course'
Dixle Goswami: 'Naturalistic Studies of Nonacademic Writing"
Arthur S. Pfeffer: ''The Polite Management Writing Projec.

Janice C. Redish: ’The Document Deslign Project'

’

Conclusion

Roger Shuy: "Closing Remarks"

Participants
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ATTACHMENT ¢

MOVING BETWEEN PRACTICE AND RESEARCH IN WRITING

Proceedings of the NIE-FIPSE Graatee Workshop
held September 24-26, 1980
at SWRL Educational Research and Deveiopment

Edited by Ann Homes
with Bruce Cronnell, Joseph Lawlor, Larry Gestry

1981 175 prges

Introduction by Richard Hendrix and Marcia Farr Whiteman
Papers by Shirley Brice Heath, Peter Elbow, Roger Shuy

Summaries of current research
Composing Processes Wiriting Instruction Langusge Variation
and Development in Context and Writing
Elsa Bartlett Arthur Applebee Alonzo Anderson
Linda Flower George Deaux Stanford Gwin
Jerome Harste Joan Graham Ernest Lara
Sondra Perl Sylvia Manning Christina Murphy
Victor Rentel Jana Staton Leroy Ortiz
Writing Assessment Functions of Writing The Writing Teacher
Outside of School
Anne Hermrington Mary Epes Sandra Booher
Catharine Keach Dixle Goswami Kenneth Brutfee
James Kinneavy Arthur Ple‘fer Betsy Kautman
Janice Redish
Available from “
SWRL Educations) Rescarch and Development
4665 Lampson Avenve
Los Alsmaitos, CA %0720
$3.5%

Please send me _______ copies of AMoving Between Practice and Research in Writing a1 33.50 each. En-

closed is a check/money order for § (payable to “*SWRL"). California residents please add
6% sales tax (21¢).

Name

Address

Sead 10 Accounting Department
SWRL Educational Research and Development

4665 Lampson Avenve
Los Alamitos, CA 720
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OIALECT AND WRITING:

THE NEEOS OF LINGUISTICALLY OIFFERENT STUDENTS

A Research-Practice Conference
Sponsored by

SWRL Educstional Research and Oevelopment
Los Alamitos, Callfornia

Thursday-Friday, June 25-26, 1981
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DIALECT AND WRITING:
THE NEEOS OF LINGU(STICALLY OIFFERENT STUOENTS

SUMMARY

Writing 1s a complex task for ail students==it Is not easy to learn
how to write, Writing is sometimes viewed as speech put down on paper.
Since most students can speak well when they enter schooi, putting speech
on paper would seem t= he 3 rather straightforward task of transcribing.

However, writing is not simply putting speech on paper. Written
English is different from spoken English. The basic ronventions of
writing=-spelling, punctuation, capitalization-~often do not directly
reflect speech. Moreover, while speech takes place in » person-to-person
context, writing is divorced from the reality of time and space, and thus
requires more specificity and detail. in addi<ion, writing demands more
organization, more attention to cohesion, and more accuracy than most
speech. Consequently, because writing is more complex than speaking,
students cannot simply apply their speaking abilitles when they write.

Even though writing is not the same a3 speaking, the tws processes
are similar--at least for students whose spoken English Is similar to
written English. in other words, students who speak standard English
(which serves as the basis for written English) should find it easier
to learn to write than students who do not speak standard English.

But many students do ot speak standard English; insicad, they speak
some nonstandard variety of English or they do not speak English at all.
For these linguistically different students, learning to write (standard)

English is likely to be more difficult.
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Students who do not speak standard English come from a varfety of
raclel, ethnic, language, and geographical backgrounds; they are
fraquently from lower socio-economic families. They Include such diverse
groups as inner-city Blacks, American Indians, and Hispanlcs. But no
matter what their background, they do not speak standard English--they
do not speak the form of English that serves as the basis for writing In
Engl ish.

As a regional laboratory funded by the National Institute of Education,
SWRL Educational Research and Development seeks to improve educational
equity within its region--Arizona, California, end Nevada. Of great
concern to SWRL and to schools within the region is the education of
many children who do not speak standard English, especially Blacks,
Mexican-Americans, and American Indians.

As part of its concern for the writing needs of liuguistically
different students, SWRL sponsored a conference on June 25-26, 198i, to

look at and discuss the issues Tnvolved.

Participants

Thirty=five people were invited to participate in the conference.
{See Attachment A for a complete 1ist of these participants.) Seven
participants were speakers (see Attachment B for background on the speakers--
current at the time of the conference). Ter participants were elementary
and secondary teachers from California, Arizona, and Qevada; these teachers
all work with linguistically different students. Several other provessors
and teachers also attended as guests. In addition, participants included
SWRL composition staff (who chaired the sessions), other SWAL staff, and

staff Trom the National Center for Bilingua' Research (NCER).
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Agenca (see At.achment C)

The evening before the conference begar, the speakers joined with
SWRL composition staff for dinner. This meeting allowed speakers and
lt;ff to get acquaintad and to prapare for the foliowing day.

The conference began with words of welcome from Richard Schutz.

SWRL Executive Director, and from Victor Rodriguez, NCBR Acting Director.
The first three presentations were devoted to Biack English (BE).
Robert Berdan (NCBR) provided an overview of Black English ("introduction
to Black English"). He pointed out distinctive phonologicai and grammat-
ical features of BE and discussed variabllity in the dialect. Carol Reed

(Rutgers University) discussed ""The Writing Needs of Black Students,”
noting especially the historical development of Biack English and the
relationship of BE to other Black diatects and creoles, particularly in
the Caribbean. (Reed provided a bibliography; see Attachment D.) John
Baugh {University of Texas st Austin)=--""Design and implementation of
Writing instruction for Speakers of Non-Standard English''--looked at
literacy in the BE-speaking community, with particular emphasis on
adolescents and adults. (His handout--see Attachment E--illustrated his
“Lyric Shuffie” game for improving literacy.)

The first day closed with a presentation by Lance Potter (University
of Southern California): “The Writing Needs of American lodian Students.”
Potter reported on a project undertaken to look at the yse of English in
two American Indian communities. (Some examples of phonological and
grammatical forms In these communities are shown in his handout; see
Attachment F.) He pointed cut that considerable linguistic variation
existed among American Indins and that several strategies may be

appropriate for improving writing among Americen indian students.
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On the evening of this first day, participants gathered for dinner
and soclatizing.

The sessions on the second day were devoted to the writing needs of
Mexican=American students. MHaryellen Garcfa (NCBR) discussed "'Spanish-
English 8ilinguallism Ir the Southwest," noting that considerable variation
Is found within bath the English and the Spanish used by Mex)can-Americans.
Carole Edelsky (Arizona State University) described 'Writing Development
in » Bilingual Frogram'® for Mexican-American childre~ in grades 1-3.

She discussed seven "myths' abou bilingual students an. sbout writing

and provided many examples ¢ student writings (see handouts in Attachment
G). Jon Amastae (University of Texas at E| Paso) described resesrch into
"The Writing Needs of Mexican-American Students' at the college level.

His report provided considersble data {sece handout In Attachment H).
Amastae suggested that sentence-combining instruction (aiso see handout

in Attachment H) was most helpful In improving the writing of such student:

Although the introductory presentations by Berdan and Garcia lasted
only » haif hour each, the five primary sessions were two hours each,
thus affording ample time for presentations and for considerable discussion

from afl the participants.

Follow=up Questiornaire

After the conference, questionnaires were sent to all participants,
asking them to comment on three topics:

Conference sessions (structure, value, high points,
limitations, etc.)

Conference arrangements (hotel accommodations, travel, etc.)

Other reactions and suggestions.
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Responses were recaived from eight participants; these responses are

found in Attechment !, organizad according to toplc. In addition, four
participants wrote personal letters; excerpts from these unsolicited
comments ore aiso included in Attachment i.

Overall the responses were very positive. The participants enjoyeo
themseives, found the conference to be of vaive, and were very pisased

with SWRL's arrangements for the conference.

Proceedings
Six of the confarence presentations were pubiished in & book edited

by Bruce Cronnell: The Writing Needs of Lingulstically Different Students.

(Caroi Reed's paper was not availabie for pubiication.) This 168-page
book aiso includes an introduction by the editor, & iist of participants,
and acknowledgements. The proceedings were published in Tate December (981.
Complimentary copies of the proceedings were sent to a1l participants,
to NIE, to SJRL staff, to selectec journai editors (snd to book-review
editors, when appropriate), to BESC's and other biiingual centers, and to
various researchers >.d administrators know.. to SWRL and NCBR as being
interested in writing end/or linguisticeily different students. (n addition,
multiple copies were offered t» the NIE-funded Regional ReD Eué‘aages. to
writing Projects in SWRL's region, and to the billngual Evaluation, Dissemi-

nation and Assessment Center 8t California State University, Los Angele..

Over |,100 complimentary coples have iLeen distributed.




. in addition, copies of the proceedings were made availabie for
purchase {at SWRL's cost). Flycrs {see Att.chment J} were sent to over
3009 individuals, organizations, and English departments. So far, more
than 350 copies have been sold. The proceedings have also been indexed
in such data bases as ERIC, National Clearinghouse for 8ilir~ual Education,
and Index to Social Science and Humanities Proceedings. Announcements of
the availability of the proceedings were made in {at least) the following
publications:

CATESOL News
College Lomposition and Communication
Fforum
Lz Red
Language
Research in Composition Newsletter
TESOL Newsletter
TESOL Quarterly
The Writing Instructor
. Western Coltege Reading Association Newsletter
Writing Lab Newsletter

83




’

Speakers

Jon Amastae
Oepartment of Linguistics
University of Texas at

El Paso

John Baugh

Oepartment of Linguistics

University of Texas at
Rustin

Robert Berdan
National Center for

Bilingual Research

Carole Edelsky

wepartment of Elementary
Education

Arizona State University

Maryellen Garcia
National Center for
Bilingual Research

Lance Potter

Linguistics Oepartment

University of Southern
Califomnia

Caro) Reed
Rutgers University
Teachers

Qlivia Beltran

Sweetwa'er Union High School
District, Chula Vista, CA

Sterling Cincore
Compton {CA) Unified
School District

ATTACHMENT A

PARTIC IPANTS

Karen Quchek
Window Rock (AZ) Elementary District

Mary Fleming
Roosev:1t School Oistrict,
Phoenix, AZ

1rene Frias
Mesa {AZ) Public Schools

Mildred Hamilton
Clark County {NV) Schools

Richard Macias
Clark County {NV} Schools

Virginia L. May
Long Beach (CA) Unified
School District

Gigi Slezak
Sunnyside Schoo! District #12,
Tucson, AZ

Jill Tanabe
Los Angeles Unified School District
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ATTACHMENT B

BACKGROUNO ON THE SPEAKERS

Jon Amastae is an Asslistant Professor of Linguistics at the University
of Texas at El Paso. He previously taught at Pan American University and
at the University of Oregon. He has also been a Fulbright Professor ¢f
Linguistics at Universidad de 1os Andes {n Bogotd, Colombia. Or. Amastae
received his Ph.0. in Linguistics from the Uaiversity of Oregon. In addi-
tion to his work in Engilsh composition, his research Includes studies in
phonology, creoles, bilingualism, and Spanish.

Robert Berdan is Coordinator of Language Aiqulsition Research at the

National Center for Bil ingual Research, located at SWRL Educational Research
and D-velopment. He received his Ph.0. in Linguistics from the University
of Texas at Austin and corpleted a post-doctor-l fellowship in clinical
linguistics at UCLA®s Neuropsychiatric Institute. Or. Berdan has been
associated with SWRL since 1971, and has studied the dialects of English
used by children, espacially black English.

;o#n Baugh is an Assistant Professor of Linguistics at the Universit&
of *qxjs at Austin, where he specializes in advanced analytic techniques
for sbci~linguistic analyses and is a member of the executive committee
for Afro-American Studies. Or. Baugh recelved his Ph.0. in Linguistics
from the University of Pennsylvanis. His research covers varlous aspects
of Black English. He 1s also working on @ literacy program for Black

youths.
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Caroie Edelsky is an Associate Professor of Elementary Education

at Arizona State University. Her work is primarily in the areas of
sociolinguistics and educational lingulstics as applied to instruction.
She Is particularly concerned with the education of bilingual children
and with sex-linked language. Dr. Edelsky recejved her Ph.D. In Curric-
ulum and Instruction from the University of New Mexico. She has also
taught at Fioride International University.

Maryeiten Garc{a is a Member of the Professional Staff at the

Mational Center for Bilingual Research, located at SWRL Educational
Research and Developmen.. Her areas of specialization inciude Spanish
syntax and semantics, the Spanish language in the United States, and
English/Spanish discourse. Dr. Garcfa received her Ph.D. in Linguistics
from Georgetown Unlversity and has taught courses in the Spanish language
and in Englisk as a second language.

Lance Potter is a doctoral cendidate in Linguistics at the University
of Southern California, where he received his M.A. in Linguistics a.d
where he teaches freshoan composition to international students. Mr. Potter
was formerly a Research Assistant at the Center for Applied Lin?uistics.
He has studied American Indian lanjuage maintenance and the uyse of English
in wwo indian communities, anc has interpreted linguistic research on
dialects of Engljsh.

Carol Reed taught at Rutgers University during the past year. Since
1969, she has been associated In various capacities w'th Brooklyn College of

the City University of New York, particularly with tae Language Curricuium
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Research Group at that “institution. Ms. Reed received her M.A. from
Middlebury College. Her research studies on Black English and on
Caribbean Creole English have been sponsored by grants from the Ford

Foundation and from the CUNY Research Foundation.
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Thursday, June 25
B:4S
9:00

9:30

10:00

12:00 p.m.

1:00

3:00 ,

8:00
7:00
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ATTACHMENT C

AGENDA

Coffee, rolls at SWRL
Opening
Chair: Bruce Cronnell

Welcome: Richard Schutz
Victor Rodriguez

Robert Berdan: {ntroduction to Black English
Chair: Bruce Cronnell

Carol Reed: The MWriting Needs of Black Students
Chair: Joseph Lawlor

Lunch at SWRL

John Baugh: Design and Imptementation of Writing
Instruction for Speakers of Non-standard English

Chair: Joseph Lawlor

Lance Potte.: The Writing Needs of Ameriown -
Indian Students' -

Chair: Ann Humes
Adjournment

Dinner at Long Beach Hyatt House (Executive Room)
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friday, June 26
8:48

9:00

9:30

1130
1:00

3:00
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Coffee, rolls at SWRL

Maryellen Garcia: Spanish-English Bilingualism in
the Souttwest

Chair: Bruce Lronnell

Carole Edelsky: WMriting Development in a Bilingual
Program

Chair: Larry Gentry
Lunch at SWRL

Jon Amastae: The Writing Needs of Mexican~American
Studernts

Chair: Larry Gentry

Ad journment

we
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ATTACHMENT E

OESIGN AND ¥MPLEMENTATION OF WRITING INSTRUCTION
FOR SPEAKERS OF MONSTANOARO ENGLISH

John Baugh

Department of Linguistics
UNIVERSITY OF TEXAS, Austin
SWRL; June 24, 1981

Secret hearts, beating 30 fast In time.
Angry words, patterned In a frame of mind.
Man keeps on telling what his eyes have seen.
8ut the dreams of heart are gone.
So who wlll be standing to light the

Light of Dawn?

Tears will fall, collecting In a shallow pool.
Sad red eyes, will see the poor reflected fool.
Time and again the storles’ to'4

But man cannot see why

Time and again, |'ve told the man t0 try

Time and again, |"ve told the man . . .

To light the light, and let m= in.

Now's the time for our love to begin

Wor.‘t you light the 1ight, unlock the door
Tears i:hat were falling will soon fall no more.

th
Won't iou light the 1ight, and let me in?
If yoilire lonely, 1°11 be your friend
Hr.n't%you light the light, and be with me?
Eyes that were blind will soon begin to see.
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ATTACHMENT F

Lance Potter

He will be in the stinken hospital.
They are always fighten.
Thats when | get this felen [faeling].

than they came to a road . . .
I Yike him more then anybody . . .
than a hunter came along . . .

« » » then | could go whith you
« « » but he does not whant to go.

There 1s » 1ot of giris

That's a1l of the girls

The teachers | hate Is

Once they was three little pig
The knights that came In was killed

They was some robocks . . . there name wss C3P0 and R2D2

Introductory that/those

that fat boy eats the wrappers.
we were watching and those kids that were with us . . .

‘noun reclassification'

we saw 8 whole bunch of potteries

they baked realgood breads theretoo

Also, | saw a profootball. The K.C. Chelfs paly the Rams.
and they were at the football and they were showing off . . .
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ATTACHMENT G , N
Dr. Carole Edelsky

SWRL  June 1981
Bi'Ingual kids mix codes at random.

vs.

Little code-switching (only at word or shortephrase level).
Code-switching in Spanish, not English. ’

Sometimes for representing an event realistically.

Kids are insensitive to demands of written texts.

VS,
Kids distinguish oral and written (endings of written).
It Is easy for reader to identify different genres.
Inter-written-text tying only occurs in journals.

Kids spell out logos (but use numerals for numbers).
There is more dialogue in stories.

Full signature In letters.

Spanish is grapho-phonicaliy reguiar.

vs.
Kids invent many consonant spellings despite (because of?) phonics

instruction,
They use various strategles for inventing (phonetic feature, phonic

generalization, speech community norm, spelling strstegy, etc.).
They use Spanish orthography when writing English (but save the 'k’
for English).

Literacy development is a matter of learning skilis.
Theve's a one-to-one correspondence between teaching and learning.

vs.

Hypotheses about punctuation and segmentation (four bases: syntactic,
phonological /morphological, non-syntactic, norn-phonological/
morphological).

Literacy Is constant across contexts.

VS,

Writing materials affect content.

Familiarity of assigned genre affects accessability of a schema.

Audience affects amount/type of information.

Teacher or child control affects involvement of writer with text,
"niceness,” quality, etc.

Language affects choice of script.

Language affects segmentation strategy.

Syntactic risk-taking affects handwriting.

The teacher is irrelevant.

yS.
Teacher-expectation about child’s abilities affects what child is

abie" to produce.

Teacher desire for Tength affects 1ength and quality.

Teacher view on revizion (for information or for form) affects
second)draft (and kids' ideas about text quality and reader
needs?).
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6.3.6a

6.3.6b

6.3.6¢c

Student Writings:

22

Texts and Translations

Moy es jueves.
Féimos a comer.
Fulmos a PE.

Fuimos & la tienda.
Fuimos a las vistas.
Fuimos a 1a K-Mart.
Fuimos a 1a Circle K.
Compraron sodas

y cacahuates y Kool Aild
y pl&tanos y paletas

y una pifia colada,

una soda,

Today Is Thursday.
We went to eat.
We went to PE.

We went to the store.
We went to the movies.
We went to K-Mart.

We went to Circle K.
They bought sodas

and peanuts and Kool Aid
and bananas and popsicles
and a pifia colada,

3 soda.

5.3.8
@

Hoy es Jueves.

La Mrs. 0.

estaba enferma de 5 cinco
dfas. Fin.

Yoday is Thursday.
Mrs. D.

was sick for §
days. The End.

5.3.9

Hoy es miércoles.

En catorce & hicimos
velentines y hicimos
una fiesta y se acabl.

Yodav s Wedneuday.
On the 14th we made
valentines and we had
a party and it's done.

15.2.%

Quierida Mrs. J., | hope you go again to school.

Yo quiero mucho. También quiero a tods la escuela.
Yo quiero los cuartos y las nifias como si fueran mis
hermanitas, como quiero que ud. este ~wy buena.

Tu amigo, ASustln

Dear Mrs. J.
i like you a lot.

i hope you go again to school.
! also like the whole school.

! 1ike the rooms and the girls as |f they were
my sisters, like 1'd like you to be well.

Your friend, Agustin
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. 2.2.5: Hoy es lunes Today is Monday

Paps me da un pato. Dad gave me a duck.
Hicieron un party. We had a party
He.'comfo un dari y - ! ate 2 dairy and
era un atole. it was an "atole.”

4.,2.6a Hoy es jueves Yoday is Thursday
Me gusta el nlio” | tike the son
de Oios y of God and
los reyes le trajeron. . . the kings brought him. . .

9.3.1a Hoy es lunes Yoday is Monday
Ayer fuimos Yesterday we went
@ un rancho y mataron to a ranch and they killed
una m.'rana. a pig.

9.3.1b Hicieron chicharrones They made cracklins

. y comimos chicharrones and we ate cracklins

y miramos marranitos and we saw piglets
Y agarramos and we caght
un marranito. a piglet.

6.2.5a Hoy es miércoles. Today Is Wednesday.
Me compraron un libro They bought me a book

en la tiends. Es 1ibro de colorear. at the store. |It's a coloring book.

15.2.48 Yo le voy 8 llevar esta I'm going to send this

carta » ud. Santa Claus letter to you Santa Claus

para que me de una moto s0 that you can give me a motorcycle

y 1a casa tiene un cuartito and the house has » little room

y alT puede meter la moto and you can put the motorcycle there

para que no batalle mucho metiendo sO that you don't have lots of trcuble

lo por una ventans y mi casa putting It through the window and my house
15.2.4b es 13574, Gracias is 13574. Thank you.
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‘.3“3

6.3.8b

Hshfa una ves una
fantasma andeba
alfededor de 1a casa.
HacTa mucho ruldo

y mi papd .o matS.

No pude dormir.
vesperté y le dije que
andaba una fantasma.

24

‘There was once a

chost walking

around the house.

It was making » 1ot of noilse
and my father killed it.

| coutdn't sleep.
1 woke up and told him that
a ghost was walking around.

23.2.2»

23.2.3b

Estaba muy donito el programa
porque habTa mucha gente y
hab¥a muchas galletas y
cantamos & canciones.
muy bonitas. Los gorritos eran
Mgy bonitos y el perro
era tan chistoso y el
pan se le cafa de la
boca. Era tan chistoso.

Eran

-

The program was very nice

because there were a lot of people and
there were lots of cookies and

we sang 4 songs. They were

very nice. The caps were

very nice and the dog

was SO comical and the

bread kept falling from his

mouth. It was so comical.

!

112.8a

A ml me gusts jugar con Manuel.

A mT me gusta jugar con José A.

A mY me gusta jugar con Moises.

A mi me gusta jugar con Agustin.

A ol me gusta jugar con Candeiario.

l like to play with Manuel.

1 Vike to play with José A.

| Vike to play with Moises.

I Vike to play with AgustTlr.

| Vike to play with Candelario.

3. 2.3‘

3.2.3

Hoy es martes.

Mi pap§ me

comprS el guajolote
Yy &5 grande el
gusjoiote. Estaba
frfo el guajolote
y »i memd io0

va » cocinar.

Today s Tuesday.

My father

bought me a turkey
and the turkey Is big.
The turkey

was cold

and my mother

is goiny to cook it.

101




9.2.4a

L11)
.
[ )
.
"
L1

9.2.ke

Koy es lunes
Miramos King Kong
en la televisibn,

Miramos TV. Visitas de Californie
Hicimos de cuatro.

Hicimos paseo vy ir
en 1a troce de mi papl

25

Today is Monday
We saw King Kong
on TV,

We saw TV. You visit from California
We made four of them.

We took » trip and go
in my papa's truck.

£.3.2»

Cata lluvia det clelo.
Charcos en el piso.

Dijo las noticlas de}

rédio, ce) sehor del
rédio--ya no va llcver. Fin.

Rain was falling from the sky.
Puddies on the floor.

Said the news on the

radin, the man on

the radio--It's not going to rain
any more. The End.

11.2.5

11.2.5b

11.2.5¢

11.2.5d

Este es un cuento de un
muchachito y se 1lamaba

Little Black Sambo y ers

su cumpleafios y le compraron

ropa y se fue al bosque y un
tigre brincd y le dijo--yo tengo
bambre=-y 1 muchachito dljo
«-te doy my zapatos si no me
comes y ¢! tigre dilo--bueno~-

y otro salt8 y dijo~-te voy »
comer y di jo--te doy ml gorra y
~=bueno--y el tigre se fue y
saltl otro y dijo~-dame tu camisa
y s¢ 13 puso y se fue y todos 103
tigres se estaban pellandose

y se andaban corriéndose vy
andaban corrlando ¥y reclo ¥y hasta
que se hicieron como mantequil.s
7 ¢l pap8 vino y trajo uns

This is story of »

1ittle boy and his name was

Little Black Sambo and 1t was

his birthday and they bought him

clothes and he went to the woods and a

tiger jumped out and said to him *'I'm
hungry"” and the little boy said

1111 glive you my shoes if you don't aat

me and the tiger said “Good"

and snother lapt out and said I'm going to
eat you and he said "1'1] glve you my cap and
ViGood" and the tlge; left and

another lept out and said "Give me your shirt"
and he put it on him and he left and all the
tigers were fighting

snd they kept running and

they kept running and fast and unti!}

they became Vike butter -

and father came and brought a
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olla y agarrS la mantaquiila en

una olla y el muchachito se comlo

19 pancakes y 1a mamf nomas se

comloc 10 pancakes y el paph comfo 18.

pot and got the butter in
8 pot and the little boy ate

19 pancake. and the mother only

ate 10 pancackes and the father ate 18.

1'.4.20

.42

1W.4.2¢

1.4.24

11.L.2¢

1. 4.2F

11.4.29

El libro

del Hueso
Loco

Un dfa

el Hueso
‘eco se
comio un
insecto

Yy el se

fue pars el
desierto y
se metid

wna vibora en
la cabeza

Y se

comio un
dinosaurio, el
hueso loco
Y ese hueso
se hizo blen
pansdn como
un 9lobo.

Y el hueso
ya estaba
en el alre

Y ¢l hueso
no volvid

103

The book

of the crazy
Bone

One day
Crazy

Bone

ate an
insect

and he

went out to the
desert and
he put

a snake on

" his head

and he

ate &
dinosaur, the
crazy bone,
and that bone
became huge~
bellled lika
a balloon

and the bone
even was

up in the ailr
and the bone
didn't come back
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and along came

el primo del the cousin of
otro hueso the other bone

11.4.2h y el primo and the cousin
del hueso loco of Crazy Bone
se llama was named
Simple Simpleton

11.4.2i y el Simple and Simpleton
s¢ comio una ate a
casa con house with
muebles furniture

11.4.2] y el Simple and Simpleton
dijo necesitaba said 1t needed
poquito sal vy a little salt and
pimienta. pepper.

. 13.2.7s Querids Ms. Edelsky Dear Mrs. Edelsky,

nOsotros vamos d» tener ura ve're going to have »
zaride ¢} mifrcoles 17 a las meal Wednesday, the 17th, at
i:00 p.m. y es muy sabrosa 1:00 p.m. and it's very tasty
y digame si va a ir, si 0 no, and te!l me 1f you'r 9oing to come, yes, or no,
y pase el dfa de Christmas vy and spend Christmas Doy and
el saldn & de 12 escuels room 4 at Surprise

13.2.7b Surprise y le va gustar mucho. School and you're going to like it a lot.
Tu amigo, R.C. Your friend, R.C.

13.2.18 Querids mMrs. J. Dear Mrs. J.
Yo le voy a mandar la I'm going to send you the
carta de los indios de letter about the Creek
Creek Indian. Ellos bailan Indians. They dance
la canciln de the grsen the song of the green

13.2.'b corn stamp y un dfa el corn stamp and one day the

gobiernc los dijo vaysnse de
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government told them '‘go away from




13.3.1¢

. 13.3.1d

squf. Vaya a vtro estado que ss
1lama Oklahoma y cuando el gobierno

ies dijo vayanse y les dljo

cuando 1legan, van a tencr todo,

pero el gobierno les estabs

hablando mentiras y cuando llegaron

no habfa nada, nombs
pura nieve y los
soldados no deban ir
8 pararse en ninguna
parte y cuando

sabla ei gobierno

que alls habfa gold el
gobierno y dijo
vayanse de aquf,

vayan en otro

estado y seforita J.
tquliere venir a la
clase a vernos

bailar una

cancibn de los

indios y puede ir

Y que nos ves

a Jugar stickball y a comer?

here. 6o to another state that's
called Oklahoma and when the government
told them to go and told them
when they arrived, they're 9oing to have
everything, but the government was
talking 1les and when they arrived
there wasn't anything, Just

snow and the

soldiers didn’t let them

stop any where

and when

the government found out

there was gold there the
government and said

go away from here,

g0 to another

state and Ms. J.

do you want to come to the

class to see uy

dance an

indien song

and you can 9o and

see us

play stickball and eat?

38.4.12

33.“. Ib

Mrs. S., le voy »

declrie un joke, 0.K.7
Ud. conoce a los Polacks?
Pues, habla tres

Polacks ¥y uno estabe
cargando una jerra

de egue y el otro

Mrs. S. I'm going to
tell you a joke, U.X.7
You know Pelacks?
Well, there wer: 3
Polacks and one, was
carrying a jar

of water and the other




33.“. Id

38.4. e

38.4.1F

Polack astaba carganas
una canasta da comida
Y :al otro estabs cargando
una puerta de un

carro y vino un hombre
y dijo lporqlie

astSs cargando

und cpnasta de comida?--
y dijo=- si tengo
hambre, me puedo

8 comer 13 comida

que estf an 1a canests,
y le dijo al siguiente
hombre=-=-{porqle estfs
cargando una jarra

de agual-~ y dijo--que
sl tengo sed, me puedo
tomar 1a agua que

asta en 'a jacra

vy le dijo al siguienta
hombre que lporqle
ast8s cargando una
puerta del carrol--
dijo--si tengo calor
puedo abrir 1a veniana
Yy Tuego no voy a

tener calor y ya

se acabs. Tan Tar.

Polack was carrying

a basket of food

and the other was carrying
a door from »

car and along came & man
and he said, 'Why

are you carrying

8 basket of food?™

and he said, *If I'm
hungry, | can

est the food

that's in the basket”
and he said to the next
«an, ‘SYhy are you
carrying a jar

of water?'" and he sald that
“If 1'm thirsty, | can
drink the water that's
in the Jar

and he said to the next
man that 'Why

are you carrying »

car door?" and

he said *If 1'm hot,

| can open the window
and then | won'?

be hot and

that's all. Da Dum!




2.3.9

T e B i S -

Todos los dias cafa niave en
todas 13 partes y
también cala Vluvia

an todas las partes y

un sefor se rodS y

1a policta {ba. La policts
agarrla a) sefor ¥

1o 1lev8 a 1a clrcel y allt

se estuvo todos los dlas.

Era cuando estabs cayendo nieve.

Wl el o Pk - LY - W T A"
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Every day snow was falling
all sver and

3150 railn was coming down
all over and

a man robbed and
the police came.
got the man and
took him to jai) end there

{ remained all the time.

It was when the snow wes falling.

The police

2.3.5%

Hoy es martes
Yo voy » hacer
muchos
reportes

Today is Tuasday
I'm going to do
a Tot of
reports

. 1.5.7»

1.4.7b

El monstruo se cortS al
dedo Y le doifa mucho

y se cort8 la plerna vy

1e dolfa mucho y Tlord
mucho vy 11or8 muchc y astaba
11lorando mucho

pero mucho y probrecito

Yy graclas. R.M.L

E1 muchachito e puso

uns curlta.

The monstar cut his

finger and It hurt a lot
and he cut his leg and

it hurt @ Tot and he cried
and cried » 1t and he was
erylng

» whole Tot and poor
thing and thanks. R.M.L.
The 1ittia boy put

a bandald on him,

11.3.3»

Querido Sr. G.

Yo e mando esta carta con
mucho carific y ojals que

ta alivies pronto y que tengas
un dia bian bueno y que no

Dear ¥r. 6.
I'n sending you this lettar with

much fondness and | hops that
yu get bettar fast and that you have
» good day and that you don't
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. 11.3.3b

te salgas de la came, nomss
cuando te alivles.
puedes salir de la camn v
vambién ve 2 nirar un

doctor y Que tomes medicinaes y
vo te mando muches saludes vy
tamb1&n y yo estaba malo también
Y me dieron medicina vy me

alivié y ahora estoy en

la escuela con mls amlgos

y 1a saestra. Tu amigo, E.

Entonces sl te

31

get out of bed, only

when you're better. Then you

can qet out of bed and

alsc 9o to see »

doctor and so you could take medicine and
i'm sending you many g00d wishes and
also and | was sick also

and they gave me medicine and

i got better and now {'m in

In school with my friends

and the teacher. Your friend, €.

L.b.32

h. h. 3b

A mf me gustd

e} programa de
y estaba

susbe Y nosotros
cantamo:

suave Y nosotros
cantamos

dos canciones

y yo querfs
canter

otra cancidn.

E! Fin. De
M.N.C

! Vked
Mrs. S's
and 1t was
nice and we
sang

nice and we
sang

2 songs

snd | wanted
to sing
another song.
The End. By
H.N.C

k4.4

Querfa cantar

"oy Desayuné

M1 Arroz con

Leche" porque

fa otra canciln

era muv corta,

Tenenss

que practicar

pars las sams y para los
paplises (papés)

! wanted to sing

"Today 1 has for breakfast wy
Rice with

MTIK" because .-

the other so.g

was very short.

We have to

pract ice

for the mothers and for the
fathers.
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ATTACHMENT M
Jon Amastae
- Spanish as First Lenpuage Spoken
Father*s Income Mother's Incoms
l ——
84,000 -~ 6,000 87.0 75.4
$6,001 -~ 8,000 78.2 66.0
$8,001 ~ 12,000 ° 73.3 50.0
L $12,000 + ' 40.0 75.0
Table 1
Type Number Comment
kunctuation 577
Spelling 285
Sentence (frag, run-on, dang. mod.) 193
Verdbs 180 missing past/past part -~ ed 82

Noun~pronoun (ref., agr, prourocun

hypercorrect ~ ed 20

shift) 162
lexical choi.e 126 (7 clearly iaterference)
Preposition/particle 100 (in ~ on) ~23; 20 others clearly
interference)
Articles 43
Adj/adv 16
1682
* Table 2

(from McQuade 1978)
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Error Type

l-liu{_ng comma

Fragment

Missing article
Litmephine misspellings
Missing past ~ ed
Confusion infon
Faulty pronoun reference
Comma splice

" Double negative
Missing possessive -5
Faulty parallelism
Wrong participle form
Wrong preposition
Wrong verdb

Missing 3rd sg. -8

33

1.160
.lél
. 147
.310
.191
.099
273
187
.018
.020
096
.028
.228
063
.039

Table 3
(from McQuade 1980)
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L

Words Dependent Proportion of clauses | Non~finite verb
per clauses by Type: vords as a % of
- €.vU. per C.U. Adj Adv N total verb wordrs
PAU Freshmen 11.88 .48 25% 45% 1§ 30% 82
Loban High Seniors 14.06 .66 .42 $36.8% 483372 13.6
Loban Low Scniors 11.24 .52 372.7% (32.6% 129.6% 8. 33
Table 4

Factor 1

Factor 2

Factor 3

Factor 4

Factor 5

(from McQuade 1978)

Non-spatial, non~temporal conjunction

Total non-finite verbs
Words per c-unit
Total verb words
Total dependent clauses

Noun clouses

Verb-to-verb complement
Total to complements

C~-units
Scentances

Adverb clausecs

Total dependent clauses

Noun or adjective-to-werb cOmplement
Total to complements

Table S

Elaborstion factors
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!-‘actor

Factor

Factor

Factor

Factor

35

Missing word
Double negative
Missing pronoun
Run-on sentence
Comma splice
Wrong tense

Missing possessive
Faulty parallelism
Missing connective

Pronoun shift (POV)

¥rong relative pronoun
Wrong participle form
Dangling, wisplaced modifier
Redundancy

Missing 3rd person =8
Singular-plural noun

Wrong participle form
Wrong preposition
Wrong verb

Table 6
Error Factors
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Factor 1}

Factor 2

Factor 3

Factor 4

Factor 5

36

Non spatial-temporal conjunction
Total Non finite verbs
Words por e-unit

Total verdb words

Total dependent clauses
Roun clsuscs

Missing word

Dauble negative

Run-on aentence

Common splice

Missing pronoun

Wrong tense

Missing connective
Wrong relative pronoun

Total to-complements
Verb-to-verb Complements
Noun, adjective-to-verd complements

Missing poasessive
Missing comma
Faulty parallelisy

C-units
Sentences

Promoun shift (POV)

Vrong relative pronoun
Wrong participle form
pangling, misplaced modifier
Redundancy

Table 7
Combined Elaboration/Error Factors
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10
11

13
(1
15
16
17
18

Total

Mean

fof Hrs.

N w m O e

w

148

8.22

Comparison data:

37

Eng. 1300.03 ~ Nelson Denny Pre-Post Comparisons

Pre total

45
25
34
25
3
28
30
18
38
57
19
17
22
28
22
40
25
11

28.72

Post total

54
32
3
34
59
4]
28
20
48
56
34
20
2
51
33
58
26
15

37.44

English 1300.02

PAU Freshmen
Nationsl worm Group 13.

change

+9
+7
-1
+9
+26
+13

+2

+10

+15
+3
+10
+23
+11
+18
+1
+4

+157

+8.72'

7.7
9.9
3.3

Table 8
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k

grade level pre

9.6
7.0
8.0
7.2
7.9
7.2
7.5
7.0
8.6
11.0
7.0
7.0
7.0
7.2
7.0
9.0
7.0
7.0

7.713

gl Post

10.6
1.7

8.63

-

change

+1.0

+.7

+.8

+3.2

+l.8

+2.0
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Figure 1.

August May
';_t_ls_ 1 L] 5‘ ! [ 90
rel.
clause .68 1.43
Table 9

I.

I1.

111,

=ing. relative clauses per 100 words
(from Pusey 1979)

Check (v} any scceptable gentence; put an X before
any sentence vhich .sounds unnatursl.

8) Jack has kissed J111.
b) Jill has been kissed by Jack.

Combine the separste gentences in esch group into one
natursl sentence.

1. 1 wvant this. You wriie to your mothsr.
2. Sheils pointed this ocut. She left esrly last night.
3. The girl came esrly. 1 mst the girl.

Nrite the form of the word in ( )'s which vill complate
the sentence.

1. (push) __your friend wasn't nice.
2. (re "gn) They asked for her .
3. (write) Good is importent.

Sample tsst items.
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Sample Sentence ~ Combining Items*

Coffee

T. He sips at his coffee cup.
2. The cup is chipped along the rim.
3. The taste is bitter.

4. The uste is acidic.
5. The taste is faintly soapy.

& There is a film.
7. The film is brown.
8. The film is on the inside of his cup.

9. He takes extra cave.
0. The care is s0 that he dowssn’t spill any on his clothes.

9. He is afraid.
. T2. The fear is that it might eat holes in the material.

PHASE O 1

#From Strong, W. Sentence combining: A composing book.
New York: Random House, 1973,
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- Motchstick

1. The match is scraped against the box.
2. The scraping is a noise.
3. The noise is raspy.

4. [t sputters into flame.
5. The sputtering is uneasy.
6. The flame is yeliowish.

7. The flame wavers.
8. The flame trails its wuy.
9, The way is up the matchsiick.

18. Then it dies.
1. tts death is with a sudden puff.

12. A wisp threads upward.
13. The wisp is smoke.
4. The wisp becomes part of the shadows.

Hair

1. jeff eyad himself in the mirror.
2. He began combing h's hair.

3. ftwas long.

4, 1t was wawy.

5. it flowed over his eans.

6. MHe worked the bangs to one side.
7. He stroked them over his eyebrows.

8. Then he pressed his fingertips against his temples.
9. His fingers dug in,

10. They tugged.

1. They stnsightened the wig.
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22 PART ONE: STRUCTURES

Basic Pattern Exercise

Combine sach sequence of sen:ences below into a single sentence
with at jeast one relative clause.

1. Walden Pond is now the site of many tourist stands.
2. Walden Pond was once praised by Thorsau for its natural
beauty.
¢

Walden Pond, which was once praised by Thorean
for its natural beanty. ‘s now the site of many fourist
stands.

OR

Walden Pond, which is now the oita of maay
tourist stands, was once praised by Thoresu for iis nat.
ural beauty.

A 1. The Chinese character “ou combines the symbol for
“woman” with the symbo! for “bay.”
2. The Chinese character hau means “good.”

B. 1. The Autobahn wes built by Hitler 0 transport tanks and
troops to Germany's borders in World War 1.
2. The Autobehn is still one of the world’s finest highway sys-
tems.

C. 1. Paul Newman s & vepetarian.
2. Paul Newman drinks o case of Coors beer » day.

D. 1. Kwanza has taken root as an Afre-American altemative to
Christmas.
2. Kwanza originated as an African harvest festival.
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QUESTIONNAIRE RESPONSES

tonference Sessions

¢ The presentaticn of highly technical and sophisticated psycholinguistic
concepts, which can be very boring, proved extremely stimulating and
interesting throughout the two days. The expertise, high caliber, and
entnusiasm of each Individual presenter made this possible.

it was remarkable how researchers from lingulstics and education
departments, from specialities in Mative American, Black dialect, and
Spanish speakers, and from elementary to college level instruction

could be 3o well complemented and balanced in thelir presentations.
Conducive to this complement was the physical arrengement of the

tables with thelr individual microphones. The excellent Interchange
between speaker and participant was also facilitated by this arrangement.

¢ Generally excellent. My one suggestion would not change the structure

of the sessions at all, but would, perhaps, change some of the deta:ls

of working within the sessions. At the beginning, | simply did not

know enough about the other worksnop participants. In retrospect |

see that | could have used a short sumr:ry of the background und

interests of all the participants. Having this information before-
. hand would have enabled me to key my presentation much more closely

to the prior experience and current interests of the participants.

¢ Several presenters were not current with the research |iterature on
the nature of writing and 1iteracy and thelr presentations were not
useful to me, though they were entertaining. Others, however, were
valuatie. Also, few presentations really dealt with writing.

e Sessions were packed with valuable information. At the time sitting
ahd listening for so long was painful, but in retrospect, it was
worthwhile. What a plessant environment for sharing In the current
research on the language of minorities.

~ @& The organization of the workshops was good, and it was useful to have
the topics clearly separated. As ¢ researcher | feel that we, as @
group, needed tO say more about the direct needs of the classroom.
Al though some practical suggestions were made, there was a lot of
information that was aot transferable to the education of nontraditional
students. On a positive note, there was plenty of time for discussion,
and | wasr't too exhausted after listening to the papers. SWRL was
right to provide a limited number of speakers, along with enough time
to consider and discuss the points that were raised.

e They were all excellent. In some cases, however, there should have
been more time for discussion, :
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Con‘erence Sessions

¢ The sessions were well-organized and were kept miraculously on gchedule

without undue hardship. The pace of the workshop was good a3 well.

'.ln addition to appesring to enjoy themselves, 1 think that many of the
practitioners and district personnel did get some new perspectives and
had the opportunity to engage in some really quite stimslating discussion
at times.

Although all of the papers were Interesting and, | think, informstive,
by and large they did not address the Issue of dialect and writing too

directly. This may be an artifact of the lack of research in the
field in general.

Enjoyed the opportunity t:» hear of the current research. Felt there
was good coverage of a wide variety of topics. Would appreciate more
in=-put of an asctual "how-to" nature.

{ntroductions at the beginning might be helpful as | only learned nanes
s | mixed!
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Conference Arrangements

SWRL proved experts In every aspect of the art of being hosts. Attention
to det. °1 appeared to have been given every consideration for the
comfort of the visitors. The materials distributed in the portfolios
were useful and helpful in Facilitating the intense schedule of the
speakers. The variety of beverages end delectable quality of meals
provided was proof positive of their ebility.

Excellant.
Just fine.

Excelient hotel sccommodations. Perhsps with more coordination, we
coulid have shared rooms end cut expenses soms.

Very nice. One of the most pleasant and well organized conferences
that 1 have ever attended. The steff et SWRL Is directly responsible
for ¢ smooth, and highly professional itinerary.

Excellent.
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Uther Reactions or Suggestions

i a2 erly look formard to introducing my class this “all to John Ezugh's
lycic shuffle ana to implementing Carole Edelsky's ideas for writing
centers and activities,

Tt was encoursging te discover that the unexplored ared of creative
writing Is being so intently rescarched especially in the ares OV
second language learners.

1t was stimuluting (and wonderful fun too!) to talk with/meet some
o0* tne participants--and aspecially good to see teachers there. 1'¢
have preferred to see some of the Californie 'big shots" in language
and literacy 2130 be present with teachers.

This was a rare opportunity tu gather with 30 sany knowledgeable
educators and to share this knowledge. iy reaction is "super" aid
1 have no suggestions for improvement.

I feel that much was accomplished in the time that was available, and
| think you can use this conference as a guide for organizing others
in the future. This was one of the oniy times that the orgsnizers
provided enough time at the end of the presentations for discussion,
which, In turn, made the entire proceeding less tedicus. The ultimate
compl iment Is a simple one; I'm looking forward to any future visits
to SWRL.

One of the best workshops | have sver attended. Very stimulating and
informative.

A pleasure meetin3 all you SWRL people!
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Unsoliclted Comments

A special thanks to you for the special workshop. | appreciated the
opportunity to hear knowledgeable speakers, and | enjoyad meeting
peopla from 50 many places.

Thanks very wmuch for the opportunity to work with you; | enjoyed it
very much and hope you will get in touch if ! can ever be of
assistance again.

Dnce again § want to thank you for a most productive and pleasant
workshop. { hope that the others learned 8s much as | did.

In all sincerity, this was one of the most enjoyable conferences that
} have attended, and some useful! ideas were exchanged. Thanks again
for all of your help, and please don't hesitate to contact me if |
can be of any assistance to you (or SWRL) in the future.
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THE WRITING NEEDS OF LINGUISTICALLY DIFFERENT STUDENTS

Proceedings of a Conference
- held June 25-26, 1981
at SWRL Educational Research and Development

* Edited by Broce Croasell
1981 168 pages

Introduction to Black English
Robert Berdan (Nationa! Center for Bilingual Resurch)

Design and Implementation of Writing Instruction for Speakers of Non-Standard English: Perspectives for
& National Neighborkood Literacy Program
John Baugh (The University of Texas at Austin)

Spanish-English Bilingualism in the Southwest
Maryellen Garcia (National Center for Bilingua) Research)

From “JIMOSAESCO™ to 7 NARANGAS SE CALLERON Y EL ARBOL-EST-TRISTE EN
LAGRYMAS®: Writing Development in a Bilingual Program
Carole Edelsky {Arizona State University)

The Writing Needs of Hisparic Students i
Jon Amastae (The University of Texas at El Paso)

American Indian Children and Writing: An Introduction to Some Issues
Lance D. Potter (University of Southern California)

Avaflable from
SWRL Educations! Research snd Development
4665 Lampson Avenue
Los Alamitos, CA 90720

$5.00

Please send me copies of The Writing Needs of Linguistically Different Students st $5.00 each.
Enclosed is a check/money order for $. (payable to **SWRL"). California residents please
add 6% sales tax (30¢).

Name

Addrass

Send to  Accounting Depariment
SWRL Educational Research and Development
466> Lampson Avenue
Los Alamitos, CA 99729
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EFFECT IVE COMMUNICATION OF WRITING RESEARCH

A Working Conference
. Sponsored by

SWRL Educational Research and Development
Los Alamitos, California

Friday-Saturday, October 23-24, 1981
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EFFECTIVE COMMUNICATION OF WRITING RESEARCH

SUMMARY

Most writing research projects contain potential resources that are
not commonly tapped: the writing products themselves and the video or
audio records involved in Studying writing. Some scholars believe that
in order for writing research to be better understood, appreciated, and
used, researchers should preserve such natural data as wall as document
findings in journals or final! reports. This conference was planned by
NIE {Stephen Cahir, organizer) to determine ways In which basic research.
data that capture the natural writing event m;y'be used as protocols with
the general public, with teachers of writing, and with other writing

researchers. Such protocols provide opportunities for

1. & clear picture of the nztura) data base for other researchers
to build on or to consider for secondary analysis,

2. teacher education based on natural classroom writing events,

3. @ convincing, naturalistic, and human presentation of research

findings to the public.

Toward this end» @ two-day working conference was held to address the

issues and problems that the use of such data might entail.

Participants

Twenty-five researchers and practioners participated in the

conference (See Attachment A): 14 invited guests, 2 observers, 2 NIE

staff members, and 7 SWRL staff members.
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. Agenda (see Attachment B) ’

In order to illustrate the potential and the Zrocess, one current
writing research project prepared 3 rough-cut, protocol viseotape to be
used as a working model for analysis, Sugges;lon, and assessment of its
value in resedrch and training. (See Attachment € for a summary of this
dialogue~journat writing project.) The other participants then reacted to
this videotape, offering criticism and considering how their own projects

might use protocols.

éou; major jssues and problems Inherent in the use of protocols
were discussed: o

® gpublic expectations (including quality and technical issues)

® secondary analysl; {privacy, confidentiality, access to data,

. credit to original researchers, etc.) .
® the three audiences (i.e., researchers, teacher educators, and
the general public)
® costs

As 3 result of these discussions, several major, practical

recommendations were made by the participants (see Attachment D).

guestlonnaire

After the conference, questionnaires were sent to all participants,

asking them to comment on three topics:
Conference sessions (structure, value, high points, limitations, etc.)

Conference arrangements (hotel eccommodations, travel, etc.)

Other reactions or suggestions
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Responses were received from seven participants; these responses are found
in Attachment E, organized by topic. (In addition, two participants wrote
personal Jatters; excerpts from these unsolicited comments are also found
in Attachment E.

The responses were generally positive--the participants were glad
that they came to the conference. However, they did feel some confgslon
about the direction of the meeting, and they had some problems with the
hote!. (Because of these latter problems, SWRL has stopped doing busi-

Y

ness with that hotel.)
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ATTACHMENT A

PARTICiPANT LiST

invited Guests:

" David C. Berliner
University of Arizona

(NIE consultant)

Lucy Calkins
New York Viiversity
(NIE researcher)

Charles R. Cooper

Department of Literature

University of California
at San Diego

Donatd Corr~Bremme
Center of the Study of Evaluation
University of California

at Los Angeles

Kathryn Edwards

Etementary Language Arts
instruction Specialist

Los Angeles Unified School
District

Judith Green
College of Education
University of Deiaware

Jennifer Greene
{Consultant, Santa Monica, CA)

Peg Griffin
University of Catifornia
at San Diego

Jerome Harste
indisna University
(NAE researcher)

Leslee Reed

Los Angeles Unified School
District

(teacher in dial
writing project

ue-journal
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Victor Rentel
College of Education
Ohio State University

Roger Shuy
Center for Applied Linguistics

Jana Staton '

Center for Applied Linguistics

(principal investigator,
dialogue-~journal writing
project)

Peter Volker:

(videotape editor, dialoguz-
journal writing project,
Washington, .0C)

Observers:

Reynaido Maclas

Chicano Research Center

University of California
at Los Angeles

Ruth Mitchell
Off ice of Academic
interinstitutional Programs
University of California
at Los Angeles




HIE Staff Members:

Stephen Cahir, Conference Organizer

Marcia Farr, Communication Skills Project Offlicer

-

SWRL Staff Members:

Bruce Cronnell, Communication Skills Project Manager

Ann Humes, Communication Skills Project

Larry Gentry, Communication Skills Project

Joseph lawlor, Communication Skitls Project

Roger Scott, Regional iInformation Exchange Project Manager
Vivian Orange, Conference Coordinator

Earl Jamgochian, Audio-visual
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ATTACHMENT B

AGENDA

Friday, October 23 )

B:30
9:00
9:30

10:00
12:30

p.m.

2:00

5:00

.,
F

Saturday,
8:30
9:00

12:30
2:00

3:00
3:30

-

Coffee, rolls at SWRL
Background

Potentiat of the protocol idea for dissemination to
other researchers, to teacher educators, and to the

general public

fiow one project Is addressing this idea (Process)
Lunch at SWRL
Views and ideas of other researchers (Extension)

Adjournment

Oinner at Quality inn

Octoher 24

poﬂo

Coffee, rolls at SWRL

Issues and Problems

1. Public expectations
Secondary analysis issues

Three audiences

R

Cost issues

Lunch at SWRL

Where to go from here?

The view from teacher education
The view from other researchers
The view from the general public

Final words

Ad journment
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. ATTACHMENT D

SUMMARY OF MAJOR RECOMMENDATIONS

Audjiences

Writing research can be communicated to many sudiences, some of
which may overlap:

pre-service teachers

in-service teachers

legislators

school boards

members of professional organizations

teacher trainers

researchers in related fields (e.g., reading, oral language)
parent-teacher organizations

academic booster clubs

state departments of education

school district administrative and training staft
parents who are teaching their children at home

parents who wish to supplement their children's school learning
The importance of reaching wider audiences and non-professional

audiences was a special concern to severul participants. Teachers fre-

quently do not read research journals; magazines such as fnstructor

and Learning may reach more classroom teachers. The public {including

legislators) can be reached through newspapers and through popular

magazines {(e.g., Reader's Digest, Family Circle). Journalists might be

used to report research in order to reach wider audiences. Television
programs {(both public and commercial--including cable TV, which is often

locking for programs) should also be considered as sources for wider

. dissemination.
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. Distribution ’
Once materials are prepared tO communicate the results of writing
research, a system is needed to distribute them. Several suggestions
were made: '

universities with existing distribution systems
other educational organizations {e.g., CAL, SWRL)
professional organizations (e.g., NCTE)
comercial firms {especially for films)

text' .ok publishers

It was noted that businesses may not be interester In the distribution
of such materials because of the low volume i.nyolved.

The differences between rental and sale of film/videotape were
discussed. Since sales are more expensive, fewer people may use the

. materials. However, rentals are subject to loss, destru.ction. and
normal wear and tear; in addition, they r.julre staff to process them
and to check them upon return to ensure quality. {0f course, any kind
of distribution system requires a certain amount of clerical, technical,
and professional staff.)

When more than one medium is used {e.g., videotape plus print
materials), simultaneous distribution of all materials becomes a
problem. Many distributors of viséual media do not wfsh to handle
extensive print materials; ordering visual moterials and print materials

from separate sources }s inconvenlent and frequently unsuccessful.
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Media

The working conference focused primarily on using videotapes to
comnunicate writing research. In part, this focus resulted from the
use of a videotape as the example {(primary d;ta) for discussion. The
following other media should also be considered for use in dissemination:

fitms
audiotapes
transparencies
filmstrips
videodiscs
print materiai

tn using these various media, a number of factors must be considered:

1. Appropriateness for the content to be communicated.
2. Appropriateness for the audience. |

3. Audlence expectations.

4. Learning styles of the intended audience.

5. Availability of high quality data to be inciuded in the
medium.

6. Cost (to produce, to disseminate, to use).
7. Availability of appropriate equipment by users.

Although a single medium may be appropriate for some presentations,
presentations that use more than one medium should not be overlooked in
dissemination .~fforts. {tn particular, print material may complement
or supplement visual/auditory media.) The role of people {e.g,, pro-
fessors, other teacher trainers, consultants) should be considered

when media presentations are planned.
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Types of protocols

The following were suggested as videotape products that could be

derived from the video and audio {as well as written) material now

availabie from the dialogue-journai writing project. The list is

obviously not exhaustive.

A. A documentary that shows what dialogue-journal writinj
(djw) is.

B. Protocol tapes for specific audiences/purposes:

woE e N -

o~

'o.
1.

students' accounts of the value of djw

the
the
djw
djw
djw
djw
djw
djw
djw

teacher's account of the value of djw

researcher's account of the value of djw

as a counseling/guidance/mof;l-deveIOpment tool

as a too} for writing across the curriculum

as a tool for individualization

as a writing/teaching/learning tool

as a way of preventing teacher burn-out

as practice in a particular communication activity
as a means of constructing the classroom curriculum

managing djw in the classroom

Although these suggestions are relevant specifically to the djw project,

they exemplify the different kinds of protocols that might come out of

other classroom-based research as well.
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Promot ion

Materials that communicate writing research need to be promoted so
that people know about their availability and make use of them. The
following possibiligjes were considered: |

AV catalogues; publishers' catalogues
o professional journals

® currently available networks, e.g., National Writing
Project, National Diffusion Network, Regional RsD
Exchanges

o professional meetings

~-~e.g., NCTE, 1RA, AERA, ASCD, AACTE, AASP,
technology groups

~=]local and regional meetings as well as national
meetings ;

-=in exhibitors' booths
-=in regular sessions

. ~=in co-sponsored sessions
-~in pre~ and post-sessions

“=in special~interest-group sessions
Participants were concerned that too few people actually use
the many good materials that are available. The researcher's own use

of his or her materials is important if anyone else i§ to use them.
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o - ATTACHMENT €

QUEST IONNAIRE RESPDNSES

Conference sessions’ (structure, vaiue, high points, limitations, etc.)

® There was some Initial uncertalnty as to the purpose of the
conference--whether to edit the Staton protocol or discuss the use
of protocols as one method of conmunicating writing research. The
invitation had made the purpose clear, but reality seemed to add an
element of confusion. Dnce this problem was worked out, | think the
sessions were highly constructive, encouraging participants to work
hard on an extremely important question.

'3 i am pleased with the outcome of the conference. | fee! somewhat
responsible and apologetic for the sense of confusion and frustration
that seemed to permeate much of Friday. - Some of that sense is dir-
ectly attributable to the way that | had edited the videotape shown
that day. it was useful to me, however, to experience how the
participants responded to the videotape as edited and to the rest
of the presentation and | am glad that on Saturdsy we came to some
sense of resolution. One feeling which remains acute after the

. several weeks that have passed since the conference Is that it is
of crucial importance in showing protocols or documentaries to make
the first statement of & problem very clear, coherent, and interesting
to & wide range of people. Subsequent elaborations moy then become
more complicated and confusing. As to the limitations of the con-
ference sessions, ! found that the conference followed a pattern
typicai of too many two-day meetings in which group discussion
remains rather fragaenied untll ali personal interests and agendas
have been expressed and clarifled sometime close to the midway point.
Such & pattern may be Inevitable. it may be useful to allow more
time in the beginning to allow participants » more compiete expression
¢€ their current interests.

® It is always easy to see, in retrospect, particular facets of a
discussion that might have been more clearly structured. At the
time, however, i recall feelling:

{1) that some guiding questions could well have been proposed
and reiterated throughout the discussion of the sampie
videotape. Topical focus was suggested by Steve Cahir,
but & set of more general questions would have been
facilitative, e.g., ‘How should materials such 85 these
be edited for In-service?" "How should they be constructed
for a policy-making audience?"
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Conference sessions (cont.)

(2)

»

As it happened, the Issue of "for what audience and for
what purpose (e.g., Informing, convincing, training, etc.)"
was left open--and that issue was critical. Since it was
not resolved, the commentary was () think) less productive
than 1t might otherwise have been.

Although the whole group was not large, some small group
intetaction (perhaps addressing some focal questions,
perhaps directed toward some other tasks, e.9., what con-
tributed to the level of success or Jack of success of
previous protocol development efforts thax research video-
tape, ctc. might remediate) might have been helpful.

In general, | think some small, task-oriented groups help a conference
that extends for a whole day at a stretch--contributes to bullding
affiliation, rapport, or what have you among participants, contributes
to the flow and consolidation of ideas, etc.

! felt that a good number of valuable ideas were generated by the -
conference sessions. The informal tone “facilitated this. Use of
one case (Staton's videotape) was a valuable catalyst. Having the
editor, teacher, etc. present was also an important contributing

feature.

1 simply feel Some ideas and suggestions could have been

explored a bit further (even given the general tendency of confer-
ences to be divergent)--and that some general questions of Immediate
concern and small group work might have promoted such exploration.

Another thought: With regard to the points begun above--if the
{ssues to be addressed had been clearer, it may have been useful to
involve a few more practitioners (e.g., if In-service training were
an issue), a legislative alde or two (if communiceting research and
its value to legislators were an issue), etc.

The diversity of the group was one of the best aspects of the

conference, and also the leisurely pace of the discussions, There
was nO sense that we were being pressured to reach a consensus, 'O
quickly cover the territory, or to arrive at pre-determined con-

clusions.

It was a working committee. Yet the limitations of the

conference are Dound up with these strengths. Many of us wondered,
"Why am | here?" and "What's the real agenda?' Especially it was
unclear to me whether we were expected to make editing declisions

for the videotape. Somehow it seemed that raising questions and
concerns was not enough--yet how could the group do more than that,
for the tape was not ours, and we didn't know the purposes for which
it will be used?

right.

Ti;o number of participants and their qualifications seemed about
The group was well chosen to advise on the protocol. 8But

tha purpose of the conference seemed unclear. Obviously, Jans
Staton thought she was making & videotape to be used as a research

protocol,

but the conference organizers wanted material which would

present a useful P.R. Image of research. So the low point of the
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Conference sessions (cont.)

conference was fFriday afternoon, when the videotape had been shown
. end reactions expressed dismay, both at the waterial itself and at
the confusion of intentions. The high point for me was Ssturday
morning, when the discussion moved away from the details of the
videotape into matters of disseminstion through teacher education
institutions and Inservice.

® _ Good conference. Would have been better if some reading on the
protocol movement had taken place before hand.

] Good. Enjoyed round-table and discussion atmosphere.

Conference arrangements (hotel accommodaticns, travel, etc.)

. Arrangements were effectively and efficiently handled.

) The hotel accommodations and transportation arrangements were
excellent. Many thenks to SWRL for your hospitality. and help.

° The hotel went fine for me. Good food,_ t00.

. SWRL had gune to greet lengths to make the arrangements as easy as
possible. It was helpful to have & ven driving us from one spoc to
another, and the meals were pleasant, etc. Yet the location of
SWRL presents problems--it's a long way from the airport, and L.A.

. isn't the most ideal place for a conference anyhow.

i also want to complain about the hotel--they didn't know our rooms
had been pre-paid, they were terribly slow at checking people in
(even et 2 a.m.), and on both mornings, they agreed to wake me up
and didn't. | think this last complaint is fairly serlous.

. Hotel screwed up on messages and wake-up calls. _

) Satisfactory.

Other reactions Or Suggestions

] Overall, i enjoyed being part of the conference, felt it was
wel l-menaged, and learned a good deal.

] It was & wonderful gathering of people. | was very glad to spend
time with the other participants, and it’s good to know & bit more
sbout the situation in Washington. | axpect the meeting made all
of us more aware of the need to get our research out to the public.

. As an outsider, professionally concerned with offaring inservice

and staff development to teachers, | was amazed ot the Insularity
(not to mention insulation!) of the educational research establishment.
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Other resctions or suggestions (cont.)

| was forced to disagree wvigorousiy with the claim that the principal
channel of communication with teachers in the fiald is through schools
of aducation. Another speaker lamented the distance between teacher
sducation institutions end teachers in classrooms. There seemed to
be Vittle knowledge of channels such as. .the Caiifornis Writing Project
{now the National Writing Project with 81 sites), and other cooperative
antarprises which connect the scademic departments of universitias
with school faculty. There will be a California Math Project next
summer, funded by a California Assembly bill authored by Gary Hart,
and in Princeton there will be & seminar for high school chemistry
teachers funded partially by the Wocdrow Wilson Foundation. Perhaps
NIE shouid hold a conference on schoul-university cooperation, and

esk some researchars 1iks Lucy Calkins and Jana Staton to pnpare
videotapes for use in staff development programs.

Purpose could have been more pointadly established at beginning.

Unsolicited Comments

[ 3

Thanks for the hospitality and & well run, informative confarence.

Thank you very much for inviting me to observe the recent working
conference on affective communication of writing research. | enjoyed
hearing the discussion snd was glad to be abla to contribute in @
smatl way to the dissemination of a tachnique | think has great
promise.
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EFFECTIVE CDOMMUNICAT tON DF WRITING RESEARCH

Ay

A Working Conference
Sponsored by

. SWRL Educational Research and Development
Los Alamitos, valifornia

Friday-Saturday. 9ctober 23-24, 1981
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COMPUTERS IN COMPOSITION INSTRUCTION

A Research-Practice Conference
Sponsored by
SWRL Educational Research and Development

Los Alamitos, Callfornia

Thursday-rriday, April 22-23, 1982
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COMPUTERS 1N COMPOSITION INSTRUCTION
SUNMARY

Recent edvences in computer technology ere bringing ebout drematic
changes In education. Surveys indicate that school districts ecross the
country ere investing in microcomputers, periphere)] devices, end educe-
tional software et en ever increasing rete. Clearly, the slectronic
revolution in education is no ionger something that exists in the distent
future. It is o reality now. .

Interestingly, these developments in the field of computer-based
lsarning ere parelleted by similer edvences in composition research,
which Is currently providing new insights Into the complex processes
-that writers employ es they compose written text. And prectitioners
ere using this rescarch es o basis for developing new stretegies for
taaching writling.

What ere the connections, though, between these two seemingly

dissimiier fields--computers end writing? On April 22-23, 982, SWRL

sponsored o conference to examine this question.

Perticipants
In Jenuary end February, 1982, five spsskers were fnvited to present

formal sddresses ot the conference. In eddition, seversl ooursewsre
esuthors were Invited to demonstrate their computer-based lesrning
materiels in four smal f-group sessions. (See Attachment A for background

information on the speaker..)
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In March, registration flyers (see Attechment B) were malled to
Interested educators, end a conference snnouncement was published in an

educational computing journal, The Computing Teacher (ses Attectment C).

Thirty-three registronts were sccepted for the conference, although
epproximately twice that many spplicants responded. (Registretion was
limited sO that o) ettendess would have on opportunity to participate

in the courseware domonstretlons.) Conference registrents Included
representetives from tha university, community college, secondary, end
slementery fevels (see Attechment O for a 1ist of the institutions
represented by the registrents). SWRL composition scaff elso attended

the conference, end a reporter from o weekiy education newspapr: was present

on the first day (see Attachment € for e copy of the reporter's article).

. Agende (See Attechment F)

On the evening bafore the conference opened, SWRL compousition staff
met tha speakers for dinner. This mceting ellowed speakers end staff to
get acqueinted and to make final arrengemants for the following day.

The conference opened with welcoming remarks by Richard Schutz, SWRL
Exacutive Director.

in the first presencetion, '‘Computer-Assisted Composition Instruction:
Tha Stete of the Art," Robert Shostek (Fioride Internstional Universfty)
discussed the problems that writing teschers have treditionally feced, and
described soms “promising prectices’ that may help overcome these probiems.
in tne next session, Hugh Burns (United Stetes Alr Force Academy)
described e computer-based dielogue that ha developed to essist students

' In generoting ldeas for writing. Burns' presentation, "Computer-Assisted




Prewriting Actlivities,"” Included ® discussion of the role of Invention
inwriting, as well as examples from a student-computer dialogue.
Conference participants then broke into two groups for courseware
demonstrations. Michael Southwell (York Co)lege, City University of
New York) demonstrated one of the ten computer-assisted grammar lessons
that he has devised for developmental/remedial writers. Stephen Marcus
{Unlversity of Californla, Santa Barbara) demonstrated a program called
Compupoem, which allows students to compose and revise original poems

on the computer. His handout {see Attachment G} Included examples of

student poetry. .

At the close of the first day, conference participants reconvened
for 8 general-session presentation, "Evaluating Software," by Ann Lathrop
(San Mateo County, CA, Educational Resources Center Library). Lathrop
discussed criteria that should be considered when selecting courseware for
purchase. Her handout {see Attachment H) provided a iist of coursewsre
review sources for teachers.

The second day of the conference opened with a presentation,
“Computers and the Composing Process,* by Earl Woodruff (The Ontarlo
In-titute for Studles in Education). Woodruff discussed severa! studles
that he and his colleagues have conducted to examine the varlous roles
that computers might play In helping students compose text.

Participants again divided into two groups for courseware
demonstrations. (rene and Owen Thomas (I0TA Consulting, Laguna Beach,
California) demonstrated several programs they are preparing for commercial
distribution. Their materials included spelling lessons, sentence-

combining exercises, and punctuation drills. Shirfey Keran {(Minnesota
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Educationel Computing tonsort!um{ demonstrated severai computer-based
spelling, grammar, and vocabulary programs. Ms. Keran’s presentation
8130 included a demonstratlon of & social studies simulation called
Voyageur. {See Attachment | for a copy of Keran's handout.)

The closing session of the confarence featured the reactor's sddress,
given by Alfred Bork {Educational Technology Center, University of
Zalifornia, irvine). Bork discussed the principles that should guide
courseware development and stressed the need for a solld research

foundation.

fFollow-up Questionnaire

After the conference, questionalires were mailed to all participants,

asking them to comment on. three topics:

Conf;rence sessions (structure, value, high points, limitations,
etc -

Conference arrangements (hotel!, scheduling, meals, etc.)

Other comments and suggestions
Responses were received from 28 participunts; seiected comments are jisted
in Attachment J, organized according to topic.

in general, the participants' responses were very positive. C(onference

sessions were rated as highly informative, and most participants felt that
the size of the conference {approximately 50 participants) and the sched-
uling were just right. Participants were very impressed with SWRL's
conference facillties, and manv of those who responded urged SWRL to sponsor

another conference on this topic.
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Proceedinas

In October, 1982, the five general session presentations were

published in a book edited by Joseph Lawlor: Computers in Composition

instruction. The book also includes summaries of the courseware demon-
strations and a list of participants. In addition, an appendix to
the 88-page volume contains a paper, "Evaluating Textual sesponses,'
written by the editor,

Compiimentary copies of the proceedings were sent to all participants,
to NIE, to SWRL staff, to selected journal editors, to Writing Projects
in SWRL's region, to educational computing organizations, and to various
researchers, administrators, and educators known to SWRL as being inter-
ested in writing and/or computer-based learning. Copies were also
distributed to the NIE-funded Regional RED Exchanges. Approximately 700
comptimentary copies have been distributed.

in addition, copies of the proceedings were made available for
purchase. Flyers (see Attachment K) were sent to over 3000 individuals,
organizations, a4 English departments. More than 400 copies have been
sold at SWRL's c¢.st. A report on the conference was also published in the

september/October issue of Educational Computer magazine (see Attachment L).

The proceedings have been referenced in ERIC and in the Index to Social
Studies and Humanities Procesdings. In addition, publication announce-
ments have been promised in the following journals:

Computers, Reading, and Language Arts

The Computing Teacher

tmpact!
The Writing Lab Newsletter.




ATTACHMENT A
B10GRAPHICAL WOTES

ALFRED BORK is & Professor of Physics and Director of the
Educetional Technology Center at the University of California at Irvine.
Or. Bork's work has included extensive experience developing computer-~
based learning materials. in addition, he has written over one hundred

srticles and severs) books, including Learning with Computers {(Bedford,

MA: Digital Equipment Corporation, 1981).

. HUGH BURNS is an Associate Professor of Engilsh at the United
States Air Force Academy, Colorado. Major Burns haé written & number of
articles and delivere? seversl conference presentations on the use of
computers in teaching composition. tn 1980, Major Burns' doctors) study
on computer-sssisted invention was honored as the Outstending
Dissertation in the Humanities and Educati-n at the University of Texes

at Austin.

SHIRLEY KERAN is & curriculum developer for the Minnesots
Educational Computing Consortium in St. Psul. Ms. Keran's professional
exper iance includes taaching English, raading, and Engiish as & second
language at the high school lavel. Ms. Keran has developed severa!
support booklats for HECC courseware packages, in addition to conducting

workshops on using computers In the classroom.

AN LATHROP 1s the Library Coordinator for the San Mateo County,

CA, Educations) Resources Library and Microcomputer Center. Ms. Lathrop
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has taught at the elementary ievel, as well as serving as a school
1ibrarian., She is active in several professional organizations,
Including the Caiifornia Media and Library Educators Association and the
Computer-Using Educators. 1In addition, Ms, Lathrop writes a regular

column for Educational Computer magazine.

STEPHEN MARCUS 1s the Assistant Director of the South Coast Writing
Project at the University of Caiifornia at Ssnta Barbara. Dr. Marcus
has written several journal articles on computer-assisted writing
instruction, in addition to delivering numerous pre:entattons on this
topic to professionai organizations. Or. Marcus also serves on the

Santa Barbara County Task Force for Microcomputers in Education.

ROBERT SHOSTAK is a Professor of Education and Director of the
institute for Educationai Technoiogy at Florida International University
in Miami. Dr. Shostak has pubiished numerous articles on teaching

English and has served as a consultant £O several school distric.s. Dr.

Shostak is aiso a regular coiumnist for The Computing Teacher.

MICHAEL SOUTHWELL is an Assoclate Professor of Engiish at York
Coilege, City University of New York. Dr. Southwell's experience
Includes curriculum deveiopment and research in various areas of
remedial/developmental writing. He has directed severa! funded projects
and has co-authored a popular workbook for basic writers. 1a addition,
Dr. Southweii has developed a se;le; of computer-assisted grammar

lessons.
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IRENE snd OWEN THOMAS direct an educational consulting firm, 10TA,
in Leaguna Beach, Californla. Much of their work has involved developing
computer-based materials for teaching eiementsry iangusge arts. Owen
Thomas is also & Professor of English, Linguistics, and Education at the
University of Californis at Irvine. Irene Thomas is active in the
instructional Technology Committee of the National Council of Teachers

of English.

EARL WOODRUFF is @ graduate student et The Ontario Institute for
Studies in Education, In Toronto, Ontario, Canada. ]ls 8 member of the
Writing Research Project conducted jointly by OISE and York University,
Mr. Woodruff hes essisted in developing and testing computer-based
composition materials. Mr. Woodruff has also co-suthored an srticle

{with Car) Bereiter snd Marlene Scardamalia) in the Journal of

Educationai Technology Systems,
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Y :ﬁl SWRL EDUCATIONAL RESEARCH AND DEVELOPMENT
i LAMPEON AYENUE, LOS ALAMITOS, CALWOMNLA WTED TELEFNOKE FI5- N1 ARSA CODE 215 TELEN Si0)Y

Conference Announcernent
COMPUTERS IN COMPOSITION INSTRUCTION

hoeled by

SWRL Educatienal Research and Development
Los Alamitos, Califorsia

Thursday and Friday, Apiil 22.23, 1082

This two-day confarence will feature presentations by the foliowing authorities in the field of computer-based
instruction:

o Robert Shostak {Florida International University)
“Computer-Assisted Composition instruction: The State of the Art"

o Hugh Burns (United States Alr Force Academy)
“Computer-Assisted Prewriting Activities”

o Eart Woodrutf (Ontario institute for Studies In Edutation, Torontc, Canada)
“Computers and the Composing Process” *

In addition, the following authors wili Present smallgroup demonstrations of MicTOCOmpUter courseware |
(eiomantary through college level): |
® Michae! Southweli (York College, City University of New York)
o irene and Owen Thomas (JOTA, Laguns Beach, Californis)
o Shirley Kersn (Minnesots Educational Computing Consortium)

Altred Bork (University of Caiifornia, Irving) will serve as the conference reactor. Additional pressntations and
demonstrations ar¢ also planned.

The registration fee of §30 incivdes cotfee end breakiast roiis, lunch: on both days, and & copy of the con
ference procesdings. Registration wili be limited to 30 participants. Please fill out and retum the form beiow,
along with your $30 registrstion fee, Payment must accompany the form. Registration deadtiine Is Aprit 2, 1982,

We o0k forward to seeing you in April. if you cannot attend ths confersncs, please watch for the snnounce
mant of the conferance proceedings, which wili be published this summer.

COMPUTERS IN COMPOSITION INSTRUCTION

April 22.23, 1922
Registration Form
Plesse print.
Nome: : ki
Address: [~y T [ —— “ww
Phone: { ) — { ) -
Schoo¥Organization:
Mesow make phechs peyabie 1o "SWAL" Bial ferm and registration foe fo:
Joo Lowior

SWAL Educations! Ressarch ond Dovelopment
4045 Lampesn Lvenve - ——
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ATTACHMENT D

Institutions Representad by Reglistrants

ABC Unified School District
Cerritos, CA

Arizona State Universlty
Tempe, AZ

Beverly Vista School
Beverly Hills, CA

Californis State College
San Bernardino, CA

California State Polytechnic University
Pomona, CA

California State University *
fullerton, CA

Chaffey Joint Union High School District
Ontario, CA

Costa Mess High Schrol
Coste Mesa, CA

fullerton College
fullerton, CA

Humboldt State University
Arcata, CA

Long Beach Un' fled School District
Long Beach, CA

Los Angeles Uni fled School District
i5s Angeles, CA

Loyole Marymount Unlvers]ty
Los Angeles, CA

The Ontario 'nstitute for Studies 1n Education
Toronto, Onterio, Cunada .

Pomona Unified School District
pomone, CA
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ATTACHMENT D (con't.)

San Bernardino County Schoois Office
San Bernardine, CA

Santa Monica/Malibu Unified School District
Santa Monica, "A

Soma~set High School
Beliflower, CA

University of Callfornla
Davis, CA

University of Callfornia
Los Angeles, CA

University of Southern California
Los Angeles, CA
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ATTACHMENT ¢
Agands
Thursday, April 22
8:30 Registration, coffee at SWAL

9:00 Welcome, Richard Schutz

9:15 Genaral Session: "Computer-Assisted Composition
instruction: The State of the Art"

Robert Shos tak
1¢:15 Genaral Session: "Computer-Assisted Prewriting
Activities”
Hugh Burns
1:15 Bresk
11:3D Demonstration Session It
Nicheel Southwell
Stephen Marcus
12:45 Lunch at SWRL
2:00 Demonstration Sassion 11* (see speskers above)
3:18 Break _
3:30 Cenaral Sassion: '‘Evaluating Courseware’
Ann Lathrop
&:3D Adjournment

*Participants were divided Into two groups for demonstration sesslons.
Consequently, each demonstration was presented twlce.
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Agends .(Contlnvnd)

Fridey, Rorit 23
9:00 Coffes, rolls ot SWIL

9:30 Cenersl Session: '"Computers end the Composing Process"

Earl Woodruff

10:30 Break

10:45 Demonstration Session (1(#
Owen § Irens Thomes
Shirley Keren

12:00 Lunch ot SWRL v

1:30 Demonstretion Session IV (see speakers shove)

2:45 Bresk

3:00 Genore) Session: Reactor's Remarks
Afred Bork

3:30 Adjournment

*particioants were divided into two groups for demonstration sessions.
Consequently, each demonstration was presentad twice.
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' . / 2711 COMPUTERS N THE
2 ARTS AND
o v HUMANITIES
Beverly ). Jones
Editor

Compupoem:
CAl for Writing and Studying Poetry

by .
Stephen Marcus, Ph.D.
Assistant Director, South Coast V.riting Project
Department of English
University of California
Santa Barbara, CA 93106

Background

The South Coast Writing Project (SCWriP) is an affi.
liate of the Nationa! Writing Project Network, some 80
projects which are based on the Berkeley/Bay Ares
Writing Project. in addition 10 SCWriP’s core programs
for inservice trianing of writing teachers (K-coflege), it
supports a variety of additional programs designed to
promote writing as an intrinsically rewarding activity,
There are special programs for senior citizens, talented
young writers and women (as a self-identified interest
group}. All these progtams focus on w.iting as a pro-
cess, rather than a5 » product.

Aside from my genersl involvement in alt SCWriP
programs, | have been panicularly imerested in com.
puter assistance in the various stages of the composing
process. Fortunately, SCWriP has close working rels-
tionships with the UCSB Microcomputer System;
Laboratory. The facifities and personnel of the Micro
tab have been instrumental in SCWriP’s involvement
with campus-based programs Involving computer-
assisted writing instruction and teachar training.

The Composing Process
Tbemdmaimanummpumm.ﬁm.hun

serve to record t one knows. In this regard, it is
enost famikias in the schools a3 a means for document-

ing students’ acquisition of knowledge in the form of
o152y tests, term papers, ¢ic. A very differen) concep-
tion of wriling. however, is that & is a means for dis-
covering what K is one may come 1o understand, In this
sense, writing is & learning tool, and k can be used s 3
formative instrument in any discipline 10 help learn bet-
ter vshat the specific curriculum mandates.

Whether in the service of recording o° discovery, the
composing process can be usefully; divideo iric *hree
stages: pre-writing (P}, writing (W), and re.win'ng R),
Pre-wriling includes thinking about the topic, malking
notes, fatse starts, early drafis, Walking ideas over with
others and using ides-gensrating strategies {e.g.. free-
writing. clustering. beainstorming), etc. The writing
stage consists of putting down the “final"* venion of the
piece. At this point, the writer is fairly certain that she
has “gotten it.” Re-writing includes re-working the
piece afier some perspective has been atained. h also
includes editing and proofreading. h has been noted
that professional writers probably spend 85% of theit
time pre.writing. 1'% writing and 14% re-w.iting. Many
“wiicct'sblocks™ ¢ pear when people stop trying 10
edit 3 passage they ..ven't even pre-written yet.

The P-W-R process is, of cournse. not simply & se-
quence of these stages. it is a recursive process. The
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What & a postt Maving used Compupoem, are
nw 3 Poet (nOt necessarily » good poet, but a
How do you know?! What does a set of words
how does & need to have been produced, in order for it
00 be considered poetryl” These questions are pan
the stock-indrade of any English teacher. They were
new power in the context of students’ pensonal
m.mem in cresting “‘poems’” which wers chal
Senged as such by their peers. Class evaluations of such
discussions suggest that they were valuable in generat.
ing new and broader insights into the creative process.
P m—

... one of the ‘rules of the
game’ was that if they didn't
value their work enough to
write it down, it wou'd dis-
appear. They would lose the
chance to reconsider their
words. It thus provided a new
kind of object-lesson in
valuinz themselves.”

—— —=
Another interesting aspect of people’s approach to :

e Sk v s -

. Compupoem relates, | believe, to their differing cog-

nitive styles. Some students buil up their poems part |
by part Uiterally, part of speech) using inductive, detail.
oriented, perhaps ‘left-brained” strategies. In the
words of one student, she was “amazed at how the
words that seemec 50 separate fit together so well.”
Other students began with an overall, intuitive, visual, ,
pethaps “right-brained’* sense of the whole of their |
conception and tien filled in the missing parts (of
speech): 1 tried to visualize what the eventual out- |
come of the poem would be and to think of words or
phrases that would make the poen more interesting™ .
ot “When t chose my words . , . the thought was not
pal‘lic:ianl;rly well-developed. it was part of an image in
my m _u .

As students grew accustomed to the technalogy, they

more often than not let their ow styles determine th2ir
approach, They were also more able to freely revise the
form and content when they recorded their work. :

Condlusion ° '

Students have.reported that Compupoem elicited
concerns for ‘::imn' ag:g. unity an::f ooher:t:ce
Many enjoyed being *‘qu ' on parts of speech in a
nonjudgmental, puzzie-like setting. And there was, of
course, that unique quality of a computer that seemed
0 capture the atention of non-writers and transform
them into writers, For my own pant, developing
Compupoem was the first real giep in acquiring my
own eompuier Wisracy. faking 8 pogramming para-

The Computing Teacher

‘ digm® and developing & into an instructional activity

gave me first-hand experience with the technology ..
which will have such significant impact on the teaching
of mmn:obnd reading).

Aside from all that, though, 1 have greatly enjoyed
writing poems, and ¢ have had a wonderful time watch.
ing students, ieachers, friends and relatives play with
computers and poeiry ai the same time, ENDD

*1 first came across this in Dwyer end Crichfield's BASIC and the
Personal Computer (Addison-Wesley), just recently | discovered Elien
Nold's “Fear and Trenbling: The Humanist Approaches the Com-

_puter” Koliege Composstion and Communication, Dtraber 1975),

3
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_ Intersctive PoetTy Writing With Computers

by

Stephen MNMarcus, Ph.D. *
Assistant Director, South Coast Writing Project
University of Calilomie, Sants Barbasrs 93106

Backgreund

The South Coast Writing Project (SCWriP) is en effiliete of the Nationel
Writing Project Network, some 70 projects which are based on the Berkeley/Bay
Ares Writing Project. In sddition to SCWriP’s core programs for inservice
training of writing teschere (X~college), it supports s variety of sdditionel
prograns designed to promote writing as an intrinsicslly rewsrding sctivity.
All theee programs focus on writing ss & process, r{ther then 88 & product .

Aside from my genersl invliovament in 8ll of SCVriP's programs, 1 heve
been particulsrly interested in computer assistance in the various eteges
of the compoeing process. Fortunstely, SCWriP hes close working relstionships
with the UCSE Microcomputer Lab. The facilities and perecnnel of the Micro
Lab have deen ingtrumentsl in S5CWriP's involvement with campus-bseed programs
dnvolving computer~seeisted writing instruction snd tescher training. These
sctivitiee include evaluating skills snd sttitudes of college students working
with word processors, ralstive te individusl differences in euch varisblee
8% “ocus of control snd cognitive style. This work has proceeded in ¢ollabors-
tion with Steve Miko, Profeeeor of English, snd Mark Ferrer, Director of the

A common practice 4s to consider ths compoeing prociss as consisting of
thrae Atages: pre~uriting (p), writing (W), snd re-writing (R). Pre-writing
dncesudes thinking sbout the topic, saking notes, false atarts, and esrly drefts,
talking 1deas over with others, generating idess through dbrasinstorming, free-
vriting, clustering, etc. The writing stsge consiete of Putting down the “final”
wvaraion of the piece. At this point, the writer is fairly certsin thst he or she !
has successfully "gotten 1¢." Re-writing includes Te-working the piece sfter
some perspective hes dbeen ettsined. It slso inclulss editing and proofrseding. -
It has bdeen noted that professionsl writers probably spend 852 of “eir time
pre-vriting, X writing, and 142 re-writing. Many "writer’s blocks™ dissppear
when pecple stop trying to edit s passsge they haven’t even pre-written yct.

The P-W-R process is, of course, not sivply & eequence of thsese stages.
It 43 & recursive process. The writer is involved in different etsges depending
on which portion of the total piece 1s deing worked on. A finsl paragraph may
have been carefully re-written before the introductory psrsgraph has heen Pre-

writcen.
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Compupoes

1 have baen spending part of my tive devaloping a langusge srts gamz,
called Compupoem, which gives students an opportunity to use 8 computer for
& writing tesk which involves sll the steges of the composing process yhile
promoting & certein degree of computer literacy in settings (i.e., Engliah
claseses) which lag souevhat behind in thedir utilization of this important
BV resource. .

A

Compupoem 15 8 writing game which proupts the user for Jdifferent parts
of apaech and formate the words in & haiku-like poetic structurs. The writer
sy selact from 16 different kinds of edvice on gsuch things as chooeing ad-
varbe, prepositional phresss, nouns, etc., and on 2en and the art of computer
poatry. Students may also ges their poens inatantly re-written i:; differant
formate in order to examine the relativnship batween form end impact. Compu-
poam is quite diffarent from programs which gensrsta rendon sequencas of
poetic phreasea; instesd, 4t elicite the ueser’s knowledge and imaginetion in
8 more active involvement in the writing.The process is also different in
important ways from "f11) in the blanks” ectivities like Mad-libs, in whick
the user’s vords era insertel into a pra~deternined template. Compupoen re-
Quires tha stu. * to aupply both the parts and the oversll conception of the
whole. In additi.a, while wost word games and drill-snd-practice activities
Aare von by tha user’s coming up with corract ensvers, Compupoem encoursges
the attitude that "winning” reasults from producing interesting answers.

‘Studeits report that Compupoenm encoursges concerns for planning ahead,
unity, and cohercnce. Mary enjoy being quizzed on parte of speech in a non-
jJudgmantal , puzzle-like setting. Classrcom discussions have reised questions
about the deiinitions of ocuthorship and of creative writing. In eddition,
Compupoen’e heuristic structure helped make explicit studenta’ different prod-
lem-golving strategies. For sxample, some studente built their poems up part-
by«part (literslly, part of epeech) ueing inductive, detail-oriented, perhaps
"lefc-henisptera™ stretegias. Others bagan with sn overall, fntuitive, visual,
perhaps "right-hunisphere” gense of the vhole of thair conception and then
£111ed iu the miseing perts (of spaach). The Enzlish Journal (Feb. '82) and
The Computing Tescher (March '82) heva published descriptions of Compupoen’s
early devalopment end later use. along

Working to develop Compupoem has been fascinating for ae. For one thing,
I’ve gotten first-hend experience with some of the current dimensions of in-
formation technology which I think will have an igportant iwpact on the taaching
of writing and reeding. Aside from all that, though, 1've groatly enjoyed using
Crapupoen to writes poems, and 1've hed 8 wonderful time watching students,
te achere, friends, and reletives pley with co®putera and poetry at the same
tise. Using Compupoem at Young Writers Conferences (gredes 4-12) and with
collsge students has baen as sxciting for ma as for the students. 1've pro-
vided some savple poems belri; the suthors tenge from high school student to
wiversity profasso:.
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Cathi 's Poan

The sonsta for eyea
magenta, secretiva
side~stepped through their dreamns

Harold's Poen

The reptilisn brain
sweet, juicy
in the nick of time’s cwamp

staslthily, with sorrow. gracelesaly
beckons.
Paul’s Poem Disne's Poem
The riveter Love

Bravny, sveatcaksd st Miller Time
Cavefully alouches

tender, 1{fe-giving
hidden from aight

Bethlehembound. ' patiently, forever
waiting.
Sheridan’s Poem Msrls's Poem

The words
masterful, serving
for inspiration
gently, dinsistently
solace.

Summary

Computer-sasisted writing fnstruction,

L 5

The tree house
full of childhood wemories
suspended on the lonely oak tree
softly, in s whisper
svaying.

in sdd{tion to providing drill

snd testing procedures and ganes, can offer methods for engaging in the
copposing process itself: pre-writing, vwriting, snd re-uriting. Computers
cer: sllow studencs to creste, atore, and revise their vriting, sllow easy
sccess to each other’s werk for appreciation and editing, and sllow taachers
to examine the various stages of the composing process without taking the
work out of the students’ hands. In sddition, an sctivity like Compupoenm
helps people axperiment quickly snd effectively with varifous aspects of
langusge (like image-making and sentence structure) snd st the same time
have Jun ss they develop their computer litaracy.
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ATTACHMENT W

LATHROP~ smeec libeary
- - #anmateo county office of education

EDUCAT IONAL SOFTUARE EVALUATION — CGULOELINES & CMECKLISTS

Coursevere Review and Bating Form

Dr. Dan Issacson developed thie two page form, which wae originelly
publiched in the Dec?9/3en80 fseue of The Comvuting Teecher. it may be
reproduced for use in schoole and is evailable from:

The Computing Teacher or Ann Lathrop

Dept. of Computer & Information Science Librery Coordinmator
University of Oregon Ban Mateo County Office
Eugens, OR 97403 ef Education

The Eveluetor's Gusde for Microcomputer-Besed Inetructional Peckeges

Publiehed dy: Computer Technology Program
Rorthwest Regionel Educetionel Laborstory
& 300 $. W. 6th Avenue, Portland, OR 97204

MicroSIFT he” developed o comprehens: je eveluation document designed
to eetablieh & rodei of excellence in sducetionsl coursevere. The guide-
1inee and forms are more complex than others lieted here, but the uper vho
studiee then carefully will learn & grest deal shout eveluaticn.
Price has not yet bDeen established.

Guidelines for Zvsluating Computerized Instructionel Materfels

Published by: Netfonel Cowrcil of Teechers of Mathemstics
:906 Associstion Dr., Reston, VA 22091
.75
This 1s a very ustble booklet. sspecially for the movice. The
eveluetion criterin are well developed, with cleer &xplanetions and
exaxples, and the evelustion forms sre both eimple and eeey to complete.
b1 1 ded. .

533 MAIN STREET - REDWOOD CITV, CA 94003 - (413) 303-3470
- : - 1689
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SOFIWARE DISTRIBUTORS OFFER 30-DAY RETURF POLICY

I bave Tecently received thrae nev catalogs of microcomputer eoftweras, all
fasturing what appeara to be a very libaral ordering policy. Sach distributor requires
an official purchasa grder or prapayment for each ordar, but softvers MAY BE RETURNED
YOR ANY REASON WITBIN 30 DAYS. Purther, customers ara invited to comment on the soft-
vare that they ars Taturning, in an sffort to fuprove tha sslection offered. The only

" requirement is that softwars packages be raturned in vasslsasble condition.

K12 mcnﬂgﬂ! . -
P.O. Box 17 Over 250 programs from 50 producers. This s
Valley Cottage: N.Y. 10989 the only one of the thrse distributors that
(914) 358-2582 ddentifies ths publisher of each software packe
Alan Zoldan, Associate age, & very valuadble extre service.

Publisher
Opportunities for Lsaming, Inc. s
8950 'urline Avenue Approximately 300 proerams from 50 producers.

Chatgworth, CA 91311

(213) 341-2535

Revin Radke, Manager of
Conputer Dept.

. Scholastic, Inc.

904 Sylvan Avenue Over 200 prograsms, with good descriptive

Englewvocd Cliffs, RJ 07632 annotations, and excarpts from pudlirhed revievs

(800) 631-1586 (vhen available). Thie - the only one of the

3111 Kernmahan, Computer thrae eatalogs to includa programs for the Texas
Conaultant Instruments Bicrocomputer.

' I talked vith each rf ths thres parsons liatad ss contacts, snd each sssured me
that his firm is Interested in providing carafully selected, uality software for adu-
catora. All thrae catslogs offer programs for the Apple, Atari, Pt and TRS-80, grades
%-12. This is the type of ordering policy we have been Zaquesting, vith an opportunity
to return prograns that are not guitabls in our own athools. Plasse write for the FREE
catalrga and try their materisls.

Theae companies offer a fair previev and re;:urn policy, the type of policy we
have baen sscking. Let's support th {r afforts by buying softwvare from them. Ve 8ll
hava an obligation to honor ths copyright :estrictions imposad by lsw snéd not make
411lagal copiss of tha programs, nor should we abuse the l;rcviwlretum polirv Ly order-
ing softvare ve really have no intention of purchaaing.

1'11 appreciste hasring Zrom you sbout the service you receive, good or bad. ’

Plesss send fasedback to: Ann Lathrop
$an Mateo County Office of Education

333 Main Street
Redwood City, CA 94063
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ACORN Software Products,

ne,
634 N, Caroling Ave, S.E
washington, D.C. 20003
D2/5u4-4159

Foreign language programs
for the TRS-80 Model | and
Madel il computen.

Activity Retourcns luc.

P.O. Box 875

Hayward, CA 94540
N5/702-1300

Thirty-six for in-
srucion and envichment in
basic math, Crades 4. For
the TRS-80 and Apple 11,

Addison-Wesiey Publishing
Company
2725 Sand Hill Rd.

Menlo Park, CA 934025
AN5/05%-0000
Computer math games for
Grades 1-9and 8 wnpuw
.raph experimen

pockau for high sdiool
students will be available
this August. Both for the
Apple .

Apple-Catiors
msow Eleven Mile Rd.

English and math games for
primary school children;
study quizzes for Grades 4
college. AR for
Apple.

Apple Computer Inc.
W20 Sandley Drive
Cupertino, CA 94017
A08/799%- 9010

Elementary-level programs
in math; elementary- snd
secondary-level tutorials on:
r ; ¢ sanhot
ngusge Shelt
Cames and the simulstion
game Lemonade.

i, Inc.

Borreges Ave.
sle, CA 94086

45-506%

Educational Software Vendors

l'l:byﬂ spelling, sconomics
and other -

Avant-Carde Creations
P.O. Box Y0181
tugene. OR 57403
50373453043

Complete CAl
mathematics,

Bell & Howsztt

100 N. McCormick Rd.
Chicago, 1L 60645
N2/262-%00

Genis | and PASS, two
surthoring languages.

Sluebirds Computer
Sohware

267 234 St

Wyandoﬂe. M a1

00 AN-7577

$00/942-6395 {Slinois)
Publishes Critical Reading,
an eight-dask computer-
managed instruction system.
The Bottom Shel

751 Dekalb indusirial Way

Adants, GA 30033
404/29%-3003

2 Gbeary of 100 programs
m Somom:&:u-
, ae

tonal,

A ARMS l!'!‘ ﬁ'}m

Mmme ==a e

Brain Box

601 W. 26th &,

New York, NY 0003
N2905-3573

Fourth-gracle through highe
school programs in reading,
English, social studies and
American history for TRS-o
and Apple.

California Software

P.O Box 25

! Cervito, CA 94530
N3/TANT |

Programs for teaching
COBOL and ALCOL on the
high schoo! level, For arw
CPrMi-based machine

Charles Mann & Associates
§5722 Santa ¥e Trail

Yuces Villey, CA 92284
4518

Features mmgmcm d
ﬂ.m. mdes. bod.etm.

well 23 instructional
mmm abaut computers
programming for the
Appie, Texas Instruments
and TRS40 computers.

Problam solving and labor-
atovy similation programs
&: subject such as energy,
genetics, statistics, chemtry
and evolution. High school
and collese level. For Apple
M and Bell & Howell.
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, bne.
P.0. box N
®alo Ako, CA ™30
a5/N-25
Currently has a lesson. s
writing system for the Avwri
800. An Apple il venion
& fonthcoming.

Corputer Curticulum
Corpotstion

P.0. Box 10080

Palo Alto, CA 4303

#15/7494-8450

;l'.umlr.ey system in ;ndul};.
nguage arts, math in a
levels.

grade

C...puter Information
Exchange

P.O. Box 159

San Luis Rey, CA 92068

7i4/757 4843

Upper elementary, high
school and coliege pro-
grams in many subjects for
the TRS-80 microcomput: 1.

Control Data Corporation
O Jath Ave, South

rO. Bx O -
Nll'l'lmpolit. NN 55440
$12/85)-4541

MLATO time-shating system
sun on CDC terminals.

Cook's Computer Company
1905 Bailey Drive
Marshalltown, IA S0150
Apple B programs in math,
letter end number recogni-
tion for young thildren,

art aducation, typing and
speling.

Courseware Magazine
4919 North Miilbrook 8222
Fresno, CA 9372%

A S-times 3 veir magatine
of educational software on
canetie. PET, Apole and
TR0 versions.

Crestive Computing (Sen-
sational Soltware)

P.O. Box 1139

Morristown, N} 07960

800/621-8112

Feny-seven whware
packages, including the en-

BEST COPY Aviit;iong




\‘

Meynard, MA 01754
$1797-0207

Micro Bnaifle System. Trams-
lstes noermal print text into
contracred (Grade 1) braille.
Softwatre i sold slong with

appropriste hardware.

Two programs for
children: Teacher's PET %u
counting. srithmetic and
wortd-recognition, svailable
for m w Atari,
PET, Northstar and CP/M-
based q:inm. o

Podge, hit an
"odomm%

on the screen. Applc enly

Education Programs
Disney Eiectronic
6153 Falrmont Ave,
San Diego, CA 1120
N4/2810285

"Preschool slphabet drill;

veading. anguage ans and
math, Grades K8, TRS-80;
600N 10 be pvailable for
Apple.

Sducational Activities. Inc.
1937 Grand Ave. .

Baldwin, NY 11510
#00/645-339

Reading, spelling, language
orts, 0OMm Management
and mathematics programs
for the PET, TRS-80 Level

U and Apple 9 Mus.

fducations] Couneware

lcumh Trisngle Pork,
NC 09

ﬂﬂl‘l %00

Adwin'strative ond speciel-
software incluges
N, a tomge~-

24

TEACHING TOOLS:

Microcomputer Services

EDUCATIONAL SOFTWARE
EOR ALL PET* COMPUTERS

TEACHING TOOLS™programs are designed for elementary and speciai
education, and for home use. Our programs are developed by sducationat
psychologists and extensively tested in classrooms.
Awailadie for all PET* computers (any ROM, BK or larger), these programs
are flexible teaching toois. They are sasy to use, and make leaching and
learning more effective and anjoyable.

Al 'I’SACHII‘!G TOOLS™ programs are guaranterd 1o be the best

WRITE FOR A'FREE CATALOGUE

Describing Our Addition,

Subtraction,

Match Game. and Letters & Numbers Programs

ond Speliing Packege
Dealer inquiries Invited

TEACHING TOOLS™
Dept CNJ

PO Box 12579
Resssrch Toangle. Park. NC 27700
919} 8542374

emanaged instruction system
for the Appie. Will contract
to davelop software for in.
dividusl client needs

ond machines.

Educational Sofiware
Midhwest

434 Rosemere Lane
Maquoketa, IA 52060
19/652-8M

C-81T5, Comp:ser-Based
Individualized Tasting Sys-
em, Mhnp'l:-ﬂmcm 10 con-
nruct muhti ice, frue-
lalse and fill-in or matching
tests. For Apple It and Bell
& Howell computen.

Farmington Nills, MI 40018
NI/ -4420

Grammar drills, retailing

Chamiany an kot
test.writing

programs for the Apple It

Edu-Soh Sieketee Educa-
tonal Sohware

4539 Spruce %1,

Philadeiphia, PA W19

NY/742-1004

<

in Canacla

SES Computing Inc
485 Kimg Sureet. East

Toronp. Ontano M5A-1LE

(A1) 660226

Math programs for the
Apple 1l and TRS-80.

Edutek Corp.

£.0. Box 11354

Palo Aho. TA MMI06
4153259965

Reading snd math game-
otiemed deilis ‘or pre-

rndes. fov the Apple

fdu-Ware Setvices, Inc.
2222 Sherman Way
?“' 102" k. CA 91303
snoga Park,
DIMe-E8)

Sohware for the Apple I
nd Apple i Phus includes
seading. math nnd programs
that test eve-hand CoOr-
dination, among others.

TRS-80. PEY and FAC com-
puters. Math, i ence,
graphus and computer Len-
guage.

gest Gur' i AUNLIBLE 175

Gentech Corporation
410N N. St joseph Ave,
Evansville, IN 47712
1274234200

Sells an interactive video
system that includes both
hardware and educational
sohiware.

Hartley Sofiware
.0 Box 4
Oimondiale, M1 43827
$16/942-0987

K-8 reading. lainguage ants
and math programs for the
Apple H microcomputer.

Hayden Book Company,
|

Ml.
SO Essex 51
Rochelle Park, N) 07662
I /B43.0550

Educational softnare
n math

High Technology Sofiware

Products Inc
P.0. Box 14665
8001 N. Classen Bivd
Oklshoma Cny, Ox 70113
405/940-9900
Administrative packages and
gier;:n:uy h'I: simulations

f

Aep Ccn's




MHoughton Mifflin Co.
One Beacon St
Boston, MA WY
7 /725-3000

The Arswer, a turnkey
hardware/software instruc-
tlonal mansgement system.
Gee sko, Time Share Corp.)
Information Unkimited
ati

on Ave.
Serkeley, CA 90707
A8/525- 452
Word proceusing. dats man-
agement, ~ailing programs
ond Telister, an ldu::ional

aRronomy am. All for
ﬁwmu.

h

Apple elemencary ma

atructionsl Development
Systerns

2 Virzinia Beach Bivd.
Vrginks Beach, CA 23452
804°30.977

o/CCN
BEST CO7f AVAl

Multigrade AIDS sofiware

for the Apple.

iL #ammen Company, Inc.
Place

rammen

F.O. Box 545
Baintiree, MA ON04
$17/840-7000

All subject pres:. K-12, for
the TRS-80. Apple snd PET
microcomputers.

K12 MicroMedia
Vaney Cotisge, NY %0985
. y »
NVIN- B2
Programs for the PET,
A e
12} in math, snguage
puter liseracy, socis! sudhes
and exly childhood tirom
many whiware producers).
Krelt Sofrware
N Milbcook Drive
$sony Brook, NY 11790
NP
SAY SON Programs
‘o the TRS-80, PET and
Apple computen.,

LABLE
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Management systems for
general snd speci! educa-
tion—p um mane
ement sysiem, 3 teacher
“nnin;m :rter:hamlm
ministrative plan e
tem. Avallable for
TRS-80, North Star,
modore, & exas Instruments,
Zenith and other companers

Level IV Producy Inc.
32451 Schoot Cnaft
Livonia, MI 48150
NY/55-4200

T , math, English: ol
,::l:'lmh F:rﬂ' Radio
Endn TRS-00,

McGraw-Hill

12 Ave. of the Americas
New York, NY 0020
NLYr-H194

are developing software.
The Creg l:‘w“g-on has »
vter feracy program
for the Apple Il that teaches
probliem solving with com-
puters the Pace! lan-
ga;%p' We t':elr Dwisiol"chn is
veloping three ges
for the ng-an: the Search
Series of o;nn::
ogy, history and civics
u.:fo'cudﬁ &6, and intro-
wion lohl:higurfcmm
a math skills package
for Grades 4-8.

MECC Publications
2520 Sr0adway Drive
$. Paul, MN 85113
M-

Math, language ar, socla!
sudies and science for the
Apple. All grade levels.

Med Syvems Sohware
r.0. Boxs %74
Chapet Hill, NC 27834
19/942.794%
Mathematical and money
lii:g’lm mes for
ren for
e

:gocnom

fd.
ﬂtrﬂm
301/79- 245

CA! snhoring syatem for
the TRS-10 that allows
teachen without program-
Mming sperignce 10 create
their own soltware. Ako,
Mathematia in Energy for
Crades -9

Micro L

r.O.Box N4

N. Mankato, MN 56001
07 A25- 2205

Over IO programs for the
Compuien Cinges .42 in
computen,

math, spelling, history,

2048 Ford St o
Brookiyn, NY 1120
DN2/846-0140

Administrative packages snd
over W0 programs in

w L] J“"
cabul mth:mtil?.w';'
cabulary and spelling

the PET and Apple. -

Product
400 With Ave., N.E,
Sellevue, WA 90004
DE/454-115

Educationa! software for the
Apple and TR5-80. Two
products, Ty, ving Turor

end miu=-Math, for Grade

9 through coliege.

Milliken Publishing Co.
Computer Depantment
1700 Research Bivd.

$t. Louis, MO €132
NN

Math Sequences Package
and a new lenguage arts
series (available September
1, 1981) for the Apple. All
grade levels.

Askon-Bradley Co.
Shak

3 lo:;“' dow, MA 01028
™l .
Q33256411

Math and language ans
programs for the middle
elerentary grades for nse
with Apple microcomputer;

svailabie late Fall 1901
Monumem Computer
farvice

Village Data Center
r.0. Pox §0
Joshua Tree. CA 92252
800/954-0561
00/432-7157, et.
202 (Caldornia)
e sdministrative
for high school
and jurior ugh. Apple
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THIsIS
P.0. box W7

Corden City. M1 @138
nyvws-oxn

Word games, math
Mnuiomm-
Apple B,

3 R Sobware
P.O. Box 115
famaica, NY TH3

An elermentary and middie

schoot o1 Series
4] ﬁg TRS-80.

Time Share Corp.
Hanover, NH 03735
$03/640-008

Rusding, math,

s dueticulum snd man-
agement systems for ele-
mentary and middie grades.
A guidance information

em, (See ako
‘w i Houghion

Trarenet

1945 Route 22
Union, NI 07083
11/638-7300

Selh Apple computers
slong with packaged
programs.
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Microcomputer Software for Instructional Use
Where Are the Critical Reviews?

Ann

by
tathrop

£ditor’s Note: Ann Lathrop is Library Coordinator for the San Mateo County Office of Education in Redwood City.
California. Her duties include supervision of the microcomputer center used for the SOFTSWAP effort of Computer.
Using Educators. This articke gives Ann’s findings as of November 4, 1981. Mease note that she asks your help in
keeping this list current and encourages new or revised information for a later update. Phease send any infoimation

0 her clo TCT.

Several bundred publishers, from cottage industries
textbook giants, are currently offering their software
sale to educators. The catalog of one large dis-
i kists the titles and descriptions of over 1,000
ams from 48 publishers. Yet this catalog does
include any of the software being produced by
major textbook publishers or by several of the
rger educational software publishers that market their
own products. it seems reasonable to estimate that
over 2,000 separaie programs are being advertised as
imstruciional software for use in our schools.

How does the educator select appropriate sofiware?
Many publishers refuse to send *‘on spproval™ orders
Of 10 provide preview copies. Some firms have sales re-
presentatives to call on prospective custr mers, but the
smill buyer or the teacher in a remote ares will pro-
batly have difficulty obtaining such service. Unless reli-
sble, cmiu':. teviews can be lowed&the user is ::,e.n
placed in the ynfortunate position of having to 7
expensive sofiware based only on the description in the
publishes’s cataloz Or on an announcement-like, non-
“ritical review in 3 journal of personal or educational
computing.

The established reviewing media in the field of library

e

" books, audiovisual materials and textbooks do ol yet

ed in print,
journat articles and ““Letters to the Editor” columns
whﬂy bemaoan the lack of really instructional
‘ware. it is 0bvious that much of the software being

purchased i, of poor quality, st least in the opinion of -

who are writing the srticles and letters. The

need to identify that which s good. snd to warn

m-‘a _a'pirm programs which are mediocre o poor,
crucial.

This survey of the field of instructional software

evaluation seeks 10 identify publishers of software re-

views and (0 describe the type of review offered by
each, Reviews include software for the Apple, Pel.
TRS-80 and Atari unless otherwise noted. A supplement
and update wilt be printed later in the year and readers
are invited to submit information on other sources of
critical reviews, especially those journels published for
specific microcomputes systems. Please send al! infor-
mation, using the same formal as that in the entries
below. 10 the author c/o The Computing Teacher.

REVIEW JOURNALS
(addresses at end of anticle)

Dvorak’s Software Review

Type of review:; brief descriptions with some eval
uation

Reviewer: editor

Average number of reviews per issue: 210 S
" Average length of review: 1/4 page

Commerits: NORTHSTAR software only. Packages
reviewed may be ordered from the egitor/publisher,

The journal of Courseware Review

Type of review: indepih critical evaluaons with
complere descriptions of each program and s poten-
tial for efiective classroom use

Reviewers: experienced educators in the field
(reviews are signed)

Average number of reviews per issue: 21 in this first
ssue

Average leagth of review: 2 10 4 pages

Comments: All of the reviews in this issue are for AP-
PLE software. although some of the packages are also
available for other systems. issue 82, 10 be publhshed
edrly in 1982, will also be entirely APPLE, and plans to
review software for other micros in future issues are in-
definite. This journal is 3 model of excellence in soft-
ware reviewing. OF special interest are the photographs
of actual screens from each program.

MicroSiFT
Type of review: critical anatysis of software that has
been fiekitested by several seachers. with summaty

CoPY
15556[ RVAILABLE




Pipeline
Type of review: description of new packages avail-
nbleltomConduit with some critical evaluation
Reviewers: staff
Average number of reviews per issve: 8
Average length of':'eymm lg:l butfre.
Comments: Prizna packages,
quently useful in high

Purser’s

Type of review: descriptive and critical evaluation,
more for the home than spec'iically for education

Reviewer: Robert Purser, ed:.or, with occasional con-
tributions from readers

Average number of reviews per issue: 12

Average length of review: 1/4 page

Commets: Currently reviewing only Apple, Atari
and TRS-80 software, with issues being published ir-
regularly. Fall 1981 issue is entirely Atari and features
lt'ek:dm‘ comments on programs that they do or don't

$choo! Microware Reviews

Type of review: description, critical evaluation, rating
scale (1 to 10}

Reviewers: primarily stafi, with occasional reviews by
l volunteer edecators (only reviews by volunteers are

Ammmwdmwm $0 in this first
edition

Average length of review: | page

Comments: MOst reviews are med in the 6
range. with no ratings below $ despite the
some of the descriptions are quite negative
are quite uneven in quality but provide a ltu!
information on the programs included. Apple,

Software Review
New journsl not available for review)

EDUCATIONAL COMPUTING JOURNALS

Classroom Computer News
Type of review: briev description
Reviewers: stafil and experienced educators ’
Comments: Plan to expand review coverage in future

§§
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"

Computer
Type of review: descriptive essay, with critical
analysis of objectives, contem and technical qualny
Reviewers: educators (reviews are ucnedi

Tand hsue #3 is the
first 10 offer a review. , future issues will con.
ﬁnoeﬂwmndatdmblubedmmmmh critical
evaluation and also increase the number of reviews per
issve,

‘7 of review: descript
ype ive es5dy

Reviewers: eduatou(miewuteﬁgnedl

Average number of reviews per issue: |

Average length of review: 2 pages

Comments: This review dealt with a complete
sysic .., both hardware and software, and is difficuh to
compare with the coverage in other journals. The se-
cond iscue of this new journal may give a better ind.
cation of the type of evaluations {0 expect,

LY
Electronic Learning
Type of review: descriptive and critical evaluation of
each program :
Reviewers: €Sucators (reviews are signed)
Amage number of reviews per issue: 4-5
age length of review: Vi page
Cornmenu Each review reflects the combined opin-
ions of 2 10 4 educators. This first issue of another new
journal selected an interesting variety of programs for
review,

i in Education
. Type of review: very brief descriptions with occa:
sional critical comments

Reviewers: staff

Average number of reviews per issue: varies

Average length of review: 3 lines

Comments: All programs reviewed are also available
for purchase from the journal’s publisher. Releiences
10 softwarz reviews in other journals ate helpful.

Type of review: descriptive and critical evaluation
Reviewers: stafi and volunieer educsion (reviews are
A

Average number of reviews per issue: 310 &
Average length of review: !¢ page
Commens. interesling Canadian journal

The Teacher
L{ review: descriptive and criical evaluation of

program
Reviewens: stafl and volunteer educators (reviews are

signed). TCV prints Purser’s Reviews and MicroSIFT
Reviews,
Average number ) reviews per issue 8+

BEST GPY AVAILABLE
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Average length of review: ¥ 10 te pages

Comments: Reviews describe the weaknesses a, well
uwnwmdwmmmm
grade levels and classroom wes, and occasionally
dentify programs which should NOT be purchased.
Purser’s Reviews include photos of screen prints.

NEWSLETTERS OF EDUCATIONAL
COMPUTER USERS’ GROUPS

CUE Newnsletter
Type of review: descripiive and critica! evalyation
Revievers: voluntees educlors (reviews are signed)
Average number of reviews pet issue: 290 6
Average length of review: ¥ page
Comments: frequenily warns against purchase of
bad programs.

MACUL Jourmnal

Type of review: destription and critical rating

Reviewer: james Winebrener, Computer Education
Specialist

Average number of reviews per issue: t13 in 980,
t43 in 198t

Average lenpth of review: ¥; prge

Comments: This is an annual evaluation issue of the
Jourra! and makes memberns'.in in MACUL one of the
best bargains around.

EDUCATION JOURNALS

Arithenetic * cacher
Type of ¢ view: decription with minc- critizism
Reviewers: volunieer educators (reviews are signed)
Aversge number of reviews per issue: §
Average length of review: ¥ page
Comments: Software review colLmn began with the
September 1981 issue. Keviews only math programs.

Educational Yechnology

Type of review: descriptive and critical exsay with in.
Krmation on fie'd-testing with students

Reviewets: volunteer educators (resiews are sighed)

Average number of reviews per issue: 6 in this first
fssue that includes scfiware reviews

Average length of review: V3 10 2 pages

Comments: The new swoftware review section intro-
duced in the September 198t lssue provide, excellem
Indepth critical evaluations in a variety of subject
reeas.

EPIE Repont
Type of review. descriptive essay and detaikd criical

Reviewers eCcators
Average number of reviews per issue: S o 6 in the
VT versgs lemgiheof seview: §
a)e h pages
Comments: #98-99M in the continuing series of EMIE
repons on educations! materials and squipment, these
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reviews were developed at the Microco ‘puter Re-
source Center at Teachers College. Columbia Uni.
versity and represent EPIE's first coverage of software.
Al but one of the reviews dea! with math packages.
Plans for future reports on software are indefinite.

Mathematics Teacher

Type of review: descriptio.s with brief avalustion and
some field-testing

Reviewers: volunteer educators (reviews are signed)

Average number of reviews per ksue: 2

Average length of reviews: ¥: (0 t page

Comments: The first reviews appeared in the Oclo-
ber 98] ssue and covered math and ecology pack.
ages.

COMPUTER JOURNALS
{Based on janusry-September t981 issues)

Byte

Instructional scfwa’e reviews: t

Type of review: descriptive with some ctitical evalua-
tion

Reviewers: reviews are signed but peofes sional back.
ground of reviewer is not identified

Education articies: t

Column: Education Forum appeares in 6 issues

instructiona! software reviews: 0
Education articles: 2

Creative Computing
Instructional software Jeviows: 20
Type of review: short description with some cntical

eviluation

Reviewers: stoff and paid reviewers
Education anticles: 7

80
Instructional software revievs: §
Type of review: description and evaluation
Reviewers: reviews are signed but professional back.
ground of reviewers is not identified
fducation articles: 18
TRS-80 only

tnfoworld
instructiona! software reviews: S (uly-Sepicmber
ohly)
Type of review: ive and critica!
view. ducnpt

Education articles:

Interisce Age
Column: Learning with Micros appeared in 9 1sues

Kiobaud
instructiona! software reviews: t
Tyve of review: desseiptive antt _itcal

BEST £OPY Runn kayy
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Reviewers: reviews are signed but professiona! back-
ground of reviewers is not identified

Education anticles: 13

Column: Computer Blackboard sppeared in 9 issves

Peelings 11
Instructional sofiware reviews: §
T dmw beief description with spme critical

lwiemnlnﬂ’
APPLE only

Personal Comput
Instructional soflh:v'ar! reviews: $
Type of review: § shont descriptions
Reviewers: staff
Education atticles: &
Column: Educationsi Computing appeared in 2

Popular Com?uﬁn: tformerty On Computing)
instructiona’ software reviews: §
Type of review: descnptive and critical evaluation,
with field-testing
Reviewers: reviews are signed but professional back-
ground of reviewers is not identified

ADDRESS/SUBSCRIPTION INFORMATION

ARITHMETIC TEACHER

National Council of Teachers of Mathematics
1906 Association Drive

Reston. VA 23051

$30 dues includes 9 issues/year

BYTt

70 Main St.
Peterborough, NH 03458
$19 for 12 issuesiyear

CLASSROOM COMPUTER NEWS

Box 266

f:mbﬂdae. MA 02138 s
2 lor 6 issuesiyear RN

E'Ml’wi E—I‘.

Creensboro, NC 27403
$20 for 12 issuesiyear

CREATIVE COMPUTING
Box 789-M

Morristown, NJ 07690
$15 for 12 issuesiyear

CUE NEWSLETTER

c/o Don McXell
tndependence High School
1776 Education Park Drive
San jose. CA 95153

$6 dues includes & issues/year

The Computing Teacher |

DVORAK'S SOFTWARE REVIEW
704 Solano Ave.
Albany, CA 94706

$5 for 8 issues/year

EDUCATIONAL COMPUTER
Box 535

Cupentino, CA 95015

$12 ior 6 msues/year

EDUCATIONAL TECHNOLOGY
140 Sylvan Ave.

Englewood C.'%, NJ 07632

$49 for 12 issues/year

80 MICROCOMPUTING
80 Pine St,
Peterborough. NH 03458
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ot S SAMPLE FROM SUPPORT BOOK FOR
MECC-ENGLISH VOLUME 1

INTRODUCTION
®

English Volume 1 was developed to be a diagnostic tool and to provide remediation
for individual students at the college level. Seven progmams determine student
proficiency in identiiying parts of speech and give tutorial help as needed. The
programs have a combined total of 154 sentences, gbout half of which are
considered “iess difficult” and the others "more difficult”. Sentence difficulty
is determined by vocabulary or syntactical struc*ure, or both. The eighth program
on the diskette, INTERJECTIONS, is a demonstration of how a word een be used
as more than one part of speech. The conteni of the English Volume 1 programs
may els0 de guitable as supplementary material for socondary and middle school
classes and for adult leamers of English as a second language.

. To aid instructors in assessing student progress, English Volume 1 contains an
option to create a test on the parts of speech. Instructors can econtrol the
mumber & selection of questions and have & paper copy of the . t made with
a printer that uses an Apple serial, parallel, or communications card.

ACENOWLEDGEMENTS

This manusl was written by Shirley Keran, MECC. The programs on English
Volume 1 -were designed by Wayne Tosh of St. Cloud State University, St. Cloud,
MN.; Jim Fay of Moorhead State University, Moorhead, MN.; and Kevin Hausmann
and Linda Borry, MECC. Programming of the diskette was bv Russell Erickson,
Lee Jensen, Darrell Ricke, and Anders McCarthy, MECC. Principal reviewer for
English Volume 1 was Wayne Tosh, ©.. Cloud State University. This module was
produged by the MECC Instructional Services Division,
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INDEX TO PROGRAMS ON DISKETTE

INSTRUCTIONS
a program to explain the use of game controls and the use of the right
and Jeft arrow keys to enter responses. (Ses Use in an Instructional Setting)

NOUNS
a diagnostic quiz and review of words used to name & person, place, or thing,

& diagnostic quiz and review of words used to express sction or linkin~ in
& santence.

PRONOUNS
a diagnostic quiz and reviaw of words used in place of a noun or another

pronoun.

ADJECTIVES
a diagnosiie quiz and review of words used to describe or modify a noun
or pronoun.

ADVERBS
& disgnostic quiz and review of words used to modify s verb, adjective,
ar another adverd.

PREPOSITIONS
a diagnostic quiz and review of words used blrin a phrass which show
reiationships or dlnetion and are related to some other part of the
santence. S
"*5 4
CONJUNCTIONS o

a diagnostie qub and te¥iew of words used to join wordsurmmfwords

i

INTERJECTIONS
a demonstration of wu-ds used ™ express ¢motion that have no grammatical
_telation to other words in the sentence,

CREATE TEST
a hidden option for ‘nstructors 'O use as a Pretest or post test of st ™ nts

on the parts of speech.

ggst OOt s
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NOUNS

IDENTIFYING A PART OF SPEEC:

Specific Topie:

Tyve:

Reading Level:
Grade Level:

DESCRIPTION..

Language Arts

Tutorial (diagnostie)

§ (Dale-Chall)

Higher Education (remedial)

This program begins with s definition and examples of nouns as words used to
name a person, place, thing or idea. A disgnostic quiz follows. If student
performance is less than 100 percent, A review comprised of “sasy” and "hard"
sentences & presented.

CEJECTIVE...

o Kentify words in ¢ sentence uwsed as nouns.
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BACKGROUND INFORMATION..

NKOUNS

Twelve sentences in the NOUNS program are considered "less difficult” and ten

are considered "more difficust”.

“he twenty-two sentences below are listed in

the sequential order in which they are stored in the progratn and are grouped

according to

“easy® or “hard."

In eddition, the lsting shows each word in the

sentence (column 1) how the program classifies sach word as ¢ part of speech
Eeo:mn :)).; and the number of the word modified or the function answered to
ocolumn

Easy

Pish seek desp water & the summer.

Fish noun

seek verd

desp adjective
water noun

m p-wposition
the determiner
summer. noun

Kms are very graceful tCeas.

Elms noun

are verd
very sdverd
graceful adjective
trees. noun

Joan gave s & hasket for the play.

Joan noun

gave verd

us pronoun

] determiner
Jbasket noun

for preposition
the determiner
play. noun

185

what
ection
modifies 4

relates T to 2
modifies 7
what

what

modifies 4

modifies $
what

who

action
who

modifies $
what

relates 8 to 2
modifies §
what




RECORDING SHEET

Mastery Achieved
Is No

DATE

Number of Sentences
to Achieve Mastery
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INDEX TO PROGRAMS ON DISKETTE

AMAZING
& generato~ of mazes that have & unique solution. Mazes are printed out

on paper.

CROSSWORD
& generator of crossword puzzles from teacher detarmined words and clues.
Puzzles are printed on paper.

MIXOP
& game in’which the student unscrambles the lettars to make a word,

SPELL
a drill on spelling & word printed by the computer.

TALK
s "conversation” to introduce children to the Apple II microcomputer.

WORD FINuL
& generator of word puzzles from a list of teacher-determined words. The
puzzie and its key are printed on paper.

WORD GAME
& gam= of filling in blasks with latters and guessing the word from a clue.

- CROSSWORD CREATE
& teacher aid for creating the files of words and definitions for
CROSSWORD and WORD GAME.

MIXUP CREATE
& teachar aid for creating the flla of words used in the programs MIXUP,

SPELL, or WORD FIND.

SPELL CREATE
a teacher aid for creating the files of words used in the program SPELL.

HIXUP, or WORD FIND.

WORD GAME CREATE
8 teacher aid for creating the fila of words and definitions used in the

program WORD GAME or CROSSWORD.

T
"ta
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WORD GAME

A "HANGMAN" GAME WITH WORDS

Bpecific Topic: Language and Logic
Type: Educational Game
Reading Level: 2 (Pry)
Grade Leveli: 3-8

DESCRIPTION ...

WORD GAME is a guessing game in which students tiu in dashes with letters
to meke ¢ particilar word. Hints to the word are the number of dashes and
an eccompanying clue.

OBJECTIVES...

1. To associate words as composites of letters
2. To infer words from definitions
3. To make logical guesias

MINNELOTA
BOUCATIONAL
COMPUTING
CONBORTIUM

SHIRLEY KERAN
SVBRICHLE RINTOR

TRiAPIONE S5 20 Barapwas YvE
BT 213787132 8T PavL SN EE1YD
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WORD gaME

BACKGROUND INFORMATION...

Lists for WORD GAME are entered and stored on files using the WORD GAME
CREATE or CROSSWORD CREALTE programs on MECC Elomentary Volume 2
disketts.

" When confronted.with each problem the student sees only e series of dashes and
Q@ clus. The student chooses e letter. If the letter is ia the word, a dash is
replaced by e lettor. The list of remaining letter choicss is then shown. If ¢
letter is guessed that is not in the word, the response INCORRECT, TRY AGAIN
is presanted and that letter s removed from the list of possible choices.

If students know the word or want to take & guess, the entire word can be typed
in et one ti.ae, since the computer "judges” the answer only after the Return Key
is pressed. This feature iz particularly useful when definitiors are made an
{mportant part of WORD GAME.

.
£
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WORD GANE

. boB I¥ AN INSTRUCTIONAL SETTING...

Preparation

If students are not familiar with the an” pame, play & few rounds
on the blaciboard or use an overhead projector. A simplified version of
hangman calls for writing dashes on paper, ons for each latter. Divide
the class in teams of two of mors with ons person on each team scting
as "All Kn:wing Word.® "All Knowing Word™ says "No" if & latter does
not sppear in the guess word, and fills in the dashes as correct letters
are guessed. Errors mads by "A!ll Knowing Word" are complications which
add satisfection to playing with the ecmputer.

Use the codeshest for CROSSWORD and WORD GAME CREATE to list
words to be entered in the computer.

Using The m

WORD GAME ecan be used on & variety of levels in the classroom. It is

useful 28 an enrichment or recreational sctivity for students after finishing

their awsigned work. It can also be wied as & device to visualize for

idndergarteners and first graders that wards are meds up of letters, and

for the intermediate grades, that the latters group in specified ways to
. ' eompose the word,

Another leval of skill ean de approached using WORD GAME by focusing
on the definitions or set of facts & teacher wishes to emphasize for &
particular subject—getting the word correct in these instances serves as
s verifier that the student has made the right associstion with the added
assirance that the woed is correctly spidled. A geography lesson, for
example, might use "nearly always warm, wet, and green" for = description
with "jungie" tix an word, Or, social science migh: uss "the study
of cultures” for the definition with “"anthropology” the hangman word.

The expanded exampis which follows uses & language arts applicetion to
demonstrate steps in designing e computer lesson built arousJd 8 perticular
concept using WORD GAME.

1. A fifth grade English or reading teacher working on consonant
digraphs with & class devalors sets of words to refinforce ch

wh th sh ph.

51
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43
WORD GAME

Using the woriaiset from the WORD GAME CREATE program on
Eementary Volume 2 diskette, the words and clues are entered in
. of use with the WORD GAME program (Ses Sample Runs
for WORDGAME.)

Students work individually on the computer lesson. A worksheet is
designed for students 10 use concurrently with the program, or to
be fiven as a separste activity for roview. (A sample worksheet
for WORD GAME uses context and phonic clues to review the
consonant digraphs taught in the computer lesson.)

Have students prepare the clues for a set of words. This is an
excellent using-the~dictionary or ressarch project.

Use WORD GAME as an on-going classroom or extra credit activity.
For example, a list of names or places "in the news" can de put in
the file of words and retained or changed over a four-week period.
Current events as they occur can be entered in the program as
olues. Individual students or teams assigned to track the program
ean give a weekly or monthly compilation,
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A pleturs made with & camera is o . (ph)

The bear fell down an open mine _ . (zh)

Rain, lightnuiy. or Deans get off the Iak . (th)
To earva in stone you need & - (el

Tha sad littla boy 2ould only . (wh)

If you don't like the program, turn the . (eh)

The is singing. (ph)
The is stuek in & narrcw channel. (sh); :
The 4og's hair is fuil of . (th)

To : ' & piec? of wood jou need @ iouife. fwir

WORD GAMNE
WORKSHYET

Each misming vurd begine with o @
consonant digraph:
oh ph 2 wh or b k%}
Write in the missing word and we
the dictionary to check your spelling.

1]
L
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The Special Needs Volume ) diskette contains 20 spelling drilis. In & drill, & sentence
with three possible answors is presented to the student. This sentence and possible
answars is called & frama ‘

2 :
John went to the
of the | ine.
1 head
Z! hed
3 hade
L —

)

A box will move over the numbers 1, 2, and 3. Students should press the game peddle
button, turn the knob, or touch the keyboard when the box is positioned over number
1. Students who answer the problem correctly will be reinforced with the correct
answer. If wrong, the computer will identify the correct answer outlined. I the game
control is not plugged {nto the Apple, students would press any key at the appropriate
time to indicate their response.

The teacher can change thie sentences and options by following the procedure explained
fn the Background Information.

OBJECTIVES..

2 [
-

3

To teach students primary speiling words.

To drill physically handicapped students on the same words as the rest of
the class Is uwsing in Spelling ~ Volume 1 cliskette.

To provide the teacher With & means of changing words and sentences.

134
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" " BACXGROUND INFORMATION.

The Program. Model

The g%n Need Volume 1 disketts contains 20 spelling drills of 20 questions. The
twenty are aivided into two sets, Challenge 1 and Challenge 2. Each challenge
eonsists of 10 drills which are labeled Deill 0 through Drili 8. Each individual dril
always contains the same twanty questions, but the Question: are presented in a random
order sach time the student accesses the specifie drill. Al drills, however, are written
below the third grade reading leval. )

A lUsting of all the santences and wi.ds used in gach of the drills is provided in the
Program section of this support booklat.

Teschers can Jocalize the drills by replacing the existing frames with their own. To

do this:

ERCRRESERERERRRERREERRCERN SRR SNSRI ERACE ISR P PR ERLBERNESER A IR R RN ERREROND
* When the eomputer asis WOULD YOU LIKT INSTRUCTIONS? b
. Instead of amwering YES or NO, ths teacher shouid b
. hold the CONTROL butten down and press the A key at the same time. i
. CONTROL A b

SO EN SIS RSSO RP SRR SRS S RND SRRV IS ISR SRS ENRCHDE IR RN NI DA TERUSOED

The teacher will then see a list of optioms:

1. SEE ALL THE WORDS IN A DRILL
2. EDIT OR SEE A QUESTION
3. QUIT EDITING

OPTION 1 - SEE ALL THE WORDS IN A DRILL
The computer first esks:
WOULD YOU LIKE TO
L LOOK AT A DRILL BN CHALLENGE 1
2. LOOK AT A DRILL IN CHALLENGE 2
3. RETURN TO THE FREVIOUS MEND?

If number 3 is chosen, the computer will return to the three odtions, sae all the words
in the drill, edit or see a Question, or quit editing.

If number 1 or 2 is chosen, the Computer asks:
WHICH DRILL wOULD YOU LIKE TO LOOE AT (ENTER #9 TC QUIT?

The teacher should enter @rlll number 0 t) 9 or a 99 to quit.

135
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USE N THE INSTRUCTIONAL SETTING...

The Apple misrecomputer can de used very d’ﬁeienﬁy f education of handiespped
gtudents. Use of this spacial technology allows the student to function more
{ndepencantiy than cutld evar be possible without the compiter. Tsachars ire encoursged
to use this diskette and "experiment™ with the potential of using the computer with
physically handicapped students. The disketts can de wsed two ways:

1. by the spocialists amsigned to work with the handicapped students.

2. by the regular classroom teachers who have students meinstreamed into
their dassrooms.

Fhysically handicapped students have successtuily ined the diskette with 1ittle assistance,
Normally, an assistan? would have t¢ insert the disketts in the drive and turn on the
computer. If the handiecapped students hsva the motar skills to cperste the game
peddle or touch the keyboard, they can proceed oin thair awn, It is suggested thet
the teacher or masistant work with them the first several timés et the computer.

When this diskette is used with Spelling Volume 1 the phyrically handicapped stude..:s
can be receiving the same instruction as ths other studants, The two diskettes %

Volume 1 and Special Heeds Volume ! use the same set of words, but on the
Volume 1 diskette, students must type wva pumber of ithe correct answer and th
w

Q. 4 196
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DRILL 0
® QUESTIONS AND ANSNERS ‘
Reading Leval: 2.¢ (Spache Test)

) 28 Ni4 you ecat of your supper? "awl® %el" ':owl"

1. We will at S o'clock. Peat® "et" Tete"

3. He told w to do. "mhet" "what" ‘wat®

4. Yo ecan put your books . Twey” " way" "awey”

8. [ would like to do it "ris" Mri*  Stry"

&  Jolm went to the of the lne. "head” "hed" "hada"

7. The started last nighi. "rign®  "rain®  “rcin®

. When you go to the store? “sood” "oud" “could”

% Pleans giva the message. em" "tham"™ “"them"

@ 10. What you do with my pen? " “deed”  "ded"

11. When John be homa? "well®* “wile” “will"

12. Mary sid that we gava har too . *mutech” “much"™ “"mush”
15, The raised his hand. Wouy® "oy"  "boye"

4. They an airplane. lawa" "sew" "saw"

i18. Bl and Mark hava to the fair. en™ "din" "deen"

16. They the long way homae. mook™ "touk™ ™ok"

17. Two plus makes six. ) for" “four" “fore"

18. When can see the picture? e, T W

1% Can you tell me won the race? "who" "woo" "hoo"

20. 1 i 1 could go to the cfrcus. "wesh" ‘"wish® “wich"
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T SAMPLE FROM SUPPORT BOOK FOR

MECC-ELEMENTARY VOLUME 6
VvoYAG2UO1R

CARORING THE VOYAGEUR HIGEWAY

SBpecifie Topie: Hirtory of the fur trade in North America
Type: Simulation
Reading Level: 4 (Spache)
Grade Level: 4-8

PESCRIPTION..

This progrem simulates experiences of the voyageurs, who traveled in great
canoes from Grand Portage on Leke Superior into the fur trading country beyend,
dwring the 18th und early 19th centuries. Students decide the Guantities of
provisions needed to meke the trip, and whethar to stop or continue on when
randomly simulated events meke travel hazardous. The goal is to resch the
destination in as short a time and with as many furs to trade as possible.

OBJECTIVES...

1. To study the development of the fur trade by its parts:
= the fnfluence of geography
= the presence of fur-bearing animals

= the human participants
= the market for furs

2. Yo study in detail e part of the fur trade through simulating the
experience of the voyageur
« by controlling variables (the quantities of goods needed to
survive a journey by canoce)
- by meking decisions to affect an outcome

HINNESOTA
COVCATIONAL
COMPUTING
CONSORTIVM

SHIRLEY KERAN
SUARICULUS BTTOA

BEEC Dacspway Dawe
1 9 8 ﬂr:mnll o7 Pau,. Wl 885119
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VOYAGEUR

BACKGROUND INFORMATION..

This program simulates the early eighteenth century in the woods of northern
Minnesota, at a time when fur trading was its major industry and the future
state was st part of the unsettled wilderness. Students play the role of a
voyageur, & word used by the Prench Canadians for a worker employed by the
great fur trading companies to transport furs to and from remote outposts. The
goal of the sinulation is to reach the destination (Rainy Lake) in the shortest
amount of time with the largest number of furs.

Student voyageurs must load their canoe with thirty "pieces™ to make the
Each piets is an 80 pound pack of: : » trip.

- elothes for protection from the elements
= gunpowder shot for huating food and warding off enemies

- wine to refresh the men and to keep them §. good spirits and
working herd .

’ = flour and suger for food, like bannock, & kind of flatbread cooked
over & camplire

- tobacto for smoking when the men relax

- trading goods = Many items were used for trade including tobaceo,
liquor, ataples, guns, ammunition, kettles, needles, axes and besd..
In exchange, the Indians gave siins of dear, besver, buffalo, fox,
mink, wolf and other animals.

- pemmican—a Cree Indian word for a concentrated food consisting
of thin strips of lean buffalo or venison which was dried in the sun,
pounded fine, and shaped into small blocks about 3 or 4 inches
square. Sometimes raisins or other fruits were added.

Students must choose from the above categories to total 30 pieces. If they
choose to carry too few or too many, the computer tells them to re—enter their

responses.

The simulation begins at Grand Portage on Lake Superior. "The Great Carrying
Place” was whare voyageurs coming in from points East and West gathered in
early summer to load and unioad their cargoes of fur, and repei’ and restock
thair canoces before setting back out to lonely winter posts.

o ® 139




.‘. Choices students must make along the way are based on status reports the
computer gives them, such as

Day 4
Qutarde Portage
o Status Report
Clothes 1.0
Gunpowder/shot 4.0
Wine 4.4
Flour/sugar 5.0
Tobaceo 4.4
Trading Goods L0
Ppmmican 4
Total 6.2

= canoe is in 100% good condition
= morale is 100% of possble
= you have 48 furs

The computer delivers the consequences of student choices. Some of the possibie
outcomes are

= eance is swamped and Dieces are lost
. ~ low morale causes sveryone to quit
= clothes are lost and death occurs through expomire
Locstions along the route are

Grand Portage

Pertridge Portage

Outarde Portage

Moose Portage

New Grand Portage

Height of ".and Portage
Gunflint Leke

Marabou-Knife Lake

Lec le Croix near Mai Island

Rainy Lake

The map ¢ the following page is based on a portion of a voyageur route from
Grand Poriage to Lake Winnipeg which bagan on Saturday, July 19, 1800.

(Alexender Henry. Chapter I, Travels and Adventures (ed.) 8. Bain, Toronto, 1901.)

61
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DAY 1-2

DAY 3

DAY 4

-1

VOYAGERUDR

.- USE IN AN INSTEUCTIONAL SETTING..

:'The esrly history of EBuropeans on this montinent cannot be understood unless it
18 related to the habits of the beaver and the quality of ita fur."

John Parker, The World for a Marketplace

Use tha statement as a challenge for students. Let information gathering over
several days prove or disprove the importance of the beaver to the development
of North Amarice.

LESSON PLAN

Hava students form six study groups to correspond to the six study guide
sheets provided with VOYAGEUR:

Beavers Rivers and Lakes Canoss
Voyageurs Indian Paople Pur Trading Companijes

Using textbooks, libraries, historieal societies, and museums for source
material, direct groups to gather as much information as they can to
answer the questions on the study guide. Groups can work as a toam or
assign their individual members wecific gquestions. Stres the information
gathering aspect, that the study guide questions are a framawork to build
from. (Information students gather can be wri‘ten or tape recorded, and
accompanied by photographs, sketches, artifacts, and slides for oral
presentation on Day S.)

Meet with groups individually to assess thair progress and facilitate their
methods for gatharing information and presenting it before the class.

Bresk tha information gatharing activities with & varfaty of related art
projects:

Rivers and Lakes Provide students with one of the following: a continucus roll

of wide papar or sheets of tacked together newsprint to
stretch across the front of the elassroom or an adjoining
corridor. Aided by maps and their research, have students
skateh In rivers and lakes. Enthusiastic approximations are
more important than accuracy. (Place names should be
carefilly printed. "Rivers and Lakes" students can tape or
pin the names into place during thair presentation.)

Beavers - Provide "Beavers” with coat hangers, newspepers, flour, water,

and pairnts and set them to work on a life size paper mache
besvar.
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Veyageurs - With crayons or paint, bits of yarn, and scraps of eloth,
hava the group make paper bag pupoets matching their
individual conceptions of a voyigsur.

indian Pecple - Add deads and feathars to the Items provided the
Vojageurs, and have sach member of this group make
& papsr bng puppet to inclwle some special
characteristic of Indian dress.

Cances - Have students work from Pictures and what they havs
learned about eanoe building to make individual egnoes.
mvido strips of firm carddoard, brown paper, glue,

ts.

Tra Companies = Provide students with the same basic items given the
Voyageurs—but more choice scaps of fabrie and bdits
of lace. Have them construct paper bag puppets to
represent some of the glants of the fur-trade~John
gneob Astor, Plecre Caultier de la Verendrye, Henry

Begin oral presentations based on study guides and art projects.

Use the VOYAGEUR program to bring all the information gathering
together. BStudy guides, art projects, and predentations have smphasized
various human and material components which made up thi fur frace
overall, With the computer program the focus is on a particular route,
specific stopping points, and the decisions which must be made alcnz the
way. (See Background Information.)

Hold & Man sguinst Nature yontest with members of the elass forming
two teams.

Team A plays the role of the voyageur.
Goal to reach Rainy Laks in the least number of Cays.
to bring in the grestest number of pelts

Team A begins the simulation and chooses the number of pleces based on
what studants have learned.

Team B aiternates turns on the computer with Tesm A and takes whatever
point of view (ould be best for the beaver.

Goal have voyageurs fail to reuach Rainy Lake or take greatest
=== number of days

bring in least number of pelts
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Award points as follows:

Toeam A ﬁug B

rucﬁ goal 100 pts. to reach goal 100 pts.
each Delt 10 pts. each delay 10 pts.
each "succens” 10 pts. each “ailure” 10 pts.

Discuss the aimulation with students. Which features of the simulation
ssemed most real or unresl? Why or why not?

Follow=-up

1. Print the Indian names of places, lakes, and rivers on individual
cards and put in a box for stulents to draw from. Have them write
& poem or storT on sounds and pictures suggested by their word,

2. Have students writs for historical and eurrent materia]l to offices
of Parks Canada: Churchhill, Manitoba for this Hudson Bey area;
Montreal, Quebac for the 3t. Lawrence River.

3. irquire about & copy of the movie, Centennial through your local
library (The character of Alexander Mackenzie in the film wes en

sctual fur trapper and trader.)

4. Suggest students read about twentieth century canos travel. A
good place to start is with the sccount of & famous journalist-
newscaster, Eric Sevaried. When e graduated from high school in
1930, the suthor made ¢ 2,250 mile trip from Minneapolis to Hudson
Bey by canoe. Sevaried, Eric. Canoeing with the Cree.

Sources

The Minnesota Historical Society, 690 Cedar Street, St. Paul, AN 55101.
(A free catalog lists publicetions, decumentary fiims and slides.)

Henry, Alexander. Travels and Adventures (o) S. Bain, Toronto, 1901
~ (primary sourec, Chapter 1l traces the weter rsute from Grand Portage

to Lake Winnipeg.)

Parker, John. The World For A Marketplace, Chapter V. Fublished by
the Associates of the Jemes Ford Bell Library, Minuneapolis 1378. Printed
by North Central Publishing Company, St. Paul, MN.
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YyoYa

Name

7.

The Beaver

The word eaver" means

Describe the types of fur
the beaver has:

What is the home of the beaver called?

GEUR

STUDY GUIDE #1

Draw & beaver

What are beaver liomes made of?

How ars the homes built?

Whers do beavers build their homes?

Man's use of the Baaver

Beaver fur was very valuable in Zurope and in America, particularly so before|

the 20th century. Why was the fur valuable?

What was it used for?’

)
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Study Guide Answers and Supplemental
Information for Teachers

Study Guide #1
1. (Literal) ™rcwn water animal®

8

4.

Te

10.

Short usdercoat hairs of wool used in felt making; long outer coat gua:d hairs.
Pur prized for its warmth and lightweight.

2::’ cﬁ bank along a stream, or lodge in pond or lakes; both with underwater

Beaver gather and heap aticks, stones, brush, end mud on pond bottom to height
of -8 feet above the water. Large chambers gre hollowed out for sleeping and
amoothed lor feeding and grooming areas. Mud and sticks are continuall added
to outside for strength. A “chimney™ is left at top for ventilation.

ses 2

Traps with bait were set for the beaver, who ware essy to catch because they
stayed close to their easily found homes. Beaver were killed by the Indians at
first for thefr own use with simple weapons, and later trapped for trade. As
the trede grew, Eurcpeans, notably the French, trapped furs to supply a flourishing
market,

Today state 1sws vary. In Minnesota, only residents can trap beaver-10 per year.
14,000 were trapped in 1974.

Study Guide #2

1.
2.
3.

‘.

Traveler
No. Most were French Canadians and spoks French.

Transported firs in large canoes down the waterways from the tur' country to
the trading companies.

Colorfully. Usually a long sleeved shirt and loose pants, a sash around each
knee. When paddling, wore a breechcloth and maybe deerskin leggings for
tection on portages. In winter, a warm hooded coat made from a blanket.

nder a red stocking eap, black hair hung shoulder length.

The "pork-saters” were beginrer voyageurs who took trade goods from Montreal
down to exchange posts in early summer and Awrs back to Montreal. The

“winterers” wers mcre experienced men who spent winters at interior posts and
exchanged trade goods for Indian furs.

Many varied .lems-cloth, beads, Mﬂ and thread, small mirrors, bracelets,
guns, kettles, steel traps, inives, axes.

-y LTS £ A B
BERL Ty ARG TRLE 207
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SELECTED COMMENTS

Conference sessions

Enjoyed all sessions. Atmosphere was relaxed yet presentations were
effective and allowed for desired audience particlpation.

Al Bork was great as reactor. His points were well taken and clearly
defined. As English veachers we should leave the prograrming to expert
programmers and find out what innovative ideas the computer can perform.

Given the very different degrees of expertise the audience shared, 1 think
you should be quite pleased that everyone {that | know, anyway) left

the conference feeling she had learned a great deal, that she was now

“Yon top' of current developments, that she now knew who to cortact for
further information,

Though all of the presentations were valuable and interesting, | found
Hugh Burns' and Stephen Marcus' presentations to be of the greatest
interest to me,

Provided a good overview of the field, combined with some exciting specific
examples. Since my own interest is the use of word processors in teaching
composition, | would have appreciated a little more on this particular
topic. All in all, however, the conferenze was extremely informative--a
rarity, | fear, in the usual case of the academic conference!

1 came with a very guarded opinion of the value of CAl in composition.
| am now cOnvinced that, properly used, the ctomputer will be a useful

tool for language arts teachers.

£'1] be writing for at least two more months. 1 brought back lots of

ideas, Bork is just what we needed. Shostak knows the field so well.

Conference arrangements

The size was ideal--large enough to have differences and generate 8 range
of ideas, and small enough for individuals to feel a part of It, ask
gquestions, meet people, etc,

A1l was well conceived and arranged--a model of efficiency and effectiveness.

The schedule was weli thought out, with consideration for balance snd with
needed breaks built in, an aspect frequently overlooked.

Excelient arrongements . . Jt's probably the first conference I've
attended where things moved!
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| greatly appreciated the pace of the conference. Not over-crowded with
sessions. Enough time during breaks and lunch to talk with people.
Small enough to meet everyone. Broad range of approaches to CAl/composition.

Other comments and suggestions

Please place me on the mailing list. ) would be interested In other
conferences.

t was extremely impressed with my first SWRL experience. ) will keep my
eyes open for future announcements.

Mave follow-up confereices pericdically to keep us apprised of new
developments.

Have another one!
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Com,purer-am’.md Compastn'ou Imﬁ;';fou: The stafe of the Art
Robert Shostak (Florida International University)

Computer-assisted Prewritiag Activities: Harmonics for Invention
Hugh Bums (Umted States Air Force Academy) . _ . e i

bC;mputm md the Composing Process: An Examination of (bmputer-Writa
eraczion
Earl Woodruff (The Ontario Institute for Studies in Education)

Courseware Selection
Ann Lathrop (San Mateo County Educational Resources Center)

Courseware Demonstrations
Michael Southwell (York College, City University of New York)
Stephen Marcus (University of California at Santa Barbara)
Irene and Owen Thomas (QOTA, Laguna Beach, Califoria)
Shirley Keran (Minnesota Educational Computing Consortium)

Evaluating Textual Pssponses
Joseph Lawlor (SWRL Educational Research and Development)

Reactions
Alfred Bork (University of California at Irvine)

Available from
SWRL Educations) Research and Development
4665 Lampson Avesse
Los Aiamitos, CA 0720

$4.90

Please send me copies of Computers in Composition Instruction st $4.00 each.
Enclosed is a check/money order (no purchase orders, please) for $ . payable to
“SWRL.** California residents please add €% sales tax (24¢).

Neme : -
Address

Accounting Depertment

SWRL Educational Resserch und Development

405 Lampecr Avenue

Los Alamitos, CA 90720 . Tson
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ATTACHMENT L

“Computors in Composiien lngtres-
“.‘ Mm
Bosted by SWRL Educeticas] Resserch
snd Dyvelepmeat.
By Joseph Lawier

As o group, somposition iethere have
treditionally been skeptical about-—iff mot
antagonistic Soward—eoaputers. Until -
cantly, most writing teschers viewed compu-

main of math and science teachers. How
sver, this traditons! view of the role of
cosmputers id composition instruction seems
w be mderguing o dramatic changs.

En Lpeil, more than $0 writing tsachers,
from slementary through college bevel, ot
wnded o sonlersnce on “Computers in
Composition Instroction™ sponsored by the
Southwwet Regicaal Laboratory (EWRL) in
Loe Alamitos, California. This two-day meed
ing. which was funded by the Nationa! Insti-
tute of Educaticn, festured presentations on
some sxciting new developments in the fleld
of computer-based writing inetruction In
addition, conference participanis had the
opportunity to tty out scrocomputer courss-
ware in small group demonstration sessions.
Participants’ reactions to the conference
were overwhe lmingly positive, and most par
ticipants agreed thet the computer can be s
powerful tool for teaclung writing.

Dr. Robert Shostal, Professor of Eduen
tion at Ficride International University. de-
Nvered the conference’s opening presents
tion, “Computsr Assistad Composition In-
structions The Stats of the Art" He discse
od the problems ' hat writing teachers have
enditionally face., and suggested waye in
which computers might help overcome thees
problema Dr. Shostak then describe) saeveral
“promising practices™ i computarbased

fmstruction. He also eactioned

composition
“the aydience that such instruction fo still in

its sarly stages of development, and thet o
sound reseach basls must he cetablisded
befors sducators can talk hhgitimetely about
the state of the art in this fie.d

Ouwe of the promising practices mentice-
of by Dr. Shostak was described in detail by
amother sonference spesker, Major Hugh
Bures of the United Stales Air Pores Acad-
emy. In his proeentation, “Computer Assist:
o Pruwriting Activiti;a,” Major Burne dis-
oussed o prograem that be developed 9 Ielp

© piovide erguments, evidenre, and o
emples. According to Major Burne, thy pro-
@i has proved valusble in helping student
writers through the difficult period of pre-
writing Although Burms' prograsm was origin-
ally deaigred for & mainframs computer, sn
Apple version of the program fe currently
being developed.

In ancther presentation, Earl Woodnuft
from the Ontaro Institte for Studies in
Education, discuseed howcomputsar can be
ssed to astist students in organizing escays.
Mr. WoodrufTs presentation, “Computars
ond the Composing Process,” described o

oisdents explore their tonics before they & -

begin writing their papers. Based upon clane-
izal vewtion techniques, the progras som-

ducts dislogue with the student, asking i 5

o bor to clarily the purpose and sudience for
the paper. The program alec asks the stedeut

BEST COPY AVAILABLE

> o

“m%.md“ﬁb"m
oss. As students compass their ssaays on the
ot editor, they can reciwst help bron the
somputar i they are stuck for ideas. For

——

{A) Dr. Robert Bhoutak discusees the
surreat slate of compute™bared compo-
sitioa insirection. (B} Shirley Kerar do
monsirates sne of the MECC lar
erts programe. (C) Earl Woodrult iliw
sireles o point edout sompulers and
sompoeing. (D} Ann Lathrop sdvises
participasts to be eritical when pur
shaslag software.
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enxple, i the student {s writing wa ey
mentative sseny, the computer might suggest
that the student include supporting svidesce
for o particular argument in the emay. Mr.
Woodrull claimed that soch prograsms might
e very weeful for teaching patierns of orgun-
fastion ip written compasition.

Ancther confarence speaker, Amn Lath-
sop, Library Coordingter for the St Mateo
Coumy Educational Resources Canter, tulk-
od about eriteria that should be considerd
when salecting corputer hased instructional
molerials Hor presentstion, “Evaluating
Courseware,” included a demonctation of
some of the “do's and don't's” of soeres

ware dosign. M. Lathrop noted thet teach-
s have ap opportumity to control the futare
of courssware development by demanding
qaality programs froem publishers

@ lrene and Owen Thomas (I0TA, Lagune
Beach, Califorxia)—The Thomases present.
od their new santence-combining meteriak,
which will soon be svailable through a son-
wercial publisher. They also showed s series
of epelling lessons and » gyllable-counting
subrouting, which they hope to incorporsts

§ pompuster based postry grogram.

® Slicheel Fouthwmll (York Collegs, City
ron ane of the pammer modules
ware dewsloped for busic writing sty
depts ot the City University of New York
'lhlddﬂ.tbkhmmuﬂyhiu
Mham’mrn\mm
tre desigred to teach students various fes-
fures of standard English usage.
® Stephen Marcus (Univecsity of California
ot Santa Barbare)—Dr. Marcus introduced o
postrywriting progrum calied *Conpy
poem” The program saks students to enter
wpecific parts of sprech, which are then
forsnatied nto & posma. The program aleo
Aliows the student to reviee the formet or the

. wording of the posm.

N © Shirky Keren OLECO~Ms Keran ran

soversl MECC programe desizned 1o teach

B the form shills associeted with written comr
1 wsmication (for example. spelling and vocab-

whary). Also included was s desnonstration of
» computet gimulstion game calied “Yoys-
g™

The final conferonce spsaker was Dr.
Alfred Bork, Dinsctor of the Educationa)
Tochnalogy Conter &t the University of Cali-
fornia ot Jrvins. Dr. Bark served as the

N conference resttor, and his summaty sd
i dirvas inei odied » discussion of the guidetines

that should govern the development of com-
puter-besed learning materials. In addition,
b discussed the meed for s firm research
Soundation for computer-based writing in-
struction. Dr. Bark aleo sugpested some
ideas for combining reading and writing ecti-
vities on the somputer.

The procesdings of the confetance ore

ovallable from the Southwest Regiona! Lo
horstory. For informetion on erdering the
vohune, readars may contact Joseph Lawlor,
SWRL Educationa) Ressarch and Deviop-
ment, 4085 Lasmnpeon Avene, Los Alamitos,
Caliloraia 90720. D

Conferences
Conferences
Conferences

Lot us know about the tutcome of
your conlference by sending w a
brief summary ¢f the event olorg
with black-ond-white pholographs
fo: CONFERENCES, l'dueollc:’:i
Compuler Magatine, P.O. Sox 835,
Cupenino, CA #5015.

BEST CoPY avmutspyp o
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CONFERENCE 3N PRACTICAL WRITING

A Research-Practice Conferencs
Sponsored by

SWRL Educational Research and Development
Los Alamitos, California

Friday, October !5, 1982
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Aruitoxt provided by Eic:

CONFERENCE ON PRACTICA. WRITING

SUMMARY

As a result of recent advances in compusition research, educators
have begun to recognize the ners for re-examining and, where necessary,
reorganizing writing curricula. The focal-point of recent research and,
thus, of curriculum change, has been the writing process. Whiile the
shift in interest from product to process is, jn itself, a welcome and
much needed change, some topics of concern to educators and the general
public remain virtually unexamined. One such topic is the transfer=
ability of academic writinyg skitls to "real-world" writing situations.
Many people want to know if school-oriented writing prepares students
for ihe writing they will do in their later roles as employed adults.

Consonant with this interest in job-related writing 5 the recent
(albeit late) recognition that "“literacy" is pot synonomous with
"reading.'' The ability tc read connected prose does not Guarantee the
ability to w.ite connected prose. As expanding technologies employ
greater numbers of service personnel, it has become apparent that many
otherwise qualified workers are unable to communicate effectively in
writing. Some major companies are undertaking their own 're-schooling"
programs to teach relevant compasition skiils.

Recognizing the contiguity of problems pertaining to job-related
writing anc literacy in writing, SWRL planned a one-day conference that

would focus on research and educational appiications in these areas.

Participants

Four speakers, a1l ¢f whom have made significant contributions in

areas related to practical writing, were invited to make formal
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presentations at the conference. A fifth speaker, notable for his work
in yout: employment, was invited tc make the opening address. (See
Attachment A for background information on the speakers.)

Registration flyers (Attachment B) were mailed to interested
educators, and a conference announcement was Fublished in & number of
professional jourpals (see Attachment C for twe such announcements).
Thirty-three people registered for the conference: each paid a nominal
fee to help cover conferenc: expenses, including lunch, refreshments,
and copies of the proceedings. C(onference registrants included
representatives from the university, comnunity college, aduit school,
and secondary school levels, and one participant from the publishing
Industry {(see Attachment D for a {ist of institutions represented).
SWRL composition staff and other SWRL personnel interested in

literacy-reliated research also actended the conference.

Agenda (see Attachment E)

On the evening before the conference, SWAlL composition staff met
the speakers for dinner. This meeting allowea speakers and staff to get
acquainted and to make final arrangements for tl.e conference.

The conference began with welcoming remarks by Richard Schutz,
Executive Director of SWRL.

Mahlon Puryear, Executive President of the Orange County Urban
League, then delivered the opening address, speaking on the topic
“"Youth, Jobs, and Literacy. Puryear stressed the importaice of

comnunlcation between educators and employers, and called for an

increased commitment to literacy education on the part of teachers.




It the first formal presentation, Ruth Mitchell (UCLA) spoke on
*‘Negative Entropy at Work: A Theory of Pructical Writing.'! Mitchell
stressed the need for a new, 'practical' writing model to replace the
formal, "academic' model that is commonly taught in schools., According
to Mitchell, functional report-writing should be reader-oriented, with
conclusions first and background last. Most report-writing, she pcints
out, proceeds from background to conclusions.

Evelyn Jacob (Seorge Hason University and the Center for Applied
Linguistics) then discussed ""Research on Practical Writing in Business
and Industry.’* A major portion of her report was devoted to the results
of her ethnographic study at a milk-producing p'ant in Baltimore,
Maryland.

Anuther researcher, Larry Mikulecky (Indiana University -
Bloomington}, discussed two of his recent studies of job-literacy.
Speaking on "Functional Writing in the Workplace,” Mikulecky also
described a projezt in which unempioyed, underprepared adylts were
successfully prepared for emplnyment as word-processor Operators.

The final speaker was Gererude Meyers (Northeastern |llinois
University). Meyers' presentation, 'Written Language, An Essential
Communicat ion Skill for the Competent Adylt--A Curriculum Model,*!
focused on 5 training program tr % she and others designed for a private
business college. The program provides instruction in job-oriented

writing for high school graduates with poor writing skills.

Post~conference Activities

After the conference, questionnaires were mailed to all

participants, asking them to comment on the conference sessions and
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arre.agements and to provide other comments or suggestions. Responzes
indicated that the majority of participants found the conference
professionally beneficial and were pleased with the format and
arrangements {see Attachment F for a more detailed report of responses).
All of the papers presented at the conference, as well as the
opening address, are currently being edited for publication in the

conference proceedirgs, This publication, Research and Instructfon in

Practical Writing, will be distributed to all conference registrants and

speakers. Compliwentary copies will be sent to NIE, to selected journal
editors, and to varicus individvals and organizations interested in
practical writing. Conies of the book will also be made available for

purchase at SWRL'u cost.




ATTACHMENT A

BiOGRAPHICAL NOTES

EVELYN JACOB is an Assistant Professor of Education at George Mason
University in Fairfax, Virginia, and is also associated with the Center
for Applied Linguistics in Washington, D.C. She has investigated the
uses of literacy among industrlal workars in the United States and has
also conducted anthropological field work in Latin America. Or. Jacob
has published articles in both education and anthropology, and has

presented papers on her work at professional meetings in both fields.

GERTRUDE MEYERS is an Associate Professor of Special Education at
Northeastern t1linois University in Chicago. Currently ipvolved in
designing language arts curricula for underprepared adults, Mrs. Meyers
has an extensive background in adult and remedial education. She has

publisted several articles in educational journals.

LARRY MIKULECKY is an Acsociate Professor of Language Education at
indiana University in 8loomington. Ur. Mikulecky has corducted ressarch
on literacy in a variety of job-settings and is a consultant to both
government agencies and private corporations. He ha. authored two books
and @ number of journai articles, and has frequently made presentations

to professional organizations.

EA]
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RUTH AITCHELL is a lecturer in writing at the University of
California, Los Angeles, and is also an administrator in the
university's Office of Academic Interinstitutional Programs. She has
also served as Co-Director of the UCLA Writing Project and as a
consultant to private industry. Or. Mitchell has published numerous
articles in professional journals and has made several oresentations at

professional conferences.

MAHLON PURYEAR is the Executive President of the Orange County
(Catifornia) Urban League. n..ive in Urban .eaque affairs since 1940,
Mr. Puryear is nationally recoanized for his work in job development and
emp loyment and i$ a member of ihe Federal Advisory Council on

Unemployment fnsurance for the United States Department of Labor,
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CONFERENCE ON PRACTICAL WRITING

hostad by

SWRL Educational Research and Development
Los Alamijos, Californis

Fridsy, October 15, 1982

This one-CGay conference wili fealure presentations by the followlng authorities in the fields of literacy
and practical writing:

Evelyn Jacob (Center for Applied Linguistics)
*Functlonal Writing In Business and Industry”

Gortrude Meyers (Northeastern lilinols University)
“A Curriculum Model for Practical Writing”

Larry Mikutecky (indiana Unlversity)
"Writing and Job Literacy™

Ruth Mitchel! (University of Callfornla, Los Angeles)
“Practical Writing in Theory and Piactice”

The registration fee of $20 includes coffee and refreshments, lunch, and a copy of the conference pro-
ceedings. Registration Is limHed to 100 participants. Please fill Out and return the form below, along with
your $20 registration fee. Payment must accompany the form. Registration dsadline Is October 8, 1982,

We look forward to seeing you in October. If you cannot attend the conference, please watch for the
announcement of the conference proceedings, which will be published early next year.

- - -

CONFERENCE ON PRACTICAL WRITING
Oclober 15, 1982
Registration Form

Plsase print.
Name:
Addrnl: (s gy yived D =iy rin iy [
. { )
Phone: € ) s -
S$choolOrganization:
Piaaze make chocks peyable 1o "SVWAL™ Mall form end reqistration tee to
Larry Qentry
SWAL Cdveational Ressarch ond Development
4085 Lampaon Avenuve
Los Alamhos, CA BOT20
n
<21



» “TACHMENT ¢

A Conference on Practical Writing will be held on Ocfober 15, 1962,
8t Southwest Regiona! Laboratory for Educstional Research and
Development in Los Alamitos, California.

Recognized authorities will speak on:
® Practicaal Writing in Industry

* Practial Writing in the Military

® Practical Writing Instruction in Sec-

ondary Schools

® Practica] Writing in Theory and Prac-
tice

For further information, contact: larry Genwy, SWRL Educa-
tiona! Research and Development, 4655 Lampson Avenve, Los
Alamitos, CA %0720, (213) 596-7661.

THE WRTING INSTRUCTC R

CATISOL BULLETIS BOARD
_—_— ———mi

A vorferenty on Practical Writing will
be held on October 15, 1982 ot South-
vt Regiona! Laboratony for Education-
8! Rewarch and Development i Los
Alamitos, Catformia Spaalers will foas
on prectial writing ir. industry, the mili-
tery; £m writing frstruction in
secondary schools, theory and practice.

Conference procerdingt will be pub-
luhed and car be ordered from larry
Centry, SWRL Eduatioral Renearch and
Development, 4665 Lampeon Avenwe,
Los Alamiros, CA 90720, (213) 5985- 7862

PALE WCATESOL NEWS/AUCGLET Yo

BEST COPY AVAILABLE

)
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ATTACHMENT D

Institutions Represented by Conference Registrants

Anaheim Unified School District
Anaheim, CA

Arizona State University
Tempe, A2

Bellflower Unified
School District
Bellflower, CA

Brea-0Olinda High School
Brea, CA

Caltifornla State College
San Bernardino, CA

Californi® State Polytechnic
University
fomona, CA

California S*ate University
Northridge, LA

Compton Unified School District
Compton, CA

Costa Mesa High School
Costa Mesa, CA

Fullerton {o)lege
Fullerton, CA

Ginn and Company
Lexington, MA

Hacienda-La Puente Un:ified
Schoot District
La Puente, CA

Katel:a High School
Anaheim, CA

Los Angeles Unified
Schoel District
Los Angeles, CA

Loyola Marymount University
Los Angeles, CA

Manhattan Beach City Schools
#anhattan Beach, CA

#Honterey Peninsula
Community College
Monterey, CA

Palos Verdes Peninsuta Unified
School District
Rolling Hills, CA

repperdine University
Malibu, CA

Riverside County Department
of tducation
Riverside, CA

Saddleback Valley Unified
$choot District
#ission Viejo, CA

Santa Ana College
Santa Ana, CA

Santa Ana Unified School District
Santa Ana, CA

Torrance Unified Schoo! District
Torrance, CA

University of California
frvine, CA

University of Southern California
Los Angeles, CA

West Covina Unified

School District
Yyest Covina, CA
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8:30
9: 00

9: 45

10:45

11:00

2:15
2:30

3:30

ATTACHMENT E

AGENDA

Registration, coffee
Welcome

Richard Schutz (SWRL)
Opening address

"Youth, Jobs, and Literacy"
Hahlon Puryear (Orange County Urban League)

Presentation/Discussion

“Negative Entropy at Work: A Theory of Practical Writing'
Ruth Mitchell (UCLA)

Break
Presentation/Discussion

"Research on Practical Writing in Business and {ndustry”

Evelyn Jacob {George Hason University, Fairfax, VA, and
Center for Applied Linguistics, Washington, DC)

Lunch at SWRL
Presentation/Discussion

“"Functional Writing in the Workplace
Larry Mikulecky (indiana University, Bloomington, {N)

Break
Presentation/Discussion

"Written Language, An Essential Communication Skill for
the Lompetent Adult: A Curriculum Model”

Gertruge Mevers {Northeastern !1lin0is University,
Chicago, IL)

Adjournment
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SUBJECT.
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ATTACHMENT F

November 18, 1982
Bruce Cronnell
Larry Gentry £’ "

PARTICIPANTS' REACTIONS TO THE CONFERENCE ON PRACTICAL WRITING,
OCTOBER 15, 1982

Ann Humes, Joe Lawlor, Patricia Milazzo

As a follow-up to the Conference on Practical Writing, | mailed
evaluation forms to the kers and the conference registrants. The
majority of those who res,.onded thought that the conterence was quite
valuable, well-conceived, and well-organized. The evaluations are
summarized below, and sample romments are attached.

Conference sessions {(Structure, value, high points, limitaiions, etc.)

Most respondents indicated thot the sessions were informative aad
valuable. Several people commented on the quality of the Speakers;
Ruth Mitchell and Larry Mikulecky were especially well-received.
Mitchell's practical suggestions and concrete examples seemed to go
over very well, as did Mikulecky's ability to translate research into

implications for imstruction.

t few people thought that research was overemphasiZed; they would have
l1ked to have heard more about successful classroom programs. The
truth of the matter is, of course, that most of the work in this area
is still in the research stage. A major purpose of the conference was
to> stimulate thinking with regard to curriculum development.

Conference arrangements {facilities, scheduling, meals, etc.)

All of the respondents ssemed to be pleased with the conference

arrangements. The facilities received very positive approval. A few
people indicated that they would have liked more time for discussion,
but most thought that the balance between presentation and discussion
was very satisfactory. Comments regarding food and refreshments were

positive.

Other comments and sqggestions

A rumber of participants had attended prior writing conferences at
SWRL and were disappointed to hear that this would probably be the
last of the series. Some Indicated that they hoped we would find
alternate funding sources.

225




Bruce Cronre )
November 18, 1982
Page 2

SELECTED COMMENTS

Lonference sessions

This was one cf the best conferences §'ve attended this year. | want

{0 suggest more time for interaction between presenters and participants,
but that would have to have been at the expense of the presentations

and each was quite good.

Conference speakers were well selected and well qualified for their
tasks. | especially appreciated Larry Mikulecky and Ruth Mitchell,
although the other two Speakers had their own valuable and unique
contributions. The conference was well done and extremely valuable
to me.

| thought the meetings were very well organized. ‘here was sufficient
content, but spaced so that it was not overwhelming. For me it was
very valuable. | think the work being done by Ruth Hitchell is pioneer
work in practical writing skills at the college level. It was also
exciting to hear about the linkage of writing to the workplace by both
Larry Mikulecky and Evelyn Jacob. This is all fairly sew.

The first speaker was interesting to hear, but he had very little to
offer the audience. He should not have been invited over the many Others
who have research findings to report.

Mitchel ! provided practical suggestions based on sound reassnings.

Mikulecky was well-prepared and informative.

The conference presentations that | observed were very jood.

Conference arrangements

Excellent room and refreshwent arrangements.
Good roon, well equipped. No problems.

Al}l of it was fine.

Excellent

Tine!

Start later in the morning!




Bruce Cronnel)
November 18, 1982
Page 3

Other comments and suggestions

Don't stop holding conferences; these are valuacle.

The conference leaned @ bit too much toward the research in the field,
at the expense of current practice. That is, | would have appreciated
a look at some exemplary practice in the field at severs) levels, e.g.,
high school, junior college, tech school, ete.

It would be good If some of the future sessions could provide opportunities
for conferees to participate in and/or apply techniques presented-=in
addition to "information-giving" sessions.

Overall, a fine conference.
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PART 11

STUDJES OF THE LiTERA URE

introduction
A. Annotated Bibliography of Literature Studies
B. '"The Composing Process: A Summary of the Res;arch"

C. '"Research on the Composing Process: Methodology, Results, and
Limitations' (Technical Report No. 78)

D. "Putting Writing Research into Writing Practice--Easi’y" (Journal
Article)




PART I
STUDIES OF THE L ITERATURE

Introduction

Although the research/practice conferences described in Part | have
provided staff (and others) with valuable background on current research
and practice in writing and in writing instruction, additional knowledge
was needed. Consequently, staff undertook a number of literavure reviews.

A. Annotated Bibliography of Literature Studies. The various
literature studies onh composition that have been prepared during the
course of the project are listed and annotated in this section. These
eleven reports (all previous deliverables) provide considerable back=
ground on the current state of composition research and instruction.

(In addition, staff have followed current composition work by reading
numerous books and by attending professional meetings. Bock reviews and
professional meeting reports prepared by staff are contained in a previous

deliverable.)

B. "The Composing Process: A Summary of the Research.'' One of
our earliest and most valuable literature studies was Ann Humes' ''The
Composing Process: A Review of the Literature" (Technical Note
No. 2-80/09). In the more than two years since that review as prepared
{at the beginning of the project}, additional important research on
the composing process has been undertaken and reported. Thus, iL seems
fitting to conclude the project with a new up-to-date report that
describes the research on the compoSing process.

C. '"Research on the Composing Process: Methodology, Results, and
Limitations' (Technical Report Mo. 78}. Wwhile the report in Section B
provides an extensive summary of research studies on composition, the
report in this section goes beyond by synthesizing the various pieces of
research into a coherent whole. The various research methods that have
been used are described and their limitations noted. At the center of
the report is Ann Humes' synthesis of the results of all these studies
into a research-based description of the composing process.

0. "Putting Writing Research into Writing Practice--Easily." At
the request of the editor of Tne Elementary School Journal, Ann Humes
prepared a paper that both reviewed the literature and suggested applications
of the research on writing. Thus this article serves as a bridge between
the research discussed in Parts | and 11 and the instructional components

discussed in Part 1L,
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ANKRCTATED BIBLIOGRAPHY OF LITERATURE STUDIES

Technical Note No, 2-80/05

Jmproving Student Writing Through Sentence Combining: A Literature Review
Joseph Lawlor

The theoretical roots of sentence combining as a pedagogical
strategy are discussed, along with several recent studies of
language development. Major sentence-combining studies are reviewed,
and the instructional implications of the research are presented.

(ERIC Document Reproduction Service No. ED 192 356)

Technical Note Ko, 2-80/07

A New Look at Young Writers: Tne Writing-Process Research of Donald Graves
Larry Gentry

The paper examines the contributions Donald Graves has made to
research on written composition. Particular attention is given to
his case studies of the writing processes of young children. The
results of these studies, and their implications for instruction,
are examined and discussed.

(ERIC Document Reproduction Service No. ED 192 354)

Technical Note Ko. 2-80/09

The Lomposing Proess: A Review of the Literature
Ann Humes

Background on the current interest in writing is presented.
Then the literature on theories of the composing process is discussed.
Next, case studies on the composing process are reviewed. Finally,
conclusions are stated about the relevance of the literature for
education.

(ERIC Document Reproduction Service No. ED 192 378)

Technical Note Ko. 2-80/10

An Instructional Model of the Composing Situation
Ann Humes

Flower and Hayes have formulated a cognitive model of the
composing situation, including the recursive composing process.
Thic paper converts the cognitive model into an instructional mode}
that s appropriate for the design of Instruction in writieg. The
instructional mode! incorporates three major units: Task Environment,
Composing Process, and Long-Term Memory. The Task Environment
includes the composing problem, the text produced so far, and
feeuback. The Composing Process includes planning (setting goals,,
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generating, arranging), translating {the actual writing on paper),
reviewing, and changing; these subprocesses aperate cycllcally.
Long-Term Memory Includes knowledge of content, skills, and tech-
niques used in composing, 8s well as knowledge of the use of outside
sources.

ot

{ERIC Document Reproduct;on Service No. ED 192 379)

Technical Note No. 2-80/11

Textual Revision: A Review of the Researcn
Tarry Gentry

Recent studies and theoretlcal constructs pertdining to textual
revision {i.e., the proces: of editing and reformulating writren
discourse) are discussed. The relative effectiveness of various
revision strategies is examined, with particular attention 9lven
the different strategles employed by skilled and unskilled writers.
implications for researchers and instructors are sketched.

{ERIC Document Reproduction Service No. ED 192 355)

Technical Note No. 2-80/21

Specifications for Composition Instruction
Ann Humes

The content for compositlon instruction is specified. The
instructiona) outcomes are described within the context of an
Instructional model of the composing situation and are discu.sed
under the following headings: the composing problem, setting
goals, generating, arranging, translating, reviewing, feedback.
These specifications provide the framework for a complete program
of composition Instruction. An appendix des.ribes important
instructional techniques that can ald in the implementation of
composition outcomes.

(ERIC Document Reproduction Service No. ED 192 376)

Technical Note No. 2-80/27

Punctuation and Capitalizetion: A Review of the Literature
Bruce Cronnell

The purposes of capitalization and punctuation are reviewed,
with particular emphasis on the functions of punctuation. Hajor
problems are discussed, as is the teaching of these mechanical
skills,

{ERIC Document Reproduction Service No. €D 208 404)
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Technical Note No. 2-81/04

Current Books on Composition: Some Reviews
Joseph Lawlor, Bruce Cronnell, Ann Humes, Larry Gentry

»

Ten current books on composition «re reviewcd. These reviews
provide background for SWRL Inquiry on composition Instruction.

{ERIC Document Reproduction Service No. ED 199 759)
Technical Note No. 2-81/08

Instructionai Specifications for Sentence Combining
Joseph Lawlor

The content for sentence-combining instruction is specified.
The specifications are discussed in relatton to studies of written
language development and in comparison to existing sentence-
combining curricula. Problems in Sequencing sentence-combining
instruction are also described. In addition, several suggestions
for the design of a sentence-combining program are presented. An

appendix 1ists the scope and sequence of instruction, as weil as
sample items.

{EREC Document Reproduction Service No. ED 210 701)

Technical Note. No. 2-81/17

Dialect and Writing: A Review
Bruce Cronneli

Students who do not speak Standard English may have problems
when learning to write English. The influence of speech on writing
in English is reviewsd for Black English, for other English dialects,
and for other languzges. Views on "“students' right to their own
language' are di-cussed, and suggestions are presented for teaching
English to students who do not Speak Standard English.

(ERIC Document Reproduction Service No. ED 2i1 997)

Technical Note No. 2-82/23

Three Books about Writing
Ann Humes

Three books about writing are reviewed: James Kinneavy's
A Theory of Discourse, Joseph Willlams' Style: Ten Lessons in
Clarity and Grace, and Carl Klaus' et al.) Experimental Version of

Composit.g Childhood Experience: An Approach io Writing and Learning
in the Elementary Grades.
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THE COMPOSING PROCESS: A SUMMARY OF THE KESEARCH

Ann Humes

During the past decade, research on the composing process has
burgeoned, with the number of very recent studies far exceeding the
total for the first half of the 1970's. This paper summarizes the body
of research on the composing process, but does not include studies of
written products {e.g., Crowhurst & Piche, 1979}, studies of language
development {e.g., Loban, 1976), or studies on the effects of
instruction {e.g., D'Hare, 1973). The summary describes the projects in
chronological order from the earliest to the most current, concluding
with three recent studies that focus on only one element of the
process-=r2vising. The paper then provides a brief overview of the

research results.

Research

The earliest study of the composing process was conducted in 1946,
when John Van Bruggen investigated the rate of Fiow of words during
composing. Van Bruggen's subjects were 42 boys and 42 girls in junior
high school. Van Bruggen was an enterprising researcher; he devised an
elaborate system of "hardware'' that consisted of a kymograph, rollers,
motor=drlven punck, magnetic coils, a disc with wires, springs, magnetic
coils, and a copper stylus. This hardware was necessary in that pre-
computer., pre-videotape era to record the activities of an examiner who
sat behind a one-way screen and simulated each of the 84 participants’
writing bursts and pauses.

Van Bruggen found that good writers spend more time in long pauses,

while less competent writers pause for briefer periods. Additionally,
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gocd writers often pause before they write whole segments of text, while
poor writers frequently pause before sentence-~ and word-level tasks.

Van Bruggen also discovered that students who had mastered drafting
skills, as measured by high scores on usage tests, wrote at a rapid rate
between pauses; students ~ho had not mastered drafting skills wrote more
slowly.

The next major research was undertaken by Janet Emig in 1971. Her
study is particularly significant because it has served as a prototype
for many zubsequent projects. Emig studiad eight high school seniors
who were identified as qood writers by the chairs of the local English
departments. She met with each student four times. Ouring those
tape-recorded sessions, students simultaneously composed aloud and on
paper while they were being observed by the examiner, who was in the
same room. The investigator also interviewed each student.

An abbreviated version of the outline Emig used to analyze her data
is presented in Table 1. Her data sugfested that students did littlza
planning before they began translating on paper, and they seldom
outlined. She also found that students' cornosing processes for self-
sponsored writing (i.e., writing students decided to do themselves)
differed from those for school-sponsored writing {i.e., assigned by
teachers): The students planned longer and reformulated more for
self-sponsored writing; they also evidenced more instances of clearly
discernible starting and stopping behavior. Emig concluded that
students should be z1lowed to do more self-sronsored writing in order to
encourage good writing behavior.

Mischet (1974) replicated Emig’s design, with similar results, in
his study of a 17-year-old high school student referred to as

"Clarence.!" Mischel found tha all Clarence's pianning, both at the
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TABLE 1

ABBREVIATED VERSION OF EMIG'S OUTLINE FOR ANALYZING DATA

. Context of Composing
2. Nature of Stimulus
Registers:
Field of Discourse
Mode of Discourse
Self-Encountered Stimulus
Other-Initiated Stimulus:
Assignment by Teacher
Reception of Assignment
by Student
3. Prewriting 7.
Self-Spcnsored Writing:
Length of Period
Nature of Musings and
Elements Contemplated
Interveners and Inter-
ventions
Teacher=-Initiated {or
School=5ponsored
Writing)
Same categories 8.
as for Self-
Sponsored
4, Planning
Self-Sponsored Writing
Initial Planning
Later Planning
Teacher-Initiated Writing
Same cateqories as above
S. Starting
Self-Sponsored Writing
Seeming Ease/Difficulty
of Decision 9.
Element Treated First
Discursively
Context & Conditions under
which Writing Began
Interveners and Inter-
ventions
Teacher~-Initiated Writing
Same categories as above
6. Composing Aloud: A Character-
ization
Selecting and Ordering
Components
Anticipation/Abeyance
Kinds of Transformationa)
Operations
Style

(Adapted from Emig, 1971, pp. 34-35)

10.

NDther Dbserved Behaviors
Silence
Vocalized Hesitation
Tempo of Composing
Combinations of Composing
and Hesitational
Behaviors
Theoretical Statements
concerning Spontaneous
Speech
Reformulation
Type of Task
Correcting
Revising
Rewriting
Transforming Operations
Addition
Detletion
Reordering or Substitution
Embedding
Stopping
Formulation
Seeming Ease/Qifficulty
of Decision
Element Treated Last
Context and Conditions
under which Writing
Stopped
Interveners and Interventions
Seeming E£ffect of Parameters
and Variables
Reformulztion
Contemplation of Product
Length of Contemplation
Unit Contemplated
Effect of Product upon Seif
Anticipated Effect upon Reader
Seeming Teacher Influence on Piece
Elements of Product Affected
Registers
Formulation of Title or Topic
Length
Purpose
Audience
Deadline
Amenities
Treament of Written
Qutcome
Other
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writing sessions and at home, was mental, without physical activity such
as taking notes or outlining. His planning time ranged from less than
one minute for school-sponsored writing to approximately 20 minutes for
an episode of self-sponsored writing. Clarence paid little attention to
revising, although he did spend some time on reordering groups of words.

In another study reported in 1974, Stallard found that longer
planning time distinguished the writing processes of good writers.
Stallard used an gbservational checklist, an interview, and an analysis
of written products to investigate the composing behavior of his high
school seniors. Stallard found that only one student made any kind of
outline--four sentences numbered 1-4. He also found that the good
student writers spent more time in completing the assignment and in
contemplating the product, both during and after the first draft.
Stallard concluded that '"a major behaviora! characteristic of the good
writer is a willingness to put forth effort to make communication
ctearer to a reader" {p. 216). This conclusion was predicated on
evidence that the good writers planned more, stopped longer and more
frequently to review what they had written, and revised more than did
the paor writers.

Whereas most research involves older students and adults, Sawkins
11975) examined the composing processes of fifth-grade students.
Sawkins interviewed 30 boys and 30 girls of '‘average" ability. She then
compared the students who wrote the 15 highest and 15 lowest rated
compositions, as measured on an analytic scale. On the basis of the
interviews and an analysis of students' compositions, Sawkins drew the
following conclusions about fifth-gré ¢ writers:

1, Writers tend to consider aspects of content before they begin
writing and while they are writing.
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2. For the most part writers proceed with writing without first
having made notes or an outline.

3. Most writers do not have the complete story in mind before they
begin writing, but make the story up as they go along and
decide on the ending about mid-way through the composition.

L. Fifth grade writers appear to give very little thought to
choosing words for particular purposes, to the sentences they
are writing, or to the paragraphing they use,

5. Many writers ask the teacher for help for spelling but do not
ask for other kinds of help, even though they are aware of
problems related to the content of their stories as well as to
punctuation, capitalization, and paragraphing.

6. Most writers proofread after writing the first draft in order
to check on various aspects of the mechanics of composition as
well as, to a more timited degree, matters of content.

7. Most writers whn Choose tO rewrite do so in order to produce a
neater appearing paper. (pp. 47-48)

in another 1975 study at the elementary-school level, Graves

examined the composing processes of second-grade children and concluded
that their writing processes have three phases:

Prewriting phase. This phase immediately precedes the writing of
the child. Examples of factors related to writing observed in this
phase were the contribution of room stimuli to thematic choice, art
work behaviors, and discussions with other persons.

Composing phase. This phase begins and ends with the actual
writing of the message. Examples of phase factors were spelling,
resource use, accompanying lanquage, Pupil Interactions,
proofreading, rereadings, interruptions, erasures, and teacher
participation.

Postwriting phase. This phase refers to all behaviors recorded
following the completion of writing the message. (p. 231)

Graves and his asscciates report on another study at the elementary
level {Graves 1981ta & 1981b, Graves & Murray 1980, Calkins 1980a &
1980b). The Graves team spent the vears 1978-1980 studying the writing

. of students in first through fourth grades. These students engaged in

extensive writing practice that fostered composing abilities. Children
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were observed before, during, and after writing activities in their
regular classrooms, and the researchers kept detailed records of the
students’ writing behaviors. Occasionally, the writing activities were
also videot2ped. Ouring videotaping, the student writer wore a small
microphone so that the researchers could capture any vocal or sub-vocal
behavior.

Narratives reporting the behavior of the young writers in the
Graves project provide a rich source of data on the composing process.
The data reveal that even first grade children can compose, and that
many eight-year-old children are capable of writing to find out what
they mean. In the process of discovering meaning, subjects willingly
composed as many as ten unassigned drafts. Redrafting was particularly
evident when the teachers discussed the compositions with the student
authors and when studen®t: were encouraged to read and discuss other
students' writing. This focus on revision helped students to develop a
sense of audience and of ciarity and cohesion as well as to acquire
revising skills. The first revision skills students mastered were
mechanical changes such as correcting spelling and punctuation.
interestingly, children who did not receive instruction in punctuation
mastered as many as or even more punctuation skills than did those who
received explicit drill and practice on punctuation. As they became
more confident with the mechanical aspects of writing, the students
revised content, adding information and reformulating whole texts.
Furthermore, the more the students drafted and revised, the more
proficient they became at writing.

In her 1979 study, Pianko examined aspects of the writing processes

of ten remedial and seven traditional (i.e., both average and good)
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writers who were freshmen in a community college. Each subject composed
a 400-word essay on five different occasions. Participants were
observed, videotaped, and interviewed. Observers recorded the length
and number of occurrences for various writing behaviors.

Pianko reports that most students began drafting on paper before
they had a complete idea of what they wanted to write. Although
fourteen did some mental planning before drafting, students stated that
they did most of their planning during composing. Most students wrote
only one draft, which they reported was typical of their writing when it
must be done within a certain time in class. Two behaviors, pausing and
scanning, significantly influenced composing time and rate of composing.
Traditional students paused to plan, and they rescanned to reorient
themselves sO they could decide what to write next. Furthermore,
*radicional students were more concerned with comunicating their jdeas
than with correcting mechanics and usage. Remedial! students, however,
often paused for diversion or to determine whether surface elements of
their tests were correct.

in anotner 1979 study, Perl examined the composing processes of
five unskilled college writers. Each writer met individuvally with the
researcher for five separate 30-minute sessions. The data collected
were students' written products, tapes of their ora! composing, and
their responses to interviews. The data were coded and analyzed for the
time and frequency of different composing behaviors.

Al) participants in Perl's study displayed consistent composing
processes. They spent only about four minutes in pre-drafting planning,

and this planning consisied generally of (1) rephrasing the topic until
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. a word of idea elicited an event in the student's experience, (2)
turning a broad topic into two manageable subtooics for writing, and {3)
associating various words with the topic. Perl's unskilled writers
Interrupted the flow of their drafting when they became aware of the
surface features of writing. Thus they generally revised to fix
mechanics, lexicon, and syntax. Table 2 displays an analysis of

students$' editing behavior.

Table 2
Editing Behaviors

——————————— T T -

Tony Dee Stan Lueller Beverly Total

Total number of
. wot ds produced 1720 1271 1640 1754 2179 8564
Total form 210 24 49 167 100 5E0
Additions 19 2 10 21 1 63
Deletions Lt 9 i8 b1 38 150
Word Choice 13 4 1 27 6 a1
Verbh Changes 4 1 2 7 12 26
Spelling 95 4 13 60 19 191
Punctuat :on 35 4 5 1 14 69
Total content 24 7 13 2 21 67

(Pert, 1979, p. 3355
Despite these zditing efforts, students' essays still evidenced

serious problems. Peri thinks this phenomenon may have been caused (1)
by students' tendency to assume that their readers could understand
their tex: and (2) by the'r selective perception, as is evidence) by the
fact that they often reas alotd what they thought they had written
rather than what they actually did write.

. Recently, the numbuer of reported studies has increased. Major

reports appearing in ‘980 in<lude those conducted by Gould, Glassner,
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and Flower and Hayes. Gould videotaped approximately 50 adults, coilege
graduates who ranked in the upper twenty percent on intelligence scales,
as they composed business letters, either by dictating or writing with a
pen or a typewriter. Some of Gould's results contradict findings from
many studies, perhaps because the writing task was not typical of the
tasks of other students. His writers rarely made notes, and they
reviewed their texts infrequently. This review was brief and local.
Revistons were few, local, and usually immediate rather than delayed.
One important result, ~onsistent with those of other studies, should be
noted: Gould found that planning is a significant element of writing,
consuming a high proportion of total composing time--65%.

The significance of planning is also reflected by chanaes in levels
of activity im the brain. Glassner (1980) used an electroencephalograph
to scan the activity of the left and right hemispheres of writers'
brains .. they composed. He obtained data for 30 college students, 15
men and 15 women between the ages of 18 and 22. These subjects were
also videotaped.

Glassner first established a caseline rate of hemispheric activity
for each writer. Then the writers composed with electrodes attached to
their right and left tempora! lobes. Some chose to write about familiar
topics that did not pose either global or local planning challenges
since the writers had repeatedly rehearsed the topics, either mentally
or in Spoken discourse. Because of this rehearsal, they could compose
almosc automatically, without consciously attending to planning their
discourse. Under these conditions, an electroencephalograph measured
higher levels of activity in writers' left brains than in their right

brains. Interviews with the participants verified the automatic nature
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of their writing at the time of their heavier left=brain activity. One
writer, who wrote about an automobile accident she had been involved in,
reported,

| knew the words that | would say, as | have said them before to

insurance investigators, lawyers, my family, and friends. |t was

as If a record was in my head that kept repeating itself. {p. 88)
Conversely, writers evidenced high levels of right-hemisphere activity
when they chose unrehearsed topics that caused them to pause and engage
in significant amounts of in-process planning.

Flower and Hayes (1980) report on their analysis of a five-year
collection of protocols from novice and expert writers. Protocols are
transcripts prepared from tape recordings of writers who think aloud as
they compose. |t should be noted that these tapes are not just records
of oral composing, but of the problem-solving goals or plans that occur
during writing as well {(e.g9., "I think I'l] start with an anecdote'),

Flower and Mayes found that good writers address all elements of the
writing task. Conversely, poor writers are concerned primarily with the
features and conventions of written texts, such as the nunber of pages to
be written., Futhermore, expert writers create a rich network of problem-
solving goals that help them generate content, while poor writers are
concerned with statements about the subject; good writers contjnue to
develop and modify their goals as they write, while poor writers
frequently do not ¢hange their original perception of the task.

In a subseguent study, Flower and Hayes {1981) analyzed the location
and duration of pauses in the protocois of tnree expert and one novice
writer. They found that a high number of goal-related activities occur
during the pauses before episodes of writing {i.e., units of sustained

focus in the process of writing). Many such acrivities pertain
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to process godls (instructions and plans writers give themselves for
airecting the writing process) rather than content godls (things writers
might say). Flower and Hayes also discovered that paragraphs are poor
predictors of long pauses; rather, long pauses occur when writers are
engaged in goal-related activities (e.g., setting a new goal, evaluating
a completed goal). Table 3 displays the results of the analysis of goal-

related and other actions occurring at episode boundaries.

TABLE 3

ACTIONS OCCURRING AT EPISODE BEGINNINGS

Goal Aelated Actions Other Actions
Goal Setting
Setting | Setting Meta- X *
Content ] “rocess Acting Eval- Crm- Goal Goal
Goats Goals on Goal vatron | Review | ment | Other Setting | Relatud
Expert | 10 5 2 u 1 6 | 6 ] e 552
Expert 2 T 113 16 3 2 3 3 51 o
Novice 20* 5 6 3 ? 8 é 45 56
Average 18 10 10 4 & 5 & 49y 682

£45% devoted to reviewing assignment or eartier goat (Flower ¢ Hayes, 1981, g, 241)

Flower and Hayes additionaliy report that the length of time spent in
episodes of drafting between pauses was greater for the expert writers
than for the novice writer.

The timing of pauses was also an important design feature in
Matsuhashi's rec.nt study (i981} of four high school seniors who were
considered skilled writers. The students were videotaped while sitting
in a smal]l office at & narrow desk. Two cameras were used, one aimed at

the writer and the other at the writing pad the student useo. Each
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participant was involved in 14 writing sessions and composed in four
discourse types, 8lthough Matsuhashi reports on only three, Matsuhashi
found that pause-time increased according to the type of discourse
students were compoting, in the following order: reporting, persuading,
and generalizing. Results of her analysis of pause time by discourse
type are presented in Figure 1.

20-

o o
' '

—
[
[}

(=]
[]

T-units (in seconds)
=
[ ]

oo
]

Mean Pause Length Prior to

o
[]

| !

1
Generalizing Pergaading Rep&rting

Note: © Annette, x Edna, e John, A Sari

Figure 1. Mean Pause Length for Three Discourse Purposes (adapted from
Matsuhashi, 1981, p. 124).

Matsuhashi also reports that her writers paused for a short time
when they were planning their next words or phrases; they paused for
longer periods when they were Planning longer seoments of text. She
found that planning high!y abstract sentences (superordinates) rejuired
mote time than planning sentences that add supporting detuils (sub-
ordinates). The opposite was true for individual words: Writer:z 2ausec

‘ for less time before superordinate (general) terms than before :ub-

ordinate (specific) terms. Overall, Matsuhashi's skilled writers .pent
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more than half their total composing time in pausing. 1n 3 subsequently
reported analysis of data trom this study (1982), Matsuhashi and Spittle
found that pause time is concentrated around predicates, and that
modifiers come out in 3 rapid string.
twell (1981) found that all the participants in her study paused

at some time during composing. She studied ten traditional and ten
remedial undergraduate writers, who spent half their 20-minute coinposing
period in "biind' writing. During this ten-minute period, participants
wrote on textured paper that did not take an imprint; only the attached
carbon copy was readable. Atwell found that the good writers spent more
time in global ptanning than in local, sentence- and word-level plan-
ning, while the remedial writers spent more time in local planning.
This focus on local planning made her remedial writers more dependent
upon reviewing; they strayed further from the text when they could not
review, thus writing somewhat less conerent texts. Conversely, the
traditional students maintained their high degrees of textual coherence
under blind-writing conditions because they could rely on the writin@
plans in their minds. Figure 2 displays a coherence map showing the
aange that occurred for one essay of one remedial writer, who was
typical for the group.

Three recent major studies treated only cne element of composing--
the process of revising. These studies were reported by Sommers (1980),
Bridwell (1980), and Faigley and Witte (1981).

Sommers studied the revising behavior of 20 freshmen college
students and 20 experienced adult writers, mostly journalists, editors,
and academics. Each participant composed three essays and rewrote each

essay twice. Sommers also jnterviewed her participants after the third
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Figure 2. Map of an essay with moderate local coherence and no qlobal
coherence (Adapted from Atwell, 1981, p. 5). Circles
represent elements of what Atwell terms the “microstructure."

Lines represent text connections: lines connecting elements
horizontally indicate statements at the same level; lines
connecting elements vertically indiczate that subordinate
ideas are incorporated to develop superordinate concepts.
High to low position of circles represents supercrdisate/
subordinate levels of concepts.
draft of each essay. All drafts were analyzed for the frequency of
revision operations (i.e., deleting, substituting, adding, and
reordering) and for the levels of these operations (i.e., word, phrase,
sentence, theme). Tapes of interviews were examined to determine
writers' primary, secondary, and tertiary concerns when they revise.
Analysis of the revisions and the interviews indicated that the
students writers did not employ either reordering or 2dding operations.
Rather, they Qenerally viewed revising as a rewording activity, and one
of their greatest concerns was word repetition. Although students
reported that they sensed the need for more global revisions, they
hadn't learned strategies for making them. The revising behavior of the

experienced adult writers differed from that ¥ the students. Although

the experienced writers revised most frequently by adding and deleting
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at the sentence level, as a group they employed all revision operations
at all levels. When interviewed, the experiented writers said that when
they revise, their primary objective is to give shape to thelr writing.
in her inquiry into the revising process, Bridwel! (1980) examined
the writing of 171 twelfth-grade students. Writers composed on a
designated topic during the first writing session, making changes in
their text on that day. The dratts were collected and then distributed
at a second session, at which teachers instructed the students to mark
up their essays for any adoitional revisions and then write a new draft.
The participants, who had written with blye pens during the first
session, wrote with black pens at the second session so that the first
draft, between-draft, and second-draft revisions could be distinquished.

Both drafts were collected and analyzed for changes at the surface
level (e.g., spelling and punctuation), word level, phrase leve!, clause
level, sentence level, muiii=-sentence tevel {1.e., two or more
consecutive sentences), and tex* level. The analyses showed that
surface- and wor '-level changes accounted for more than haif the
students' ievis.ons. When students made any sentence-leve! changes,
they usuaily made multi-sentence revisions. Fuithermore, the greatest
number of changes was made while composing the final draft. (See Table
4.} The essays were rated on an analytic scale, and the {inal revised
versions were rated higher in quality than were the early drafts,
verifying the importance of the raevision process.

In a similarly designed study, Faigley and Witte {1981) examined
the revising processes of six inexperienced student writers, six
advanced student writers, and six expert adult writers. The expert
writers revised at higher levels than did the student writers. The

researchers report that the inexnerien.ed students primarily corrected
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TABLE 4

PERCENTAGES OF TOTAL REVISION FREQUENCIES AT LEVELS AND STAGES

Staqe
First [Between | Second Level
Level Draft | Draft Praft Percentage

Surface 9.00 2.58 13.25 24.83
Word 12.87 5.07 13.30 31.24
Phrase 5.66 3.43 8.91 18.00
Clause .86 1.22 %.23 6.31
Sentence 1.30 1.63 4.88 7.81
Multiple-Sentence 1.1 3.26 7.28 11.80
Stage percentage 30.85 | 17.29 51.85

{Adapted from Bridwell, 1980, p. 207)

errors (made formal changes) and made meaning-preserving changes, most
frequently substituting synonyms. Advanced student writers made many
. similar meaning-preserving changes; however, they also made struzstural
changes that altered the meaning of their “~ext. Although the expert
adutt writers made a substantial numter of meaning-preserving changes,
they also made substantially more changes that affected meaning than did

either group of students. The results are displayed in Table 5.

TABLE 5

FREQUENC IES OF COMBINED REVISIDN CHANGES PER 1000 WCRDS
ih FINAL ORAFTS FOR THREE GROUPS OF WRITERS

Meaning-
formal Preserving Structure
Changes Changes Changes
Inexperienced Students 21% 652 12
Adanced Students 183 58% 242
. Expert Adults 15% 50% 342

(Adapted from Faigley & Witte, 1981, p. 406}
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Sunmar

This paper has presented a review of the research focused on the
process of writing. The research indicates that planning consumes a
high proportion of composing time, and that planning entails making
global 2s well as paragraph-, sentence-, and word-levei decisions. When
writers pause, they are usually planning, and the lenqth of their pauses
corresponds to the type of planning that is engaging them. Oifferences
in planning behavior separate good from poor writers, with qood writers
spending not only more time in overall planning than pocr writers do,
but aiso more time in global rather than local planning.

During drafting, writers deal with a heavy mental load because they
must call on requisite form skills {e.q., spelling and punctuation) in

. order to encode the content they are planning. Consequently, writers
who have mastered these skills can draft out their ideas more rapidly.
Thus when good writers review their texts, they review more for alobal
elements, while less competent writers review for errors. These
unsiccessful writers are also more dependent on reviewing.

The research has shown that revising is a process that is acquired
as writers develop competence. In early stages of development, they
concentrate on correcting errors and changing surface features in their
texts. As they mature, writers progressively concentrate on
restructuring and shaping their discourse, redefining their ideas as
they compose, and adjusting their writing to meet their audiences'
needs.

More information on writing will soon be asvailable because more

o research is underway. This burgeoning interest in writing contrasts

O
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sharply with the dirth of the early corpus~-one study in 1946, the next
in 1971, Perhaps any review published a few years from now will require
volumes of prose rather than these few pages. That is something desired

by all those interested in this vital aspect of education.
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RESEARCH ON THE COMPOSING PROCESS: METHODOLOGY, RESULTS, AND LIMITATIONS

Ann Humes

ABSTRACT

Methods followed in recent research on the composing process are
discussed: laboratory case studies of the composing process, natural-
istic studies, quasi-product studies that interpret results in terms
of the process, and studies that utilize somewhat unigue procedures.
The results of the research are presented 1n terms of the process and
of the subprocesses of writing {planning, translating, reviewing, and
revising). Limitations of the methodologies are explored, and con-

clusions about the corpus of results are presented.
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RESEARCH ON THE COMPOSING PROCESS: METHODOLOGY, RESULTS, AND LiMITATIONS

Ann Hume:

Researchers have long been more interested in students' abilitv to
read than in their ability to write. Recently, howaver, the research
community has turned more of its attention toward writing. Although
the amount of writing research is still relatively meager, it has during
the past few years produced promising information regarding the composing
process. Furthermore, writing research has undergone a methodological
transformation: Research techniques have expanded beyond the classical
exherimental paradigm traditionally used in studies of writing (i.e.,
including both experimental and control yroups, applying a specific
treatment, and measuring post-treatment effects) to include a broader
array of methods for investigating the composing process.

This paper first discusses the methodologies used in recent
research on the composing process. |t then presents the results of
that research in terms of the process and subprocesses of writing.

It closes by discussing limitations of the methodolngies and conciu-

sions about the results.
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METHODOLOGY

In comparison with what is known about human perception activities,
relatively little is understood about human production activities such
as writing, singing, whistling, drawing, and computer programming {(Gould,
1980). This lack of knowledge results partially from a corresponding
lack of valid and reliable experimental strategies and techniques for
studying production tasks,

Until the last decade, the methodology was dominated by the
comparative experimental method popular in psychology. Research focused
on measurable aspects of written products rather than on the behavior
of the producers of those products.

Recently, however, research iiterest in the processes of writing
has burgeoned (Emig, 1982). Now the research methodologies include
laboratory case studies of the composing process, naturalistic studies,
quasi-product studies that interpret results in terms of process, and
studies that have unique procedures as a research focus. These newer
categories of studies are the focus of this paper. Consequently, not
treated here are studies that analyze written products per se {e.g.,
Crowhurst & Piche. 1972: Stahl, 1974), studies of the language develop-
ment of students as determined by their written discourse {e.g., Hunt,
1965; Loban, 1976), and studies investigating the effects of instruc-

tion, such as those on sentence combining {e.q., Mellon, 1969; O'Hare,

1973).
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CASE STUDIES

The roots of laboratory case studies of the composing process are
usually traced to the work of Janet Emig (1971). Emig studied the
composing processes of eight high school seniors, selected by their
teachers as ,.od writers. The students met four times with the inves-
tigator and composed orally wh’le composing on paper. Emig observed
them during their writing, mdking notes and recording the oral composing.
All eight students were also interviewed.

Participants in laboratory case studies vary in number from one
(e.g., Mischel, 1974) to 84 (e.g., V. . Bruggen, 1946). However, follow-
ing Emig's model, researchers generally limit participants to Jewer
than 20 because of the complexities of data collection and analysis.
Participants most frequently corpose alone in @ writing area theoret-
ically free from distraction (e.g., Matsuhashi, 1981; Perl, 1979).

These participants occasionally have been elementary students (e.g ,
Sawkins, 1975} or junior high students (e.g., Van Bruggen, 1946}, but
more often they are high school students (e.g., Emig, 1971; Matsuhashi,
198t; Mischel, 1974; Stallard, 1974), college studernts (e.g., Flower &
Hayes, 198tb; Perl, 1979), or experienced adults (e.g., Gould, 1980).
Sometimes experts and relative’y inexperienced writers are compared
{e.g., Flower & Hayes, 198ib; Gould, 1980),

In some studies, the researcher is in the sane room with the writer,
observing within the writer’s view (e.g., Emig, 1971) or through a one-
way screen (e.g., Van Bruggen, 1546). Sometimes the researcher observes

outside the room 5n a videotape monitor (e.g., Matsuhashi, 1981).
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Researchers make notes about the writer's behavior during composing
(e.q., Emig, 1971; Matsuhashi, 1981; Perl, 1979), recording such activ-
ities as energetic spurts of writing or revising. These notes often
guide interviews with the writers in order to stimulate their memories
of the reasons for a particular composing behavior (e.g., Pianko, 1979).
Interviews usually take place immediately after composing so that partic-
ipants can give accurate information (e.g., Piinko, 1971; Stallard, 1974).
Most are interviewed individually to prevent them from repeating answers
that they hear other participants give. Interviews often include ques-
tfons about various aspects of writing activi.ies and attitudes toward
writing (e.g., Emig, 1971: Pianko, 1979}.

Some researchers either assign or let writers select ltopics ahead
of time, encouraging participants to rehearse and plan {e.g., Emig, IB?I;
Matsuhashi, 1981: Sommers, 1980). Other researchers assign predesignated
topics, combining preparation into the composing observed (e.g., Flower &
Hayes, 1981b: Gould, :980).

Several researchers time behaviors such as reading and revising
{e.g., Glassner, 1980; Matsuhashi, 1981; Pert, 1979; Pianko, 1979).
Another behavior frequ;ntly tnvestigated by timing methods is the pause
pheniomenon. Pause research can be traced back to 1946, when John Van
Bruggen set out to study the rate of the flow of words during composing.
Van Bruggen tackled the problem of studying the composing process in
that pre-computer era by designing an elaborate system to record the
regularity of the flow of participants' words during writing. This
unusual system used a time-recording kymograph, motor-driven rollers,

a motor-driven punch over a magnetic coil, a disc with evenly spaced
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wires, copper springs, magnetic coils, and a copper stylus. The noisy
part of the system was located in a room across from the studio where

the writer composed. While tne participant wrote, an examiner, who sat
behind a one-way screen with the stylus and the pressure-measuring device,
simulated the participant'’s writing bursts and pauses by touching and
iifting the stylus in synchrony with the writer's movements. Pause-
research technology, with its access to computers and videotape, has

come a long way from Van Bruggen's pioneering system.

Writers' pauses are an important topic for compoOsing-process research
because pausing consumes more than half the writer's composing time (e.g.,
Gould, 1980; Matsuhashi, 1981). Some researchers examine the lengths of
pauses between individual words, syntactic structures, or units of meaning
(e.g., Flower & Hayes, 1981b; Mats:hashi, 1981). Others investigate the
total length of time that writers pause while composing a whole piece of
discourse {(e.g., Gould, i980). Researchers claim that

the lengths of pauses, a measurable feature of writing
behavior, and their location in the text . . . provide
a temporal taxonomy or description of t{ 2 real-time
aspects of written-language production from which infer-
ences about planning and decision-making can be made,
(Matsubashi, 1981, p. 114)

Still other case studies require participants to talk while they
compose. Some writers say only the words that they are drafting (e.g.,
Emig, 1971), while others report on what they are thinking (e.g.,
Berkenkotter, 1982; Flower & Hayes, 1981b). This oral composing is
tape-recorded. The audio-recordings (and, when available, con- =~itant
videorecordings (e.g., Flower & Hayes, 1981b}) are often subjected to

protocol analysis, which cognitive psychologists consider a powerful

rool for identifying psychological processes (Flower & Hayes, 1980a).
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A protoco! is a detailed, time-ordered record of a writer's composing
behavior, including a transcript of the writer's verbalizing during com-
posing, as well as all the written material he or she produces (Flower &
Hayes, 1980a). Ffor a protocol, writers "are asked to say aloud every-
thing they think and everything that occurs to them while performing the
task, no matter how trivial it may seem. Even with such explicit instruc-
tions, however, subjects may forget and fall silent' (Hayes & Flower,
1980:. p. 4).

In analyzing protocols, the researcher infers the underiying
psychologizal processes by which the writer performs the task {Hayes &
Flower, 19300 Writing processes are 'identified by maiching the
verbal protacol wera for word with the write 's notes and text" {p. 21).

Flower and Hayes (1980a) have collected and analyzed many protocols
in recent years. They repart that a typical protocol! from a one-hour
session wil. include four to five pages of a writer's notes and text as
welt 35 a 16-page manuscript typed from the taperecording. Perl {1979)
has developed 2n eiaborate, effective coding system for protocol analysis.
The system divides writers' behavior into 16 major categories and 15
subcategories. The coding system is complemented by Perl's numbering
system far a time Vine, ~hich allows her to time e€ach writing behavior.
From the zoding and timing data, one can derive the following informa=~
tion:

{1) the amount of time spent during prewriting;
{2) the strategies used during prewriting;
(3) the amouat of time spent writing each sentence;

{4) the behaviors that occur while each sentence is
heing written;
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{(5) when sentences are written in groups or “’chunks'
(fluent writing);

(6) when sentences are written in isolation {chopoy or
sporadic writing);

(7) the amount of time spent between sentences;
(8) the behaviors that occur between sentences;

(9) when editing czcurs {during the writing of sentences,
between sentences, in the time between drafts);

{10) the freauency of editing behavior;
{11) the nature of the editing operations; and

{12) where and in what frequency pauses or periods of
silence occur in the process. {p. 322)

A far less complex protocol technique is used by Lillian Bridwell,
who calls her procedure ‘‘the poor woman's protocol analysis'' (Bridwell,
1981b). Bridwell asks writers to make notes, in the margins of their

composi tions. on what they are thirking about as they compose.

NATURALISTIC STUDIES

In contrast to studies dealing with writers who compose in a
laboratory, naturalistic studies take place within an ordinary setting
for writing, whether that settine is the profess onal writer's context
for composing (Berkenkotter, 1982) or the classroom {e.g., Edelsberg,
19815 Graves, 1981). In most naturalistic studies, the investigator
is a participant-observer.

In the study of one professional writer (Berkenkotter, 1982) the
participant composed in his usual environment for writing, making no

adjustmet..s in writing time, topic, or procedures. The investigator




collected data on his behavior, analyzed his notes and texts, and
talked with him about his processes.*

Classroom studies are designated as participant-observer studies
(Edelsberg, 1981; Emig, 1982). In these studies, the investigator
functions within a classroom, where he or she narrates the events
occurring in that setting. The participant-observet may also assist
the teacher and/or the students.

A typical and the best known participani-observer research project
is tha two-year study by Donald Graves (in Gentry, 1980a). Cchildren
were observed before, during, and after writin3 episodes, and the
researchers kept detailed records of the students' writing process.
Some of the writing episodes were also videotaped. During viceotaping,
the student writer vore a small microphone so that the researchers
could capture anv “‘ocal or sub-vocal behavior. Narratives reporting
the behavior of *he young writers in the Graves project provide a rich

source of data on the composing process.

QUAS1-PRODUCT STUDIES

Quasi-product studies have dealt with one element of the composing
process: revising activities. Typically, participants compose on a
topic during the first session, making changes in their text on that
day; the drafts are collected, photocopied, and analyzed. At the next
session, the compositions are returned to the writers, who revise by
marking on the drafts; then they compose a second draft. Both drafts

are collected (e.g., Faigley £ Witte, 1981). Drafts are analyzed for

%Tk ; resezrcher collected protocoils for some episcdes of writing;
this procedure is not typica! of naturalistic studies, However, the
study is classified here as naturaiistic because of other features of
the project and because the writer contended that talking aloud quickly

became natural, -
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. changes to determine, for example, (1)} whether the writers decided to
add new information to the text or to remove old information, and
(2} where and why they made such changes (e.g., Bridwell, 1980; faigley &
Witte, 1981).

In consonance with case studies, these inquiries may compare

capable and remedial or novice writers (Faigley & Witte, 1981; Sommers,
1980) and elicit or infer information about their thinking processes
(e.g., Beach, 198); Br.dwell, 1980; Sommers, 1980); usually few partici-
pants are studied (e.g., Faigley & Witle, 1981; Sommers, 1980), and the
writers are generally older students and adults (e.g., Bridwell, 1980;
Faigley & Witte, 1981; Sommers, 198D). In contrast wilh case studies,

. the product is analyzed rather than observations and/or protocols of

the writers (e.g., Bridwell, 1980).

UNTQUE PROCEDURES

Occasionally a un que procedure is used to investigate a particular
facet of the composing process. One such technique is '"blind writing,"
performed to study what happens when tha writer is urat 2 to read the
text he or she is composing. In one study, the writers ccmposed on
special paper that does not take an imprint on the first page, only
on the carbon copy (Atwell, 1981). In another study, the writers
composed with a wooden stylus so that an imprint appears only on the
carbon copy of the draft (Gould, 19€17). 1In a third study, writers
used invisible ink (Hull, Arnowitz, & Smith, 1981). Consequently,

only the researcher can read what is written.
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Another unique procedure involves the use of an electroencephalograph
to scan the activity of the left and right herispheres of the writer's
brain as he or she composes (Glassner, 1980). During scanmning, the
device also provides timing information on when the activity levels of
the hemispheres vary. The right brain is active when the person is
processing spatial, global concepts; the left brai s active when the
person is processing linearly. A basel{ne rate is first established by
recording five minutes of hemispheric activity with the participant's
eyes closed and five minutes with eyes open. Then the participant
composes with electrodes attached to his or her right and left temporal
lobes.

The laboratory studies, naturalistic studies, quasi-product studies,
and unique procedures h-ve begun to produce some results. These results
have already modified the established, scholarly view of the composing

process.
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RESULTS

Information derived from inquiries using the new methodologies to
study writing has discredited the strict linear model of the composing
process--prewriting, writing, and postwriting--as an appropriate model
for research purpo. ..* Before the era of the new composing-process
research, scholarly literature propounded only theoretical modeis. These
models generally defined three linear stages: The first stage, pre-
writing, included a!) the preparatory efforts in generating and organizing,
as well as a possible incubation period; the second stage, writing, covered
the actual work of putting words on paper; the last stage, postwriting,
included evaluating, editing, and revising the completed text {King, 1978).

This interpretation is inappropriate for research purposes because
it describes '‘the growth of the written product, not . . . the inner
" process of the person producing the product” (Flower & Hayes, 1981b,
p. 369). As a process, writing does not move in a straight line from
conception to completion: Al! planning is not done when words are put
on paper; ali the words are not on paper before writers review and revise.
Writers move back and forth among these subprocesses. For example, after
text has been composed on paper, the writer may notice a gap for which
new content must be planned. Many researchers describe this recursive-
ness, e.g.,

. « . ptanning, transcribing, and reviewing are not one-
time processes . . .. Rather the text grows and changes;

planning, transcribing, and reviewing what has been
written occur in irregular patterns. {Noid, 1979b, p. 2)

*For pedagogical purposes, however, the linear model is still viable
because the activities of each subprocess are more easily presented in
separate stages. For example, teaching students to reorder text is easier
wshen a completed text is available to cut and paste.
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. . . [the writer moves] in a series of nonlinear
movements from one subprocess to another . . ..
{Sommers, 1978, p. 8)

Although researchers variously describe the recursive subprocesses of
composing (e.g., Flower & Hayes, 1981a: planning, translating, reviewing;
Nold, 19795: planning, transcribing, reviewing; Gould, 1980: planning,
generating, reviewing, accessing other information), the results of the
research on composing are described in this paper under these subprocess

headings: plannirg, translating, reviewing, and revising.*

PLANNING

Research findings indicate that planning is a thinking process that
writers engage in throughout composing--before, during, and after the
time spent in putting words on a page. During planning, 'writers form
an internal representation of knowledge that will be used in writing"
(Flower & Hayes, 1981a, p. 372). More research results are available
on planning than on any other subprocess of composing. This research
focuses on (1) the elements of planning, (2) the time spent in : “anning,
{3) the kinds of planning done before and during compe .ing, and (&) the
differences between competent and remedial writers' planning activities.

Planning elements include generating and organiring contert, and
setting goals (Flower & Hayes, 1981a). Generating entails gathering
information to write aboul, whether that information is material! ‘rom

external sources or is content discovered within the writer's mind.

*Choice of these lauels does not imply disagreement with any
researchers' categories. Rather, this division represents a practicai
organirzation for discussing what is now known about the process of
composing written discourse.
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Bourne, Dominowski, and Loftus (1979) similarly describe generating
as

Retrieving facts and prucedures from the long-term
memory

Scanning information available in the environment . . ..

{p. 238)

Organizing is orda2ring content; it contributes structure to a
final product. Organizing may invoive deleting content when more
content has been generated than is needed for the specific purpose
and/or arrangement. In actual practice, plans for organizing content
rarely include forma) outlines {Emig, 1971; Mischel, 1974; Stallard,
1974).

Setting goals involves mentally planning the individual en-route
tactics for completing the writing task. Writers may set a number of
such goals while developing a complete discourse. Protocols show that
goals may be as complex as 'Conform to the rules of a genre," as specific
as "1'll include an illustraticn," or as simple as ''Write down what |
can remember' (Flower & Hayes, 1980b, p. 18}).

Writers set two kinds of goals: content goals that govern what to

say {e.q., "1'1] describe the character"), and process goals that direct

the writer's own behavior (e.g., “I think 1'11 review that part")

{Flower & Hayes, 198la). Some goals specify both content and process,
such as "l want to open with a statement about political views" {(Flower &
Hayes, 1981a, p. 377).

The importance of goals is evidenced by the large pumber of goal-

related activities that appear in wriicrs' protocols. These activities
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include setting goals and acting on goals. Table | displays the number
of goal-related activities that Flower and Hayes (1981b) found at the
beginnings of episodes of writing. Writing episodes "are upits in the
process of the writer rather than in his or her product" (Flower & Hayes,
1981b, p. 234). These urits are periods of sustained focus. Boundaries
of episodes are suggested by a shift of focus, which can be agreed upon
by independent readers (1981b). These shifis in focus typically occur
when the writer describes the starting point of the gcal, e.g., "Write
an introduction' {Flower & Hayes, ¥931a, p. 377), and evaluates the
success or completeness of the goal, e.g., "That's banal--that's awful"
{p. 378).

The quantity and quality of the goals that are set lifferentiate
good and poor writers (Flower & Hayes, 1980a). Good writers create a
rich and elaborate network of goals and subgoals that hel) them generate
content, vhile poor writers concern themselves with statements about the
tepic (Flower & Hayes, 1981b). ODiagrams of actual sets of goals and
subgoals and of networks of goals demonstrate the nature and content
of the goal-setting process. Such diagrams are found in Figures | and 2.
Figure | displays a writer's actual set of subgoals, and Figure 2, a
network of goals.

In addition to setting goals and to generating and organizing content,
planning includes such diverse "prewriting" or rehearsal activities as
making notes about the topic, drawing (Graves & Murray, 1980, p. 50),
and cating or waiting for a bus (Peril, 1979) while deriving ideas.
when researchers measure prewriting activities as indicators of planning

time, they find that writers do little of their piarning before they
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TABLE 1

ACTIONS OCCURRING AT EPISODE BEG!NNINGS

i
Goal Rkclsted Actions Other Actions
Goal Setting
Setting | Setting Meta- 4 3
Content [ Process Acting Eval- Com~ Goal Goal
Goals Goals on Goal uation | Review | ment | Other Setting | Related
Expert 1 | 10 5 2 ] 1 6 6 h8% 55%
Expert 2 14 14 16 3 2 3 3 51 80
Expert 3 25 14 17 10 b b 2 51 7h
Novice 20% 5 6 3 7 8 6 L] 56
Average 18 10 10 b b 5 b 493 68%
] 1

%45% devoted to reviewing assignment or earlier goal (Fiower & Hayes, 1981b, p. 241).

.
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(Current Goal)
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Put them in right ' Expand to job T 1o thew
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beginning
Open with Put them in
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Fitst day Shake them
ot class up
L 101 class

Figure 1.

1981a, p. 384).

Writer Developing a Set of Sub-Goals (Flower & Hayes,

WRITE AN ESSAY
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future broad .ange of intellect short v
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So things simply -
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e
Write an introduction
Purpose Why | Give s
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Figure 2.

p. 378).
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translate mental images into worus on a page (e.g., Emig, 1971; Mischel,
1974; Per), 1979; Pianko, 1979). In one study comparing prewriting time
and total writing time for high school students, researchers found that

only one to four minutes (five to ten percent) composing time was spent

in prewriting planning (Stallard, 1974).

In a study with college students, Perl (1979) also found that students
spent only about four minutes in planning during the prewriting period.
During this time, the students used primarily three different planning
strategies:

(1) Rephrasing the topic until a particular word or

idea connected with the student's expericnce.
The student then had "an event* in mind before

writing began.

. (2) Turning the large conceptual issue in the topic
(e.g., equaticy) into two manageable pieces for
writing (e.g., rich vs. poor; black vs. white).

(3) Initiating a striny of assogiations to a word

in the topiz and then developing one or more

of the associations during writing. (.. 328)

These rcaults on planning tim~ as measured during the prewriting
period contrast sharply with findings from other studies that suggest
planning time i3 a constant high proportion of total comnosing time (e.g.,
Berkenkotter, 1982; Gould, 1980). In these studies, planning required
more time than any other subprocess (i.e., transiating, revie.ing, and
revising); planning may consume as much as 65% (Gould, 1980) to 85%
(Berve-kotter, 1982} of total composing time. These studies have high
totals for planning time because they count not just the time spent in

planiing during the prewriting period, but also the time Spent on plan-

ning as composing progresses.
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Differences are evident between before-writing and during-writing
planning. Before wc-ds are put op the page, planning usually entalls
some general parameters. This global planning also occurs during trans-
lating {i.e., putting mental Images Into words on a page) whem writers
additionally mzke paragraph-, sentence-, and wor. 'level decisions (e.g.,
Flower & Hayes, 19815; Planko, 1979). Most in-process planning (as well
as some prewriting planning) is mental {Pianko, 1979); a writer who
does significant amounts of such unrehearsed, in-procecs planning
evidences high levels of activity in the right hemisphare of the brain
{Glassner, 1980, p. 87).

These in-process planning activities, either global or local,
usually occur when writers pause {Flower & Hayes, 1981b). Consequently,
research on the pause phenomenon provides considerable data on planning.
Pause research reveals that short pauses ocuur when writers are planning
their next words or phrases (Matsuhashi, 1981); longer pauses transpire
when writers are planning sentences (Matsuhashi, 1981} and global ele-
ments {Flower & Hayes, 1981b).

Pause research also suggests that planaing time may vary according
to the purpose of the discourse: Generalizing and persuading require
more planning time than reporting {Matsuhashi, 1981). Figure 3 shows
resufts for four writers in one study on mean pause length prior to
T-units {i.e., independent clauses) for these three discourse types.

This same stud" has shown that planning highly abstraci sentences
(superordinates) requires more time than planning sentences that add
supporting details {subordinates). The opposite is true for individual

le<ical items: Writers pause for less time before superordinate (general)
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terms than before subordinate (specific) terms (Matsuhashi, 1981). Writers
pause longer to plan predicates than to plan modifiers, which appear to
pour out in a rapid string (Matsuhashi, 1982), and they pause most fre-
quently before conjunctlons (Caufer, 1982).

The importance of extensive planning is supported by the finding that
good writers spend more time in nlanning than either average or remedial
writers {e.g., Stallard, Y974). Good writers appear also to spend more
tlme in global planning than in local, sentence- and word-level planning;
the opposite appears true fcr remedial writers--they spend more Lime in

local planning {e.g., Atwell, 1981).
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These findings are corroborated by pause research, which reveals
that good writers spend more time in tong planning pauses, while remedial
writers pause for shorter time periods {e.g., Flower & Haves, 1981b; Van
Bruggen, 1946). Additionally, good writers pause more before they write
in thought units {i.e., episcdes devoted to comrunicating concepts or
carrying out goals), while remedial writers pause more before sentence-

level tasks (Atwell, 1981; Flower & Hayes, 1981b; Van Bruggen, 1946).

TRANSLAT NG

Terms other than "translating' have been used to lahel this component
ot _.he composing process; these synonyms are cited here because they help
define this subprocess. The terms include "writing,' '"recording," "imple-
menting,' '"drafting,’ "articulating,' and '"transcribing.'" The term
"translating' was selected from the various options as an appropriate
label here for the process of transforwing meaning from one form of
symbolization (thought) into another form of symbolization (graphic

representation),

Discussions of research results on translating most frequently deal
with the need to make translating skills automatic and with the differ~-
ence that this "automaticityﬂ.makes in a writer's focus on global issues
rather than on word-level prd}iems during composing,*

Translating makes huge demands on writers' cognitive processes

because translating is so complex: Writers must put ideas into written

*The notion of automaticity has alsc played an important role in
reading comprehensinn research. Some researchers have argued that
children must acquire basic reading skilis, such as decoding, on an
automatic level before they can comprehend successfully what th.y read,
Indeed, some have argued that this kind of automaticity is the sine
qua non of reading comprehension. This issue is discussed by foots
and Snow (1980).
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- language while they are also d=~aling with problems of discourse coherence

and structure:

Ever a casual analysis makes it clear that the number
of things that must be dealt with simuitaneously is
stupendous: handwriting, spelling, punctuation, word
choice, syntax, textual connections, purpose, organ-
ization, clarity, rhythm, euphony, the possible
reacticns of various possible readers, and so on.
To pay conscious attention to ali of these would
overload the information processing rapacity of the
most towering intellects. (Scardamalia, in Rereiter,
1979, p. 152)

This mental load imposed on translating becumes less difficult

as an increasing number of writing skills become autoratic rather th=n

consciously driven. ''As writers become more sophisticated, the, may

devote less conscious attention to such concerns as orthography, spell-

ing, and busic sentence construction' (Bridwell, 1981, p, 96).

- Being able to ''devote less conscious attention"” to the skills of
translating rz2quires years of practice with handwriting, spetlin,
language usage, word choice, capitalization, and punctuation; then
these skills may become somewhat automatic. Relative automaticity
may also be poscible for some highe:i -level skills such as sentence
variation and figures of speech (fiould, 1980).

Studies have provided asvidence that writing behavior is different
after transla.ing becomes somewhat automatic. In one study, marked
changes in cognitive processes were measured when writers engaged in a
type of automatic translating. The design for this study alloed the
participants to select their topics for writing. Some chose familiar

topics that did not pose either global or local planning challenges

because the writers had rehearsed the topic, either mentally or in

L




spoken discourse, until they could compose without consciously attending

to such aspects as order or word choice or sentence structure. Under
these conditions, an electroencephalograph measured higher levels of
activity in writers' left brains than in their right brains. Interviews
with the participants verified the aytomatic nature of writing at the
time of heavier left-brain activity. One writer, who wrote about an
automobile accident she had been involved in, reported,

| knew the words that ! would Say, as | have said

them before to insurance irvestigators, lawyers,

my family, and friends. It was as if a record

was in my head that kept repeating itself.
(Glassner, 1380, p. 88)

Another study evidenced a difference in translating speed when
skills were more nearly automatic. In this study, participants who
had mastered translating skills, as measured by high scores on usage
tests, wrote at a rapid rate between pauses. Conversely, participants
who had not mastered translating skills wrote stowly. Furthermore, the
speed of translatirg between pauses increased with the .3creasing age
of the subjects (Van Bruggen, 1946}, a finding that supports the
assumption that older writers are likely to have made more translating
skills automatic than have their younger counterparts.

In an apparent, but not real, contrudition of these results, some
researchers have diccovered that good writers write almost half as many
words per minute as their randomly chosen counterparts (Flower & Hayes,
1981b). The reason for this apparent discrepancy is that the data is
based on the rutio of total wourds to tot.| composing time. Since good

writers pause for a longer time to plan between cpitodes of rapid
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translating, they may write fewer total words. Poor writers, however,
pause for shorter intervals during translating. One reason for their
frequent, short pauses is that they must stop to think about the fechan-
ics of writing, They have so many mechanical problems that they muct
"attend to surface matters [in order] to write out their ideas *he

first time" (Bridwell, 1980, p. 214).

Interestingly, writers who have Jdifficulty with translating tills
of ten evidence some of them in their oral repertoires. This mastery i3
verified by studies thot compare transcripts of oral composing with
written products., These protocois reveal both what writers say they
are writing and what they actualiy do write: they use skills in their
oral cumposing that are not refiected in their written compositions.
For example, a writer might say he or she is writing ''walked," but the
word he or she actually writes is "walk.'" Results for one w-iter in a
study of these "miscues' during four composing sessions are displayed

in Table 2 (Per?, '979).

REVIEWING

Reviewing is characterized by backward movemcnts to read and assess
““whether or not the words on the page capture the original sense intended"
(Per}, 1979, p. 331). It includes scanning to determine where one is in
relation to the discourse plan and to refamiliarize oneself with the
already translated text; it also includes judging whether to do further:
planning and translating or to stop writing because the discoursz is
complete. Writers also review their texts to proofread for the conven-

tions of written language, to decide on a conclusion, and to determine

needed revisions (Pianko, 1979),
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TABLE 2
MISCUES OF ONE WRITER FOR . OQUR SESSIONS

ENCODR I NG
Pronouncing the I
Pronouncind words desired word but
with plural markers | writing a homonym,
or other suffixes | an approximation
Speaking complete completely but of the word or a
ideas but omitting omitting these personal abbrevia-
Ses- certain words endings during tion of the word
s on during writing writing on pager Total
i 1 4 1 16
2 8 0 14 22
h 4 0 16 20
5 3 1 15 19
16 5 56 77

(Adapted from Perl, 1979, p. 327)

Reviewing msy be i.tentional or spontanzous (Gentry, 19800). Some
writers resiew after every few phrases; however, writers more frequently
review after they F ve composed a group of sentences. These "chunks"
of information are then reviewed as a piece of discourse (Perl, 1979),

%fudies have shown that most writers review, whatever their level
of expertise (e.g., Atwell, 1981; Pianko, 1°79). Even young writers
spend some of their composing time reviewing their texts (Graves §
Murray, 1980). ,

Most research findings on reviewing deal with differences between

capable and remedial writers. The findings indicate that when poor

writers review, they often do not rethink their compositions as
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competent writers do. Furthermore, remedial writers do not review
much for 2lements of style, purpose, and audience. Rather, remedial
writers frequently review for errors (Pianko, 1979).

When remedial writers review for errors, they are frequently
ineffective because they do not notice their errors; they often read
what they intended to write rather than what they actually did write
(paiute, 1981). Protocols that include transcripts of subjects reading
aloud their composition expose this miscue behavior. For example, a
writer may read in words that are not actually in the composition, a
word intended rather than written. Table 3 displavs the number of these
decoding errors during four sessions for one participant in a study.
Table & displays the numbers of decoding miscues for all participants
across four sessions of the same study.

- Studies suggest that capable writers may review their texts more
often than remedial writers do le.g., Atwell, 198i; Stallard, 1974}, yet
remedial writers appear more dependent upon reviewing. This dependency
is evidenced in Atweil's {1981) research, which ircluded a blind-reading
condition. This research discl-ses that remedial writers stray further
from the text than ¢n traditional writers (i.e., both good and average
writers) when they cannot review. Under blird-reading conditions, the
traditional students maintained their high degiees of textual coherence,
while the remedial writers wrote somewhat l!ess coherent texts. Atwell
explains that the difference occurred because her remedial writers did
not have a clear mental plan. ''They were, indeed, text-bound and needed
to read their texts in order to keep the process moving. In contrast,
traditional writers . . . could rely on mental text to keep the compos-

ing process recurzive and stable” (p. 9). However, even traditional
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TABLE 3

DECODING MISCUES OF ONE WRITER FOR FOUR SESSIONS

Reading
abbreviations
Reading the and misspell-
Reading in desired word ings as though
missing words Deleting rather they were
Ses- or word words or thzn the word written
sion endings word endings on the page correctly Total
1 10 1 i 15 27
2 5 L 2 10 18
bx 3 3 0 13 19
5 7 1 2 10 20
5 6 5 L8 84
(Adapted from Perl, 1979, p. 327)
TABLE &
NUMBER OF WORDS COMPOSED AND TOTAL MISCUES DUR!:iG READING
Total @5;
" Miscues
Session Session Session Session cduring
Writer 1 2 Lk 5 reading
1 302 512 356 550 84
2 409 559 91 212 32
3 kg 553 365 303 55
4 518 588 315 363 147
5 519 53f 348 776 30
‘Adapted from Perl, 1979, p. 329)
*Data not available for Session 3.
253
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writers deviated slightly from their original plans when they could not

rev.ew.

REVISING
Oefinitions for revising have suffere* from the !inear model of
writing that portrays revlsing as 'what the writer does after a draft is
completed” (Murray, 1978, p. 87). However, revising is not merely the
last stage in a process. Rather, it i3 a coynitive and ;hysical activity
that occurs "continually throughout the writing of a work" (Sommers,
1980, p. 380).
Thus revising is comprised of behavior that entalls changing onpe's
mind as well as changing the cext. According to Nold (i979a),
fevising . . . is pnot just correcting the lexico-
graphic and syncactic infelicities of written
prose ., . ., it also includes (1 changing the
meaning of the text in response to a realization
that the original intended mean.ng is somehow
faulty or false or weak . . ., (2) adding or
substituting meaning to clarifv the originally

intended meaning or to follow more closely the
intended form or genre of the text . . .,

(3) raking grammatical sentences more .eadable
by deleting, reoidering and restating . . .,

as well as (4) correciiny errors of dictior,
transcription and syntax that nearl: obscure
intended meaning or that are ctherwise unaccept-
able in the grapholect. (pp. 105-106)

Thus revising covers e-iting tasks (e.g., fixing spelling and
punctuation, sub’tituting synonyms) as well as major reformulations
(e.g., reorganizing blocks of d scourse, adding wl.ole sections of cop=

tent). These changes are made when the writer, in reviewing the text,

sees mismatches between an intention and the sctual product. This
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dissonance between irtention and actuallzation creates tension that must
be resolved by revising the text (Oella-Piana, 1978; Sonmers, 1980).

Revising Is the most accessivle component of the composiag process;
it "provides a window into the cngnitlve operations which occur when a
writer writes" (Bridwell, 1980, p. 220). Surprising then is the pauchty
of research on revising. The most significant studies on revising have
been completed by cnly a few researchers: Beach (i976), Bridwell (1980},
Faigley and witte (1981), Sommers (1980), and Stallard (1974). Mose
of the research deals with (1) when writers revise, (2) what kinos of
revisions they make, and (3) what differences occur among writers with
various levels of expertise.

Findings indicate that writers often make more revisions while
writing the first draft than they make on the draft after it is completed
(e.g., Bridwell, 1980; Faigley £ Witte, 1981;. writers also make many .
¢hanges ip subsequent drafts. Table 5 displays the frequencies of
revisions at each opportunity for revising during opne study that compared
the in-process revisions subjects made in the first and second drafts
with the revisions they made between drafts. As:éFeviously described,
the writers turned in their first drafts, marked or their draft when
it was returned, and then wrote a second draft.

Unfortunately, first-draft revisions are oftep premature editing
attempts, sometimes by good writers (Stallard, 1974), but more often
by poor writers who are so concerned with the surface features of
composing (e.g., punctuation, capitalization, spelling, word choice},
that they interrupt the flow of composing (Perl, 1979). Correspondingly,

they don't use important operations like reorganization and addition
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TABLE 5

MEANS, MINIMUM, AND MAXIMUM VALUES
FOR FREQUENZIES OF REVISIONS PER 100 WORDS

Stage Mean Minimum Max imum
A: In-process 5.50 0.00 21.87
{first draft)
B: Between-draft 3.24 0.00 13.85
C: In-process 8.20 0.56 20.33

(second draft)

(Bridwell, 1980, p. 209)

{Sommers, 1980). Rathér, they try to “clean up speech' (p. 381), s

they approach revision with a "thesaurus philosophy of writing" (p. 381).
Concern with surface features is characteristic of novice ‘riters,

for a developmental difference in the ability tc revise is indicated by

the research (Bridwell, !?80): Young writers are at first reluctant to

mar a page of writing fér‘ any kind of change When they overcome this

resistance, they begin to see the draft as temporary. The young w. 1ter

Iy

Y]

J
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then gradually extends his/ver revision skills (Calkins, in Gentry, !980a)3&
Even choosing one top’c while excluding others is an effective step in o
acquiring mature revising strategies (Graves & Murray, 1980).

As writers become more experienced and comnetent, they view revising

as 3 process of structuring and shaping discourse (e.g., Sommers, 1979;

Stallard, 1974). They begin to see a first draft as an attemft to
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“define the territory” (Sommers, 1980, p. 384), so they keep writing
that first draft until they decide what they want it to say. As writers
develop, they also become concerned with audlence c.nsiderations, so
they start reviewing and revising their work for its effect on their
audience (Sommers, 1980). The differences between mature and develop~
ing writers are supported by one study that examined differences berween
the kinds of revisions made by student and experienced writers. Students
made more word- and phrase-level changes than did the adults, with the
exception of phrasal reordering. Adults, however, made more sentence-
leve! and theme-level changes {Sommers, 1980). Results of this study
are displayed In Figure 5.

In another study (Faigley & Witte, 1981), developmental differences
in writers' revising strategies were examined across three groups: inex-
perienced student writers, advanced student writers, and expert adults.
Inexperienced students primarily corrected errors (“formal' changes)
and made meaning-preserving changes of the synonym-substitution type.
Advanced student writers also made many meaning-preserving changes,
both substitutions and deletions; lowever, they also made many changes

affecting the meaning (*'structure® changes) in the first and second
drafts Expert adults made relatively few corrections, a sulstantial
number of meaning-preserving changes {although fewer than the other
groups), and more changes in the meaning than either group of students.
These differences across groups afe df;played in Table 6.

High school students’ view of revision appears similar to that of

inexperienced college writers: surface 2nd word-levzl revisions accounted

for over half their revisions in one study (Bridwel!, 19b0); see Table 7.
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Results divided the poor writers into two distinct groups--those who

revised extensively for surface-level changes, and those who merely

recopied their first draft

s.

TABLE 6

FREQUENCIES OF COMBINED REVISION CHANGES PER 1000
WORDS IN FINAL DRAFTS FOR THREE GROUPS OF WRITERS

Meaning~
formal Preserving Structure]
Changes Changes Changes
Inexperienced Students 213 653 ng
Advanced Students 18% 582 24%
Expert Adults 152 50% 343

(Adapted from Faigley & Witte, 1981, p. 406)

TABLE 7

PERCENTAGES OF TOTAL REVISION FREQUENCIES AT LEVELS AND STAGES

Stage
Level
Level A B c Percentage

Surface 9.00 2.58 13.28 24.83
Word 12.87 5.07 13.30 31.24
Phrase 5.66 3.43 8.91 18.00
Clause .86 1.22 4.23 6.3)
Senitence 1.30 1.63 4.88 7.81
Multiple-sentence 1.16 3.26 7.28 11.80
Stage percentage 30.85 17.29 §1.8¢

(Bridwell, 1980, p. 207)
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SUMMARY

Composing-process research has demonstrated that planning occurs
throughout composing. During planning, writers set composing goals
and generate and organize thelr ideas. Planning consumes & high pro-
portion of composing time, but writers plan only for brief periods
before they start translating their jdeas on paper. This planning
that occurs before translating defines some general parameters, while
in-process planning entails global as well as paragraph-, sentence-,
and word-level decisions. When writers pause, they are usually plan~
ning, and the length of pauses corresponds with the type of planning.
Because it is such a significant element of the composing process,
differences in planning behavior separate good from poor writers, with
good writers spending not only more time in overall planning than poor

. writers do, but also more time in global rather than local planning.

Translating, which is synonymous with terms iike 'drafting't and
“articulating,' is the subprocess of transforming thought into jts
graphic repres:ntat;on. Writers deal with a heavy mental load during
transtating. Consequently, writers translate more easily as the requi-
site skills become more nearly automatic. Correspondingly, writers for
whom these skills have become somewhat automatic can translate rela-
tively rapidly and can also devote more conscious attention to global
issues during composing.

Reviewing occurs throughout composing. Writers review their
texts to appraise what has beeri done and what needs to be done. Good
writers review to rethink their texts and to attend to elements of

style, purpose, and audience. Poor writers, who are more dependent




3%

on reviewlng, search for errors. Yet these same writers often miss
errors because they read into the text what they Intended to write
rathar than what they actually‘dld write.

Reviaing 1s behavior that =ntalls mentally changing the content
and structure of the discourse as well as changlng the actual, trans~
lated text. This subprocess covers a range of behavior from simple
editing to substantlally reformatting whole texts, and these behaviors
occur before, during, and after composing a draft. Writers evidence
developmental differences in the ability to revise. In early stages
of proficlency, they concantrate on correcting errors and changing
surface features In thelr texts. As they mature, writers progressively
concentrate on restructuring and shap'ng their discourse, redefining

thelr ideas as they compose, and adjusting their writing to meet their

audience’s needs.
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LIMITATIONS AND CONCLUS IONS
LIMITAT IONS

Much important information has been derived from a small body of
research because new methodologles for investigating the composing process
produced results not attalnable by older, more traditional strategies,
However, even researchers within the field are tentative regarding the
validity of generalizations derived using the new designs. Criticism
has also been leveled at specific features of the designs and the con-
comitant assumptions that are made.

Proponents of the naturalistic method challenge results from both
classical research and laboratory case studies because the designs of
these methods do not consider the context for writing; researchers pro-
vide no descriptions of contexts and assume that writing in a laboratory
and writing in a naturalistic setting are similar {Edelsberg, i381;
Emig, 1982). Both naturalistic~study proﬁents and case-study people
are skeptical about the product-examination des'gns of researchers who
investigate revising; they contend that researchers cannot make assump-
tions about the process by counting features in the product.

Numerous specific features and assumptions of the new research
are also challenged. One such feature is the occasional disregard for

situational variables such as the purpose for the task and the writers’

fami 1iarity with the task, subject, and audience; processes vary signif-
icantly "with chaiges In assignmen:, context, audience, and purpose:

for writing” (Bridwell, 1980, p. 2i8). A related concern is that the
researchers rather than-the writers often select the writing task.

Under this circumstance, writers deal with a process different from
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. words in a noun phrase to conscious processes {such as] planning and
monitoring' (Faigley ¢ witte, 1981, p. 442). Much goes on that is not
and cannot‘be verbalized. Finally, researchers implement a selection
process when they search for Individuals who can do adequate oral
reporting while composing. This selection factor alone distorts the

research results by introducing bias in the sample population.

CONCLUSiONS

Despite their limitations, the new methodologies have produced
important information. Without this body of research, little would
be known about the composing process. If all that the methodology
accomplished was to orient attention toward the process and away from
the product of writing, the research would be successful.

But it has accomplished much more. It has verified what most
competent writers know intuitively about the recursiveness of the pro-
cess and about the subprocesses of composing. It has pointed out
patterns that have credibility because they appear consistently across
studies. One important pattern ghows that the composing process of
successful writers is different from that of poor writers. Successful
writers plan more and at a higher level. They review for global aspects
of discourse and work more on these higher-level elements when they revise.
Thus the research also provides orienting information for teachers of
writing: To help more writers become successful writers, writing instruc-
tors must guide students towarq becoming higher-level planners, reviewers,

and revisers.
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The research effort has come a long way since 1963 when Braddock,
Lloyd-Jones, and Schoer made the oftfn quoted statement comparing
research on composition to "chemical research as it emerged from the
perioc of alchemy” (p. 5). We researchers and teachers are not
alchemists any longer, hut we still believe that maybe we can discover

that formula fur producing gold.
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PUTTING WRITING RESEARCH INTO WRITING PRACTICE~=EASILY

Research and instruction currantiy emphasize writing &s » process
(how peopla writa) rather than 8 product (what peopla write). This shift
in focus away from product has occurrad partially beceuse prior
descriptions of good writtan products wers not accurste (Appisbse 1979),
For example, Braddock (1974} shattared convictions sbout the topic
sentenca whan his study revesled that only 133 of the expository
paragraphs written by professional writers began with a topic sentence,
and more then half their paragraphs had no explicit textbook’ topic
sentence.

Esrly theories of the writing process often described the process as
linear, in tarms of a three=stage model comprised of planning, writinag,

. and revising. But current resesrch indicates that Iinear models are
insccuratas because they actualiy describe the growth of the written
product, not 'the inner process of the person producing the product'
{Fiower & Hayes 1981a, p. 369). The process itself does not move in &
straight line from planning to writing to ravising: All planning is not
done when [(deas ara written on paper; all writing is not finished before
writers review and revisa. Writars move back and forth among these
subprocesses. For exsmpie, aftar taxt has been composed on pader, the
writer may notice a gap for which new content must be plannad.

As more such Information on the writing process has become
aveliable, tecchers have been increasingly expected to be aware of and
apply this Informstion in their Instruction on writing and to provide

. more writing practice. This articie Is intended to help teachers
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Putting Writing Research into Writing Practice~-Eastly 2

accomplish thess tasks by providing & summary of the research sand by
presenting idess for tesching writing snd for giving students more
practice. The article first discusses the thecretical models of the
composing process gnd then symmarizes the major research., In the next
section, It discusses ways to help students with the planning and
revising companents of the process., Finally, this article gives some
suggest ions for providing more writing experiences for students without

increasing the number of compositions that must be read snd evaluated.

THEORIES OF THE COMPOSING PROCESS

ihe litersture contains meny theories that differ primarlly In the
numbers and labels of their writing-process components. The theories

. presented beiow comprise a representative sample.

Elbow {1973) characterizes ~iting as s two-step process. Flrst
you figure out your mesning, then you put It Into ienguege” (p. 14),
Rohman (1965) is credited as the source of the weil-known three~stage
model of prewriting, writing, and rewriting; he used the labels becsuse
they suggested to him the rhetorical arts of invention, srrangement, and
style. A three~stage theory is slso descridbed by Applebee (1979), who
stotes, "it is quickly spparent thet the process has & number of distinct
steges, At the simplest level, these include prewrtiing, writing, and
editing” (p. 6). Murrsy (1978) lebeis his three components with “terms
which may emphasize the essentiai process of discovery through writings
prevision, vision, and revision” (p. 86), while Britton (1978) uses the

terms “preparstion,” “incudation,” and “erticulation.”
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Putting Writing Research into Writing Practice-<Easily 3

A three-stage model s divided Into sub-steges by Koch and Brezil
(1978): Prewriting 1s divided Into experlencing, discovering, and making
formal cholcess writing is comprised of forming, msking lengusge choices,
and "lsnguaging'; postwriting conslists of criticlzing (self-eveiuating)
and proofresding., These sub-stages deplct s linesr pi‘ocess that does not
sl low *discovering,” for example, durlng ctual writing, Legum and
Kreshen (1972) hypothesizs s process with four components (conceptus!-
izing, planning, writing, end editing), while Dreper (1979) propounds o
flve=stege |linesr model: pre~writing, formulating, trenscribing,
reformuleting, sditing,

King (1978) synthesized such dispsrate theorlas of the composing
process into & model with three linesr steges: prewriting, srticuletlion,

ond post-wiriting, She explains these components:

The pre-writing stage here Includes all of the preparstory
efforis Trom the point of Intention~to-wrlte to conscious

thinking, plenning, orgenizing and associsting thoughts with
tenguege; It includes, also, & perlod of Incubstion , , .. The
second stage of srticulation, or production of text, refers to
the writer ot work putting thoughts on paper . . .. Post-
writing covers the evaluation and editing that often OcCur os @
piece of writing |s ravised ond shaped to fulflll the suthor's
purpose. (pp. 198-199)

Such theories charscterize writing as o |Inesr activity, although
the work of many rasesrchers, such as Flower and Hayes (1981a) and Atwell
(1981), supports & recursive model of composing. This recursiveness is
descrived by Nolid (1981) and Perl (1979):

Plenning, trenscribing, and reviewing sre not one-time

processas. As thelr texts grow snd chenge, writers plan, tran~

scribs, and review in irreguler patterns., (Nold 1981, p. 68)

Composing does not occur In s streightforward, 1inear fashion,

The process Is one of accumulating discrete bits down on the
paper and then working from those bits to reflect upon,
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Putting Writing Resesrch into Writing Practice~--Easliy &
structure, and then further develop what one mesns to say.

(Per1 1979, p. 331)

A rasult of these and other resesrch-besed views of the process is »
non-1inear model that has been Introduced in recent litersture; this
model reflects the inner processes of the writsr sand was deveioped by
Flower and Hayes (1981a). it has three major units: (1) the writer’s
long-term memory, which is the storehouse of knowledge that writers draw
on during composing; (2) the task environment, consisting of everything
Youtside of the writer's skin” (p. 369); (3) the writing processes.

These processes, sccording to Flower and Hayes, consist of planning,
transisating, and raviewing. Pisnning includes generating, organizing,
and setting goels for writing. Transleting is "essentially the process
of putting idess into visible languasge” (p. 373).1 Reviewing, their
finai recursive process, s composed of evaluating and revising. Flower
and Hayes include » monitor in the model as the “writing strategist which
detarmines when the writer moves from one process to the next” (p. 374),

Their mode! is displayed in Figure 1.

Insert Figure 1 gbout here

As previously noted, the Flower and Hayes model more Cioseiy
reflects the inner processes of the writer than do the esriier linesr
models, Furthermore, research on the composing process supports asspects

of this model,

RESEARCH O THE COMPOSING PROCESS
Because interest in writing as & process is & relatively racent

development, the samount of rasearch is somewhat measger and consists
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Putting Writing Research Into Writing Practice--Easily 5

rrimerlly of case studies. The major resesrch is summarized below, with
emphasis on composing behavior that differentiates good from poor
writars. The susmary procaeds from the esriiest to the most recent
projects, with three racant studias that focus on only one element of the
process~=ravising~~concluding this section. 't does not include studies
of language development {e.g., Loban 1976), studiss of the effects of
Instructional tachniques {(e.g., Held 1969), or studies that deal with the
writing environment {(e.g., Florio, Clarke, Elmore, Martin, & Maxwell
1982).

The eariiest study of the composing process was conducted in 1946,
when John Ven Bruggen Investigsted the rate of flow of words during
composing for B4 junior high students. Ven Bruggen was an enterprising
researcher, for he had to devise an elaborate system of “hardware' that
consisted of a kymograph, rollers, motor-driven punch, magnetic coils, »
disc with wires, springs, magnetic coils, and s copper stylus. This
herdware was necessary In that pre-computer, pre-videotape era to record
the activities of an examiner who sat behind » one-way scraen snd
simulated each of the B4 subjects’ writing bursts and pauses.

Van Bruggen found that good writers spend more time in long pauses;
less competent writers pause for briefer intervals. Additionaliy, good
writers often pause before they write whola segments of taxt, while poor
writers frequently pause before sentence- #nd word-leve! tasks. Van
Bruggen slso discovered that students who had mastered mechanics, as
mea<ured by high scores on usage tests, wrote ot » repld rate between

pauses; students who had not mestered these sk111s wrote more slowly.
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The next major resesrch was undertaken more than two decades later
by Jenet Emig (1971). Her study Is particulerly significent becsuse It
has served as 8 prototype for many subsequent projects. Emig studied
eight high school seniors who were ldentified as good writers by the
chairs of local high school English departments. She met with each
student four times. Ouring those tape-recorded sesslons, students
simultanecusly composed aloud and on paper while they were belng observed
by the examiner, who was in the same room. The Investigstor also
Interviewed each student. Emig found that students did iittie of their
planning before they began transiating on paper, and they seldom
outlined. She also found that students’ composing processes for seif-
sponsored writing (1.e., writing students decided to do themselves)
differed from those for school-sponsored writing {i.e., writing essigned
by teachers): The students planned longer and reformulated more for
self-sponsored writing; they also evidenced more Instances of clearly
discernible starting end stopping behavlor.‘ Emig concluded that students
should be sllowed to do more self-sponsored writing In order to encourage
good writing behavior, such as pisnning and ravising.

Mische! (1974) replicated Emig’s design, with similar results, in
his study of a 17-year-old high gchool student referred to as "Clarence.”
Mischel found that ali Clarence'’s planning, both at the writing sessions
and at home, was mental, without physical sctivity such as taking notes
or outtining. His planning time ranged from lass than one minute for
school-sponsored writing to approximately 20 minutes for an episode of

. self-sponsored writing. Clarence paid tittie ettention o revising,

although he did spend some time on reordering groups of words.

Q 307




Putting Writing Research Into Writing Practice--Easily 7

in another study reported in 1974, longer planning time
distinguished the writing processes of gocd writers. Stallard, the
researcher for this study, used en observational checklist, an Interview
technique, and an analysis of written products to investigete the
composing behavior of his high school seniors. Stallard found that oniy
one student made any kind of outline=~four sentences numbered V-4, Ne
also found that the good student wrliters spent more time in completing
the assignment and ln contemplating the product, both during and after
the first draft. Stallard concluded that "a major behavioral
characteristic of the good writer is a willingness to put forth effort to
make communication clearer to a reader" {(p. 216). This conciusion was
predicated on evidence that the 9ood writers planned more, Stopped longer
and more frequently to review what they had written, and revised more
than did the poor writers.

Whereas most research involves older ttudents and adults, e study
involving elementary school subjects Is reported on by Graves and his
associates {Graves 19812 & 1981b, Graves & Murray 1980, Calkins 19802 &
1980b). The researchers spent the vears 1978-1980 studying the writing
of students in first through fourth grades. These students engaged in
extensive writing practice that fostered their composing abilities.
Children were observed before, during, and after writing sctivities in
their regular classrooms, and the researchers kept detailed records of
the students’ writing behaviors. Occaslionally, the writing activities
were aiso videotaped. During videotaping, the student writer wore a

small microphone so0 that the researchers could capture any vocal) or

sub-vocal behavior.
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Naerretives reporting the behevior of the young writers In the Graves
project provide a rich source of date on the composing process. The data
reveal that even flrst grade children cen compose, and that meny eight-
year-old children are capable of writing to find out what they meen. in
the process of discovering me=ning, students willingly composed as many
as ten unassigned drafts. Redrafting was psrticularly avident when
teschers discussed the compositions with thetr student suthors and when
students were encouraged to read and discuss other students® writing.
Thls focus on revision ﬁclped students to develop a sense of audience and
of clarity and cohé;};n as well as o acquire revising skills., The flrst
reviston skills that students mastered were mechenical changes such es
correcting spelling and punctustion. As they beceme more confident with
the mechanical aspects of writing, the students revised content, adding
{nformation and reformulating whole texts. Furthermore, the more the
subjects drafted and revised, the more proficient they became at writing.

tn her 1979 study, Planko examined aspects of the writin) processes
of ten remedial end seven traditional {}.e., both average and good)
writers who were freshmen In o community coliege. Each participant in
the study composed 400-word essays on five different occaslons.
Participants were observed, videotaped, and Interviewed. Observers
recorded the length and number of occurrences for various writing
beheviors.

Pianko reports that most students began transleting on paper before
they had a complete tdea of whet they wented to write. Although fourteen

did some ental pianning before translating, students gtated that they
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did most of thelr plenning during composing. Most students wrote only
one dreft, which they reported wes typice! of thelr writing when Tt must
be done within e corteln time in cless. Two behaviors, pausing and
scenning, significently Influenced composing time and rete of composing.
Treditional students paused to plen, end they rescerned to reorlent
themselves so thay could decide what to write next. Furthermore,
treditionel students were more concerned with comwniceting their idess
than with correcting mechanics and usege. Remedial students, however,
often paused for diversion or to determine whether surfece elements of
their texts were correct.

in enother 1979 study, Per! examined the composing processes of five
unskilled coliege writers. Eoch writer mec individualiy with the
resesrcher for five separete 30-minute sessions. The date coliected were
perticipents’ written products, tepes of thelr orel comporing, end their
responses to interviews., The date were coded end enelyzed for the time
end frequency of different composing behaviors.

All participents in Peri's study displeyed consistent composing
processes. They spant only ebout four minutes In pre-trensieting
plenning, end this plenning consisted generelly of (1) rephresing the
topic until o word or ides e¢llcited an event In the student's experience,
(2) turning e brosd topic Into two manegesble subtopics for writing, end
(3) genereting words essocieted with the tople.

Perl’s unskllied writers Interrupted the flow of thelr trensleting
when they became aware of the surface features of writing. Thus they

generslly revised to fix mechanics, lericon, end syntex. Nowever,

310

P




Putting Writing Research inte Nriting Practice-~Easily 10

students’ essays stil] evidenced serious problems despite these editing
efforts. Perl thinks this phenomenon may have been caused (1) by
students’ tendency to assume that their readers could understand their
text and (2) by thelr selective perception, as is evidenced by the fact
that they often read aloud what they thought they had written rather than
what they had ectuslly composed.

Recently, ths number of reported studies bas increased. hejor
reports sppearing in 1980 include those conducted by Gould, Glassner, and
Flower and Hayes. Gould videotaped approximately S0 adults as they
composed dusiness letters, elither by dictating or writing with a pen or »
typewriter. Many of his results are not discussed here because they deal
with differences between dictating and writing, and becsuse the writing
task was not typlical of school writing. Howsver, ane lmportant result
should be noteds Gould found that planning s a significant eliement of
writing for college-educsted adults, consuming a consistantly high
proportion of their total composing time~-65%.

The significance of planning s also reflected by changes in levels
of activity in the brain. Using a unique procedure to Investigate the
writing process, Glassner (1980) employed an electroencephalograph to
scan the activity of the left nd right hemispheres of writers’ brains as
they composed. He obtained data for 30 coliege students, also
videotaping them es they composed.

Classner first established a basel ine rate of hemispheric sctivity
for each writer. Than the writers composed with electrodes attached to

thelr right and left temporal lobes. Some chose to write about femiliar




o

Putting Writing Research Into Writing Prectice~-Eestly tI

top¥cs that did not pose elther global or locel {i.e., sentence- or
word-leval) planning chellenges because the writers had repeatedly
rehesrsed the toplce, either mentelly or In spoken discourse. Secause of
this rehearssl, thay could compose simost automstically wlthout
conscicusly attending to planning thelr discourse. Under these
conditions, en elsctroencephalograph messured higher levels of ectivity
In writers' left breins then In their right bra'ns. Interviews with the
subjoects verlfied the gutomstic nature of thelr writing at the time of
thelr heavier left=braln sctivity. One writer, who wrote about en
automobile sccldent she had Deen involved In, reported,

1 knew the words thet | would say, as | have said them before to

insurance investigators, lawyers, my famlly, end friends. (t wns

es If a record wes In my head thet kept repesting lItself., fp. 88)
Conversely, writers evidenced high levels of right~-hemisphere activity
when they chose unrehearsed toples that csused them to pause and engage
in significant gmounts of In~process plenning.

Flower end Hayes (1980) report on their snelysis of e flve-yesr
collection of protocols from novice and expert writers. Protocols ere
transcripts prepared from tepe recordings of wrliters who think eloud es
they compose. It should be noted thet these tapes ere not records Just
of orel composing, but of the problem=solving gosls or plans that oceur
during writing as well {e.9., “t think 1°11 start with an anecdote™).
Flower and Hayes found thet good writers address ell elements of the
writing tesk. Conversely, poor writers are concerned prima-lly with the
features and conventlons of written texts, such as the aymber of pages to

be written. Furtharmore, sxpert writers create 3 rlch network of
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problem=3olving gostls that help them generete content, whlle poor writers
oere concerned with stetements sbout the subject; good writers continue to
develop and modify thelr gosls s they write, while poor writers
frequently do not change thelr original perception of the task,

In o subsequent study, Flower and Wayes (1981b) anelyzed the
location and durstion of pauses In the protocols of thres ®Xpert and one
novice witer. They found that paregrephs sre poor predictors of long
pauses; rather, long pauses frequently occur when writers sre engeped In
gosl-releted activities (e.9., setting a new gosl, eveluating » completed
gost). They elso found that the length of time spent In episodes of
trensiating between Pauses wes greater for the expert writers then for
the novice writer.

The timing of pauses was elso en Important design feature in
Matsuheshl's recent study (.Isal) of four high school seniors who were
considered skilled writors:v The students were videoteped while sitting
in o small offlce gt o narrow desk. Two comeres were used, one simed »t
the writer and the other ot the writing pad the student used. Eech
perticipant composed In four discourse types, olthough Matsuheshi reports
results on only three. Matsuhashl found that pause-time Incressed
according to the type of discourse students were composing, In the
following order: reporting, persuading, end generalizing. Her writers
paused for @ short time when they were plenning thelr next words or
phreses; they paused for longer perlods when they were plenning tonger
segments of text. Matsuheshl found that plemning generel stetements

{superordinstes) required more time than plenning sentences that edd
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supportIng detells (subordinates). The oppcsite was true for Individual
words:s Vriters paused for les; time befors suparsrdinate (gensrel) terms
than before subordinate (specific) terms. Oversil, Matsuhashi's skilled
writers spent mors than half thelr totel composing time In pausing.

Atwell 1981) found that oll the participents |n her <tudy pause? et
some time during composing. She studled ten traditional and ten remediel
undergraduste writers vho spent helf thelr 20-minute composing perlod In
Biind” writing. During thess ten wminutes, participants wrote ON
texturad paper thet did not teke an isprint; only the stteched carbon
copy was resdable. Atwell found thet the good writers spent more time In
global planning then In Tocel, sentence- snd word-level plenning, while
the remedisl writers spent mors time in local plenning. This focus on
locel plenning made her remadiel writers more dependent upon reviewing,
for they streyed further from the text when they could not review, thus
writing somewhat less coharent texts. Conversely, the treditional
students meintelined thelr high degrees of textual coherence under
blind=writing conditions because they could rely on the writing plens In
thelr minds,

Three recent msjor studies treated only one slement of composing--
the process of revising. These studles wars reported by Sommers (1980),
Bridwell (1980), end Felgley end Witte (1981).

Sommors studled the revising dehavior of 20 freshmen college
students and 20 exparlenced adult writers, mostly jJournalists, edlitors,
ond academics. Esch participant produced three esseys snd rewrote esch
u-uy twice. Sommers elso Interviewed her particlipents oftef the third
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draft of each essay. All drafts were snalyzed for the frequency of
revision operetions (1.e., deleting, substituting, adding, end
reordering) and for the levels of these operstions (1.e., word, phrase,
sentence, theme). Tapes of Interviews were examined to determine the
writers' primary, secondary, and tertlary concerns when they revised.
Analysls of the revisions snd the Interviews Indicated that the
student writers did not employ either recrdering or adding operations.
Rather, they generelly viewed revising as 2 rewording activity, and one
of thelr grestest concerns was word repetition. Although students
reported that they sensed the need for more global revisions, they hadn't
learned strategles for making them. The revising dehavior of the
experienced adult writers differed from that of the students. Although
the experienced writers revised most frequently by adding and deleting at
the santence level, 8s & group they employed all revision operations at
oll levels. Vhen Interviewed, the experienced writers said that thelr
primary objective when they revised was to glve shape to their writing.
In her Inquiry Into the revising process, Bridwell (1980) examined
the writing of 171 tweifth-grade students. Students composed on o
designated toplc during the first writing session, making changes in
thair text on that day. The drafts were collected and then distributed
ot & second session, at which teschers instructed the students to mark up
thelr essays for eny additional revisions and then write & new draft.
The participents, who had written with blue pens during the first
session, wrote with black pens at the second session so that the

firstedraft, Detween-draft, and second-dreft revisions could be
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distinguished. Both drafts ware collected and analyzed for chinges st
the surface Tevel (e.g., spelling end punctustion), word lTevel, phrese
level, clause level, sentence level, multi-sentence Tevel (l.e., two or
more consecutive sentences), and text level. The analyses showed that
sur face~ and word-level changes sccounted for more than half the
students® revisions. When students made sny sentence~level changes, they
ususlly mede multl-sentence revisions. Furthermore, the most changes
ware made whlle students were tomposing the final dreft. The essays were
reted on on analytic scele, end the final revised verslons were rated
higher In quallity then were the early drafts, verifylng the importance of
the revision procecs.

tn 2 simitarly designed study, Faigley and Witte {1981) examined the
revising processes of six inexperienced student writers, six edvanced
student writers, and six expert adult writers. Falgley and Witte found
that expert writers revise st & higher fevel than do student writers.
The Inexperienced students primerily corrected errors and made mesning-
preserving changes, most frequently substituting synonyms. Advanced
student writers msde many similar mesning-preserving changes; however,
they elso made structural changes that eltered the meaning of their text.
Although the expert adult writers made & substantial number of
meaning-preserving changes, they also made substantially more changes
that affected meaning than did elther group of students.

The research provides some Important informstion sbout the composing
process. It indicates that the processes of writing are recursive and

that the composing processes of successful writers are different from
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those of unsuccessful writers. Successful writers spend much of thelr
composing time in tha process of planning, and they plan st s higher
lavel. Furthermore, successful writars do not consclously sttand much to
the surfece levels of their texts ss they compose. Rather, they sre
concerned more with global sspects and thus work more on these higher-
level elements when thay revise. This information provides direction for

Instruction on writing.

INSTRUCT (ON

The research discussed sbove suggests that teschers can help thelr
students become successful writers by gulding them to do higher=-level
planning and revising. Although these processes sre recursive rather
then linesr, for pedagogical purposes the activities of planning and
revising sre easler to present ssparastely. for exemplas, tesching
students to reorder text is essier when they have s completad text to
menipulate. As students begin to understand the processes, they can be
tsught to function In them recursively,

Employing the strategies described below wil) help tesch the
processes. These strategles are designed to fostar the generating and
arranging elements of planning as well as the process of revising.
Strategles for tesching the process of transisting are not covered here
because instructionsl guides and textbooks provide considerable

informstion for teaching the raguisite skills.

?Ilnning;; cenerlting

Genereting 1deas is often 8 serious obstecle for students--they

don't know how to get idess for their compositions. Teachers often hesr
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students protest that they cen't think of anything to sey. Using the
techniques below cen help students find 1dees for writing.

Word-Assocleting. When students word essocliete, they gensrete ond
record words that ere ellcited by focusing on sn object, ides, or event
(Rico ¢ Cleggett 1980). For example, 1f students ere Q0ing to write
ebout dogs, they think of words that relete to the word “dog’ end write
these words down. Students can word essociete elone, In palrs, in small
groups, or es e whole cless. If the whole cless Is word essocleting, the
words can be written on the chalkboard.

When students have genereted more essocletions then they need, they
con then choose the ldees they want to Include In their compositions.
Students identify thelr setections by circling the words thet represent
idess they want to yse. They make these decisions on the besis of the
significence of the [deas end their relatlton to each other.

Simile Fromes. Completing frames for fliguretive comparisons can

generete 'nteresting content for some writing tesks. Students use the
frames to construct similes that compere disperete entities. The
following ere exsmples of simile frames:

The - - s like <--- ,

Elementery students may tend to complete frames with literel comperisons.
However, this kind of l(des genereting cen be quite successfu) once
students understond the non-litersl requirement for the frame.
Furthermore, they will enjoy the Imaginetive comperisons they cen creste

by using simlle frames.
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Idea~Generating Guestions. Students can ask themselves questions

sbout 8 toplic or broad sres of Interest In order to probe thelr own minds
for idees. Some ldea-genersting questions can be very simple, such as
the followlng ones that students can ssk themselves when they sre going
to describe an odject:

1. whet does 1t look 1lke?
What size is 1t?
What shape is 1t?
What color is 1t?
2. What does It smell like?
3. What does It sound like?
h, what does It feel 1lke?
5. What does It taste tike?

Questions for writing @ story can also be relatlvely simple.

1. What happened flrst?

2. What happened aext? Next?
3. What happened last?

h. When did it happen?

S. Where did it happen?

6. Who did it happen to?

Questions that are appropriste for students to ask themselves when
they sre writing something factusl are » little mors difficult, but with
practice, students can use such questions successfully. Even if they
can't answer 811 the questions, those tha: students can enswer wll)

produce enough jdeass to get them started. The following are exemples of

some sppropriate gquestions:

1. What is the toplc?

2. Whet pPart of the topic should i urlte about?

3. How can | 1llustrate the toplc?

§. Vhat other questions cen | ask sbout the topic?
What are the snswers to these questions?

5. Do | have any problems with thls toplc?

6. What sre the solutions to those problems?
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The kinds of questions students can 83k themseives when they sre
going to write & persuasive composition are also somewhat difficult, but
again students can get started by answering at lesast some of the
following appropriste qQuestions:

1. What opinion can s person have sbout this topic?
2. Which of them is my opinfon?
3. What reasons can others glve to show that my oplnion Is
wrong?
k. Whet reasons cen | give to show that my oplnion 1s right?
5. VWhat cen | say to prove that my reason Is & good reason?

Such sets of ides-genarating questions sre perticularly helpful when
they sre displayed on the chalkboard, on the bulietin board, or on charts
posted elsewhere around the classroom. Then students cen refer to the
questions whenever they need help in genersting ideas for writing.

Matrix Constructing. A matrix s @ specla! kind of chart that
students can use to generate and record ideas. Thelr jdees fit Into
cells at the Intersections of the horizontal and verticel categories. A
matrix can help students generate content from reference sources since
students can record the Informatlion sbout the same subtopic as it (s
found in each source {(Jones & Hall 1979). They con slso use an
sppropriate matrix to probe thelr own minds for ldess. The chart in
Figure 2 exemplifies the kind of matrix students might use to generate

Idess for characters In 8 story..

-

Lo L L L Ly L L F L L

Insert Figure 2 about here

Planning: Arranging idess

Once students generste some ideas for writing, they must then decide

how to srrange these fdeas [n sppropriste presentation order. The term
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Ysrranging'” rather than "organizing' is used here beceuse It is more
readily understood by alementery students. Arranging is Importent
becsuse It contributes structure to the composition. To develop such @
structure, students must percelve and create superordinste and sudb-
ordinate relationships. The strategiss below help students with these
cognitive processes.,

Clustering. Clustering 1= 8 useful technique for arranging idess
that sre generated by word sssoclsting. (In fact, some people use the
term "cluslering' to rafer to both word associating send its concomitent
ordering e.g., Rico § Ciaggett 1960 .) When students have genersted
many words, they cluster the releted words into groups by drawing circies
sround them and then ordering words withln those clusters, !f students
generate only & few words, they may sither draw srrows from one word to
snothar or number the words in prasentetion order.

Shuffling, One strategy thet helps tesch students how to srrenge
thair idess Is "cerd shuffling.” As they genersts idess, students write
esch one on 8 separste cerd or small piece of paper. Then they cen
physiceliy reorder the cards or papers, moving them sround to test
different arrangements until closely relsted idess sre juxtsposed.
Rearranging the cards or papers is 30 easy that students need little
urging to seek the best possible order for their idess, Students are not
reluctant to reorder toplcs and subtopics repestedly, as they may be when
thair ideas sre written consecutively on full pages.

Arrangement Plans. Students’ competence in srranging idess is

enhanced when they are familisr with specific srrangement plans thet sre
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appropriate for the writing tasks they undertake. For exsmpie, students
nesd to know that they cen yse spatial ordering when they describe an
object or a scene. The foliowing information, displayed on a poster In
the classroom, will remind students how to arrange descriptions and how to

connect the sentences in their text:

When you describe something, arrange your {deas in
space order. You can describe from

® top to bottom, or bottom to top,
o left to right, or right to left,
o Inside to cutside, or outside to inside,

Comnect your sentences with words that show space
order, iike on'top of, next  to, beside,

Students aiso need to be taught that storles are arranged In
chronological order and that this ordering is signaled by using
connecting expressions showing time reiationships, Chronologica)l
ordering can be presented first in accounts of events in students' lives,
since the time order In such personal narratives s readiiy understood
because it has been actualiy experienced by the students, Students can
be reminded how to arrange stories with a poster dispiaying chis
informations

Vhen you write a story, arrange your idess Into time
order for

o a beginning,
¢ 2 middle,
® an end,

Connect your sentences with words that show time
order, like then, later that day, the'next'mornina.

Writing factual information is easier when students laarn some

simple arrangement principles, For example, when students compare two
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things, they can write about the same part of both things before they
write about a different part, or they can write a'! the ideas sbout on=
thing and then all their [deas about the other thiiwg; when they write
newspaper reports, they arrange thelr idess from most to least Important;
when they write directions, they put each step in the order in which it
is done; when they write science reports, they tell what was done and
then what the results were.

Writing simple persussive compositions becomes easier whan students
learn to arrange their ideas (1) by thelr importance, (2) by the reasons
for and the reasons zgsinst, or (3) by the reasons ageinst and the

reasons for.

When students overcome the Idea that the first draft Is the only
draft, they become revisers, as is evident from the previously described
research of Donald Graves (e.g., Graves & Murray 1980). Teachers can
both ensure that students revise and emphesize the necessity for revising
by having students use paper of different colors for successive drafts.
For example, a first draft might be on green, a second on blue, a fina!l
on white. Several drafts can be required to qualify a composition for
“publfcation” (e.g., posting it on a builetin board; reading It to the
class; Incorporating It into a class bdook). A minimum number of drafts
can be required for a student to receive a grade on a composition.

Providing feedback on elements in students’ text cen encourage
students to change texi and can provide them with Insights on how their

writing cen be Improved. Feedback need not be preceded by a time-
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consuming session of raviewing stacks of paners. Rather, 2 taacher con
have & conferancs with 2 student to rsad togeiher and dlscuss hls or her
papar. Furthermore, conferencas neead not be formal. ''The fact |3 they
probably work best when the teachar clrculates ground the room while the
class is engaged in writing. A conference occurs when the teacher stops
to answer 2 question, waks & suggestion, or raspond to s plece of
writing" (Gen*ry 1981, p. 2). Peer crivics {see sectlon below) can also
provide fesdback thet will help ctudents maks affective ravislons,
Students cen 2lso learn sbout ravising and !ts leportance by
participating In a2 class ravislon sesslon. VUsing an overhead projector,
the tescher can display & composition for the whols class to revise.
Suggestions for Improving the composition cen be offarsd and svalusted by
the students, After the composition has been ravised, the teacher can
raad both the unravised and the revised versions to the class 30 thet

students can compere the two.

MORE WRITING PRACTICE WITHOUT MORE PAPERS TO GRADE

Students cen improve thelr writing procasses by writing every day
(e.9.5 Graves 1981s, 1981b). But when tsschers wish to provide more
writing practice, thay sre Immedistely confronted with the potentla!
problem of an unmenagesbls paper load. However, thls problem can be
svolded. By using the techniques presented below, tasachers can provide
more writing practice for students without eccumulating more papars to

grade.

Fremltln’
Freewriting 1s s good tachnique that can be gmployed to glive

students reguter practices in ungraded writing (Elbow 1973). Students sre
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first given the following two constreints, end then they start writing
until they ere told to stopt

1. Do not stop moving your penci! te think ebout spelling or
punctuation or grammar or sny of the rules.

2. 0o not stop moving your pencil even If you cen't think of
enything to say--either keep writing, "1 cen't think of enything
to say," or "Whet eise can | sey,” or repsst your last word over
end over.

Freewriting episodes should be brief et first, perhaps no longer than two
to three minutes. The length of the episodes can be siowly Incressed
until students ere freewriting for ten to flfteen minutes. Unlike othar
writing essignments, freewriting Is mot given ¢ grede or reed for
correctness; It Is not examined ot oli uniess teschers have no other way
to ensure thet students do It. The purposes for freswriting ere simply

to give students writing practice and to convince them that they do,

Indesd, know something thet they cen put down 2n paper.

donrnl!'urlting

Another eppropriete technique for providing ungreded writing
prectice Is Journal writing. Students write et lsast three sentences in
e specisl notebook or notebook section et some time durin@ esch day.
They write sboyt something they see, think ebout, ere confused ebout, or
want to complein sbout. Some teachers collect the Journels end respond
to the students’ content (to whet students write ebout), not to the form
(to the correctness of tha writing); other teschars choose not to read

the jJourneis et ell, ellowing thelr students® writing to be privete

reflections.
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Keeping o Journal glves students both Importent writing practice and
tirst-hand experience with writing es e way of communiceting. Studles
have shown that students who keep jJournels snd write In them regulerly
Improve thelr writing dramaticelly over the duretion of e school yeer
(steton 1981).

Sentence Combining

Sentence combining is sn Instructionsl technique employed to enhance
students’ syntectic fluency end versetility (e.g., 0'MHare 1873),
Students ere given two or more short, simple sentences that they combine
Into one longer, complex snd/or compound sentence. Students may begin
with sleple coordinete combining es, for Instance, in the following
sentence-combining Item:

The winning team ren onto the field. Combine
The winning tesm 11fted the pltcher iInto tha eir. with "gnd,"

The winning tesm ren onto the fleid and lifted the
pitcher Into the elr.

Students involved In practice on combining proceed through Items
entelling simple structures to more complex combinetions completed by
subordineting end embedding elements of one sentence into another
sentence.,

Students who have sentence-combining Instruction provided by their
teachers or by thelr lenfuage-erts textbooks may be sble to develop their
own sentence-cambining exerclises, thus recelving edditionsl, ungreded
writing prectice. Students can find materisl for the sxercises In the
books and periodicals they read, or they can compose the exerclises

themselves., These student-genereted exercises can then be distributed to
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the cless for other students' writing practice. WNot only wil! both
prodlem-authors and problem-solvers get additionsl writing practice, but
the problem-euthors, Tn particular, wiil leern much gbout sentence

structure os well,

Peer Critiquing

Pesr critiquing Is e stretegy that reduces the teacher's paper-
greding load becsuse students do some of the reading of end commenting on
other students' writing. Teachers sust first model the psper-eveluating
process for students so0 that they lesrn to give useful and positive
responses rather than only negstive comments. Then students cen review
thair clessmates’ compositions, making editorlal comments on, for
exsmple, what is good In the composition, what |Is not cleer, what cen be
edded, what ordering changes cen be made.

Using peer responses does more then el feviate some of the tescher's
eveluation burden. This technique elso provides students with Insights
ebout their own writing, teaches them new writing techniques by exposing
them to the different writing streteglies used by thelr peers, and helps

students become more perceptive sbout written lenguage.

CONCLUS 10N

Reslizing thet many people complete schoo! without learning how to
write effectively, the public today Is expecting more snd better writing
from students In schoo). Furthermore, teschers ers expected to be gulded
by the Informstion that researchers are providing ebout the composing

process. Although teschers went to respond to these demands, their time
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Is elveady committed to ¢ hesvy burden of paper grading and lesson
prepsretion. The research end the tachniques end procedures described
sbove provide Information to “elp teachers amellorete, If not solvs, the
problems of teaching the composing process, providing edequate practice,
and evelvating students’ writing while still having enough time left over

to b pecple s well o3 teachers.

ERIC 328




TASK ENVIRONMENT

THE RHETORICAL
PROBLEM

Topic
Audlience
Exigency

TEXT
PRODUCED
SO FAR

W A

THE WRITER'S LONG-TERM
MNEMORY

Knowledge of Tople,
Audience,

end VWriting
Fiam

»
¢

WRITING PROCESSES

GENERAT ING

PLANKING
[OREANTITNG ]

l |

LSETTING

TRANSLATING

L

REVIEVING
(EVALTATTE
DL

5

MONITOR

T_I

Figure |. Structurc of the Flower and Heyes cognitive-process mode! of writing (1981a, p. 370).
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MATRIX FOR CREATING CHARACTERS

Rost
Noticeable
Character Size Volice | Hair Color Eye Color Characteristic
Charscter |
Character 2
Charscter 3

Figure 2. HMatrix for Cresting Characters
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FOOTNOTES
! The term “transiating’ will be used throughout this article to

distinguish this process for "writing," & term that is used alternately

with "composing” to refer tO the entire set of writing processes.

332




per——————— Pt 4~ S g RS Y R, b T 1Y [ R ¥ ) I L . ma .

Putting Writing Resssrch Into Writing Prectice--taslly 31
References

Applebee, A. N. Trends'In written'c sition. Paper prasented st the
Midwest School Improvement Forum, Rilwaukes, October 1979.

Atwell, M, A, The evolution-of text: -The- intarsrelationship of reading
end writing In the ¢ sing process. FPaper presented st the snnue!
meeting o; the u"lt-'onli Eoum:il of tsachers of English, Boston,

Novenmber 1981.

Breddock, R. The frequency gnd plecement of toplc sentences in
l;po;ltory prose. Resesrch in-the Teeching of English, 1974, 8,
287-302.

Bridwell, L. S. Revising stretegles In twelfth grade students’
transactions? writing. Resesrch: in the Tesching of English, 1980,
M, 197-222.

Britton, J. The composing processes and the functions of writing, In
C. R. Cooper ¢ L. 0deli (Eds.), Resesrch on:composing: " Points:of
de;orture. Urbena, iL: MNstfonal Louncit of teacners of cnglish,

Cotkins, L. M. Children's riwriting streteqiss. Resesrch in the
Teaching of -Endlish, 1980, 14, 331-341. (o)

Ceikins, L. M. The craft of writing. Tescher, 1980, 98, M1-hi. (b)

Oreper, V. Formative writings ‘Writi -to'assist - lesrning in-all-subject
sress (Turricurum ruoricecron no. 3J. Berxelsy, CAt Bay Ares
Oriting Project, University of Californls, 1979,

E1bow, l;. Writing without tsechers. New York: Oxford Unlversity Press,
1973,

{Resesrch Report WNo.
of English, 1971,

Falgley, L., ¢ Witte, S. Analyzing revision. Collage Composition and
Cemmunicetion, 1981, 32, 400-41h.

Floric, S., Clerk, C. M., Elmore, J. L., Martin, S. J., & Maxwell, R, J.
What can you: learn-sbout writirg fn school : ‘A case study ta-ar
eiementary classroom. Peper presentec et tha snnuel meating of the
Amer icen taucetional Resserch Assoclstlon, New York, March 1982,

Flower, L., & Hayes, J. R. The cognlition of discovery:t Deflining &
rhetoricel problem. College Composition end Communicetion, 1980,
Leg 2'-320

333




Putting Writing Reseerch Into Writing Prectice--Eesily 32

Flower, L., & Heyes, J. R. A cognitlve process theory of writing.
Coliege Compositfon end Communicetion, 1981, 32, 365-387. (e)

Flower, L., & Heyes, J. R, The pregnent pause: An inQuiry Into the
notur: of ?l;nning. Research- fn- the-Teaching of - Engish, 1981, 15,
229-243. (b -

Gentry, L. Write now-~chenge leter: - Teaching students to revise
Instructionsl Improvement Digest No. 2}. Los Alamitos, CA:
Educetione) Resesrch end Development, 1981,

SWRL

Glessner, B. J. Preliminary report:s Hemispheric relotionships in
composing. Journel-of Educetion, 1980, 62, 74-95.

Gould, J. D. Experiments on composing letters: Some fects, some nxths,
end some observetions.’ In L. W. Gregg & E. R. Stelnberg (Eds.),

Cognitive processes - in'writing. Hilisdele, NJ: Lawrence Erlbaum
Rssocletes, 1980.

Greves, 0. H., & Murray, D. M. Revision: {n the writer's workshop end
in the clessroom. Journel-of Edocetion, 1980, 162, 38-56.

Greves 0. H. Resesrch updete: Where have ol the teschers gone?
Lengusge Arts, 1981, 58, 492-497. (e)

Greves, 0. H. Reseerch updete: Writing resesrch for the eighties: What
s needed. Lenguege Arts, 1981,125, 197-206. (b)

Held, J. R. Teaching punctustion in the ninth grede by meens of
i;zonotion cues. Reseerch'In the Teeching of English, 1969, 2,
1 -208 . -

Koch, €., & Brezil, J. M. Stretegies  for tesching the comsosing process.
Urbens, (L: WNstions! Eouncii of ieachers of !ngl!sg, Y978.

Jones, B. F., & Hall, J. W. Cross~clessificetfon -stretegies: ‘Recell of
prose end writing comperison-end-contrest esseys. reper presente

ot the ennuel meeting of the Americen toucetionsi Reseerch
Assocletion, Sen Frencisco, April 1979.

Legum, S. E., & Kreshen, S. 0. Conceptus! framework: for-the design of e
c sitlon program (Technicel Note -22}. Los Alamltos,
Tducet one! Research and Oevelopment, 1972. (ERIC Reproduction

Service No. ED 108 239)

- -

of English, 1976.

Matsuheshi, A. Peusing and planning: The tempo of written discourse
production. Reseerch-in-the Teachfng of Engifst, 1981, Is, 113-134.

334




-e

Putling Writing Resesoarch Into Writing Prectice--Eesily 33

Mischel, T, A case study of & twelfth-grader writer., Research in-the
Teeching of English, 1974, 8, 303-314. —

Murrey, D. M, Internsl revisiont A process of discovery. In C, R,
Cooper & L., Odel! (Eds.), Research on'c§¥ggslngt"Pblnts'of
%g.rturo. Urbane, 1Lt watione: Council of reschers of English,

Nold, E. W. Revising. in C. H. Fraderiksen § J. F. Dominic {Eds.),
Writing: -The neture; development;  and teaching of ‘written
communicetion (Vol. sum

Assocletes, 1981,

O'Hare, F. Sentence combining: - Improving student-writing without-formsl
remmar- Instroction (Resesrch Report Wo. 15). Urbenes, 1Lt WNetionat
836hcll

of Teachers of English, 1973,

Perl, 5. The composing process of unskilled college writers. Reseerch
in- the Tesching of ‘Engiish, 1979, 13, 317-336, =

Planko, S, A description of the composing processes of colliege freshman
writers. Reseerch in-the Tesching of Engilish, 1979, 13, 5-22.

Rico, G, L., & Claggett, M, F. Bslencing the hemispheres:--8Brain
resesrch-and the teaching or writing Leurricuium Fubiicetion No.
YiJ. BerkeVey, CAt Bay Ares writing Project, Unlversity of
Col ifornts, 1980.

Rohmen, D. G, Pre-writing, the stege of discovery In the writing
process. tollege Composition end Communication, 1965, 16, 106-112.

Sommers, N. Revision stretegies of student writers and experienced adult
writers. College Composition-end Communicetion, 1980, 31, 378-388.

Stellard, C. K. An anslysis of the behevior of student writers.
Research-in-the Vesching of -Eny: 'sh, 1974, 8, 206-218.

Steton, J. Analysis of writing In dielogue journels ss o communicetive
event. n A, Numes, B. Cronnell, J. Lawlor, § L. Gentry (Eds.),
Moving between prectice and research inwriting. Los Alamitos, CA:

Van Bruggen, J. A. Factors effecting reguierity of the flow of words
during written composition. Journel of Experimentsl-Education,
1946, 15(2), 133-155,




PART FHl: INSTRUCTIONAL COMPONENTS

J3b




PART 111

INSTRUCTIONAL COMPONENTS -

Introduction

A.

Filmstrip: "Helping Students Write Better and Write More”--Annotated

Script

Prototype Composition Instruction:

"Learning to Compose’




PART 111
INSTRUCTIONAL COMPONENTS

{ntroduction

The research/practice conferences and the studies of the ilterature
have provided SWRL staff (and othars) with considersble background on
current knowledge about writing. However, this knowledge is of limited
practical value If it cannot be translated Into usable Instructional
components, This section describes the two Instructiocial components
prepared as a result of this project.

A, Fllmstrip: ‘*ieiping Students Write Better and Write More''-=
Annotated Script. Based on experience with staff development and with
SWRL Instructional improvement Oigests (see Volume Two, Parts 11 and 111,
respective’y), project staff (primarily Ann Humes) developed a teacher-
training component consisting of a filmstrip, an audiotapa, and a
presenter's guide {which contains thres handouts to be reproducud and
distributed to teachers). This fiimstrip (developed In cooperation
with the Curriculum Alignment project--funded by the Los Angelas Unified
School DIstrict) constitutes a previous deliveradble, but one rhat has
received extensive use in tha schools, This section of the present
report Illustrates how the fllmstrip is raiated to writing research. The
script that accompanies the flimstrip is presented, along with appropriate
references to che literatura that forms the basis for the filmstrip
presentation.

8. Prototype Composition Instruction: *‘Learning to Compose." As
part of a previous deliverable, Ann Humes prepared an instructiona!
resource analysis that described how the results of compositlion research
could be embodied in an elsmentarv school composition program. Based on
this analysis, prototype Instructional unlts have been prepared. This
section ogens with & description of Impiementing the research on writing,
This is followed by the sample materials, which are appropriate for
use at the beginning of third grade. The prototype materials consist
of two units of a student workbook and the corresponding teacher's gulde,
Consequently, this sectionr of the report demonstrates in a very tangiole
fashion how writing research may be applied to writing Instruction,
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FILMSTRIP:
“HELPING STUDENTS WRITE BETTER AND WRITE MORE'
Annotated Script
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2. Parents, teachers, and public officials have become
increasingly concerned abot studeats’ sbility to
write. This growing interest in writing has caused a
change in the focus of instruction on writing.

Graves {1978)

3. In the past, researchers and teachers looked mostly
at what students wrote—at the products of writing.
Now researchers and teachers are Jooking more and
more st dow students write—at the process of

writing.
Humes (1982b)

P

4. One way of viewing the writing process is to
describe three stages: pre-writing, writing, and
postwriting.

King (1978), Murray {13978), Rohman (1965)

S. But even these stages have sub-parts. When writers
plan, they must set goals, generate ideas, and
arrange idens. After they have transiated their ideas
10 paper, they must review and revise their text.

Flower and Hayes (1981)
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6. However, writing doesn't move in » siraight Sine.
Good writers continually move and forth
among the various stages of

Flower and Hayes (1980 lsal)* Nold (197%),
Sommers (1979¥

This fiimatrip will cover two important parts of the
writing process that are often difficult for students:

penerating ideas sud arrangiog idess.

There will also be some tips :a getting students to
write more without increasing the teacher’s paper
load.

A big problem Jor students (and for all writers for
tha: matter) is generating ideas—stuc~nts don't
know how to get ideas. A common §. . “est is, *'1
can't think of anything to say.*"

7 942
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11. Owe enjoyable way students can stimulate their

Rico and Claggett (1980)

n.

g

example, if students are going 10 write about
baseball, they think of words that reiate to the
word ““baseball.” When the whole class is doing
this, the words can be written oa the board.

L

One of the simplest sormalized techniques thut
helps students generate ideas is to have students ask
themselves Questions about a topic or about &
broad area of interest. Students can be taught to
ask themselves such questions to probe their own
minds for ideas.

* Burns and Culp (1980)

18.

[
x
L4

Some of the questions are very simple. For exam-
ple, these are the questions that students can ask
themselves when hey are going to describe
something: What does it look like? What does i
smefl like? What does it sound like? What does #
feel like? What does i taste Bke?

J Corder (1979). D*Angeto (1980)
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16. Questions for writing a story are also rlatively
simple: What happened first? Ivhat happened pext?
What happened last? When di§ it happen? Where
did it happen? Who did it to? .

Burke (1975), Corder (1979), Woung, Becker, and

Pike (197v)

17. Sometimes students are given a broad topic and
told to write something factual about it. The ques-
tions that can be asked are a little more difficult,
but with practice, students can use these questions
successfully: What is the topic? What part of the
topic should I write about? What kind of example
can I give to explain the topic? What questions can
1 ask about the topic? What are the answers to
these questions?

Corder (1379), D'Angelo (1980), Nold (1973a),

Winterowd (1975), Young and Becker (1375)

18. Even if students can’t sanswer all of the questions,
those they can answer will genercte enough ideas to

19. The same is true about questions for persuasive
writing: What opinions can a person have about
this topic? What'’s my opinion? What reasons can
others give to show my opinion is wrong? What
reasons can [ give to show that my opinion is right?
What else can [ say to prove that my reason is &
good reason?

Corder (1979)

20. These questions can be written on the board or on
charts. The ot wis can be posted in the room so
that students car refer to the questions when they

are writing.

. LY. Y.
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21. Music

22. Once ideas are generated, they must be arranged in
appropriate order.

23. One way to help students to arrange their ideas is to
have them write their ideas on cards or pieces of
paper that they physically reorder—they just try dif-
ferent arrangements of the cards until they get the
most closely related ideas next to each other.

Humes (1982a)

24. Qlustering is a technique used for crdering content
generated by word associating. (In fact, some peo-
ple use the term “‘clustering”’ t0 reter to both word
associating and the ordering of the words.)

Rico and Claggett (1980)

28. When many words have been produced, the related
words are clustered into groups by larger circles.

¥ &
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236. Then the reisted words are numgbered for their
order within those clusters.

27. When fewer words are associated, students may
¢ither draw arrc vt from one circled word to
another,

28. or number the words in presentation order. Of
course, if the word associations have been written
on cards or pleces of paper, they can simply be
rearranged into the desired order.

29. Students also need 10 learn specific arrangement

plans. The kind of arrangement depends on the
kind of writing.

B'Angeto (1975)

3. For example, students need 10 use spatial ordering
when ;hey describe something. Students can learn
to arrange the descriptive content they have
generated into side-to-side order, for instance—~*"on
the right side of the room. .., in the corner ....in
the middie of the room. ... on the other side....**

0'Angelo (1980)

[ 7} 3'!_3
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31. Stories are arranged in chronological order. Even a

ﬂaﬂﬁnnkilanﬁn'uichnuuﬂolkl'yiﬁﬂwnimdt
R

D*Angelo (1980)

32. Some factual writing is alvo srranged in
chronological order, but the content often requires
other ordering. For example, comparisons are
uranged by the parts of those things being
compared; news stories are arranged 30 the most
important information comes first.

D'Angelo {1980), Irmscher (1969)

33. Persuasive writing is arranged by the effectiveness
and importance of the arguments—usually from
Jeast to most effective and important.

D'Angelo (1980), Winterowd (1975)

34. When students have generated their ideas and have
arres.z~d their ideas in the appropriate order, they
can write compositions with good content and good
organization.
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36. Rescarch shows that students wyite better if they
write every day.

Graves (1931a, 1981b)

37. But how can the teacher get students to write more
without having to grade more papers? Two good
spproaches may help solve this problem.

38. One technique for helping students to write more is
freewriting. After they are given two rules, students
start writing and do not stop until they are told to.

Elbow (1973)

3. The first rule is that s:udents should not stop
moving their pencils to think about spelling or
punctuation or grammar,

48. The second rule is that students should not stop
moving their pencils even if they can’t think of
anything to say.
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keep writing, “] can't think of anything to say.”
Eventually, students wifl stant up with
something to write about.

42. Unlike wmnore formal writing, this kind of writing
isn’t graded or looked at for correctness. In fact,
teachers don't have to look at the writing at all
:.?thkiﬂheonlymtommkham

43. Journal writing is another téchnique for getting
students to write more without the teachers doing
more paper grading. It follows one of the same
principles as freewriting—teachers do not look at
the journals for correctness.

Moore and Reynolds (1979), Progoff (1975)

44. Students write ot least three sentences each day in
their jousrnals. They write about something they see,
think sbout, feel confused about, or want to com-
plain about.

Macrorie (1976)

45. Some teachers collect these Journals and write
responses to the students—not sbout how they
write, but to the students’ concerns. This is a good
practice when there is time, and it gives the students
first-hand experience with writing as a way of
communicating.

Staton (1980)
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46. But even if teachers don't have time to respond,
writing in the journal every day gives students im-
portant practice. Studies have that students
who keep such journals im their writing over
the course of a school year.

staton (1981)

47, These are just a few ideas for helping students write
better and write more. Students will write better if
they understand how to generate and arrange their
ideas. Students will write more, without increasing
the paper-grading load, by doing freevriting and
journal writing. And this is what teachers, students,
and parents want—more wriling and better writing.

hinres Y 48. Music

L
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PROTOTYPE COMPOSITION ENSTRUCTION:
“LEARNING TO COMPOSE"
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INPLENENTING THE RESEARCH ON WRITING
‘l' A Humes

Compozition authorities have increasingly advocated instruction
that focuses on the process rather than the product of writing. They
variously label the alements of the process (e.g., Flower & Hayes, 1981a:
plannlt'g.“t ‘slating, reviewing; Wold, 1979: p.enning, transcribing,
reviewing), but these elements can be syn:hosizcd into the recursive
processes of (1) planning, which consists of genarating and arranging
Ideas, (2) translating, which |s defined as the procass of putting !dess
into readable form (Flower & Hayes, 1981a). and (3) revising, which entails
reviewing the text and changing one's mind as well as changing the trans-
lated text. Various instructiona) strategies for teaching these processes
are promilgated in the literature, along with diverse systems for assessing
their success.

. This paper summerizes the data on each of the various subprocesses.
After esch summary, 1t discusses the suggestions for instruction. The
paper then describes the maJor systems for writing-sample assessment. The
suggest ions for instruction and assessment are implemented in the sample

lessons that follow tha paper.

Planning
Research reveals that planning 1s a thinking process that writers

engage in throughout composing--before, during, and after the time spent
in putting words on a page. During planning, ‘writers form an interna!}
representation of knowledge that will be used in writing" (Flower &
Hayes, 1981a, p. 372).

Studies suggest that planning time is a constant high proportion
: . of total composing time (e.g., Barkenkottsz, 1982; ¢ 3, i980). |In

these studies, pianning required more time than other subprocasses
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{i.v., translating and revising); planning may consume as much as 653
(Gould, 1980) to 853 (Barkenkotter, 1982) of tots! composing time.

. The Importance of sxtansive planning |s supported by reports that
good writers spend more time in planning then aither .ovevegz Or remediasl
writers (e.g., Stallard, 1974). Good writers appear al.o to spend more
time in global planning than in Tocal, sentence- and word-ievel planning;

the opposite appears true for remedial writers-~they spend more time In

. local planning (e.g., Atwell, l!gl).

Thase findings are corroboratad by pause rasearch, which reveais
that good writers spend mors time in long planning pauses, while
remedial writers pause for shorter time periods (Flower & Hayes, 1981b;
Van B'uggén. 1946). Additionally, good writers pause mors before they
write in thought units (i.e., spisodes devotad to communlcating concepts
or carrying out goais), while remedial writers pause more before
sentence-level tasks {Atwell, 198): Flower & Hayes, 1981b; Van Bruggen,
1946). ‘

Plan.ing elements include generating and organizing, or arranging,
content (Flower § Hayes, 1981a). Generating entails gethering information
to write abgut. whether that information is material from externs! sources
or s content discovered within the writer's mind, Organizing is ordering
content; It contributes structurs to & final product. Orgenizing may
involve delating content when more content has been generated than is
mdedlfor the specific purposs and/or arrangement. In actus) practice,

pians for orgenizing content rerely include formsl outlines (Emig, 1971;

Mischei, 1974; Stailard, i974).
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When data are not gathered from external sources, writers must search
their own minds for Information. This search may involve the use of
“Invention' techniques--heuristic probes for generating content. Specific
probes and variations of probes are discussed by such authorities as
Burke (1975), Corder (1979), D'Angelo (1980), Draper (1979), Elbow (1973),
irmscher (1979), Jones ard Mall (1979), Kneupper (1980), Odell and
Sage (1978), Rico and Claggett (1980), Rohman (1965), Winterowd (1375),

Young and Becker (1975), Young, Becker, and Pike (1970).

Techniques for arranging content for teaching the pro: ass of
arranging discourse include clustering (e.g., Rico & Claggett, 1980)
and “shuffling' (Humes, 1982). Specific arrangement plans for various
types of discourse are speclfied by Christensen (1968, 1978), D'Angelo
(1980), irmscher (1969, 1979), Jones and Mall (1979), McKenzie (1979),
Rico and Claggett (1980), and Winterowd (1975).

Translating

Transiating Is the process of transforming con’ *nt from one form of
symbolization (thought) into another form of symbolization (graphic
representation). Translating makes huge demands on writers' cognitive
procusses because translating Is so complex: Writers must put ideas
into written language while they are also dealing with problems of
discourse coherence and structure (Bereiter & Scardamaila, 1981). This
mental load imposed on translating becomes 1ightsr as an incressing

number of writing skills becom:e automatic rather than consciously .riven.
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. WAs writers betome more sophisticated, they may devote less conscious
attention to such concerns as orthography, spelling, and besic sentence
construction” (Bridwell, 1981, p. 96).

) Being able to devote less conscious attention” to the skills of
translating requlre-s years of practice with handwriting, speliing,
language usage, wr-d choice, capitalization, and punctuation; then thess
skills may become somewhat automatic. Relative automaticity may also be

- possible for some higher-level skills such as sentence variation und.
figures of speech (Gould, 1980).

Studies have provided evidence that when skills become automatic,
differences a, ~r in the writing process during transiating (Glassner,
1980; Van 'Bruggen, 1946) . " Writers who have © ‘stered translating skills,
as measured by high scores on usage tests, write at a rapid rate between

. pauses; conversely, write s who have not mastered translating skills
write slowly, Furthermore, poor writers pause for short intervals during
translating because they must stop to think about the mch’anics of writing.
They have so mary mechanical problems that they must ''attend to surface
matters in Arodr to writa out thelr ideas the flr‘st time” (Bridwell, 1980,

p. 2i4). ’

Some authorities surgest that mechanical and grammatical skills

are best “aught in context when students need the skills (e.g., Calkins,
1980; Graves, 1931a, 1981b; Shaughnessy, 1977). Dther ofter cited tech
niques that facilitate learning grammetical and mechanical skills as well as
making these skills and syntactic structures automatic are sentence Combining
(a.g., Combs, 1976; Faigley, 1979; Hunt, 1979; Mellon, 1978, 1979; Morenberg,

. Dalker, & Kerek, 1978; Obenchain, 1979; D'Hare, 1973; Swan, 1979; Winterowd, 1980),
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. modeling (e.g9., Corbett, 1976; Gilbert, 1980; lrmscher, 1979; Schiff,
1978; Williams. 19797, and writing dialogue (Moffett, 1968; Moffett &
Wagner, 1976).

Re. '8ing .
Revising Is both a cognitive and physical activity that occurs

“continually throughout the writing of a work" (Sommers, 1980, p. 320).
Kevising covers editing (e.g9., Fixing spetling and punctuation, wbs.tl-

" tuting synonyms) as well as undertaking major reformulations (e.g.,
reorganizing blocks of discourse, adding whole sections of content).
These changes are made when the writer, in reviewing the text, sees
mismatches between his/her intention and the actual product. '

Unfortunately, first-draft revisions are often premature editing
attempts, sometimes by good writers (Stallard, 1974), but more often by

. writers who are overly concerned with the surface festure. of composing

(e.9., punctuation, spelling, word choice). Consequént‘ly.. their concern
about su}face features causes these writers to interrupt the flow of
compos ing to correct their text (Perl, 1979). Correspondingly, they
don't use important operations like reorganization and addition (Sommers,
1980). Rather, they try to "clean up speech” (p. 381), so they approach
revision with a "thesaurus philosophy of writing (p. 381).

As writers pecome more experienced and competent, they view
revising as a process of structuring and shaping their discourse (e.g.,
Faigley & Witte, 193%1; Sommers, 1979; Stallard, 1974). They begin to
see a first draft as an attempt to "define the territory' (Sommers, 1980,
p. 384), so they keep writing that first draft until they decide what

. they want it to say. As writers develop, they also become concerned
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with audience considerations, so they start reviewing and thus revising
their work for its effect on thelr audience (Sommers, 1980).

Tha strategies :nnd technigues that were described for generating,
arf’nglng. and transiating are applicable for revising. For a detailed

Jiscussion of teaching writers to revise, see ~ atry (1980).

Evaluatlion

Authorities generally agree that any instrument used to assess

" instruction on writing should include one or wore writing samples (e.g.,

Brown. 1979). However, they disagree over which procedures are appropriate
for prompting and sco ing writing samples. The major scoring procedures
used in large-scale assessment are holistic (i.e., general impression),
snalytic, Primary Trait assessment, and the SWRL system,

Holistic Assecsment. Holistic assessment involves a comparative

evaluation of ess~vs, as is performed by the Educational Testing Service
{(1976), the dev:lopers of tha system. Readers are trained to read and
rate papers in relation to other papers in » set. However, authorities
laud the procedure as simple (e.9., Hogan & Mishler, 1979), and some
clalm that may be the primary reason for the method's wide acceptance
(e.g9., 0Odell). & Cooper, 1978).

However, holistic scoring Is fraquently criticized because the only
diagnostic Informetion it offers Is about the comparative quality of »
paper--1t does not Indicate why & paper Is a "2," or a "3, or a2 "4."
Although the National Assessment of Educational Progress (NAEP) used
holistic scoring In tha 1969-70 ass;ssuent (1970) , tha project group
subsequently disavowsd this system because test results could not be

interpr~ted sa*isfactorily (Mullis, 1975).




Analytic Assessment. The definitive scale for analytic assessment was

dgevised by Diederich (1966, 1974). This scale consists of “‘General Merit”
categories (ths content characteristics) and "Mechanics" (ferm skills
su::.h as punctuation, capitalization, and grammar). An anslytic scale
consists of a 1ist ;f the prominent features of a particular writing

type (e.g., expository discourse, narrative discourse). Thus it is
designed to accommodate al) tasks for that dlsco;srse type, regardless

of differences in the stimuli eliciting the writing samples. When an
essay s scored, the ratings on various features are tallied for subtotals
of content and form scores and for a total writing score.

Many authorities advocate the analytic scale, asserting, for exampie,
that it facilitates quick and efficient scoring (Los Angelec County
Superintendent of Schools, 1978). Frrthermore, research studles support
analytic scales (e.g., Pitts, 1979; Smith, 1979; Winters, 1979). However,
analytic scales have critics as well as proponents. 0Odell and Cooper
(1978) crlt.iciz.e two underlying assumption; of the scale: (1) Criteria
for rating good writing can be derived from sophisticated resders’
perceptions of discourse types rather than from the specific writing
task itself, and (2) the same criteria for judging a task elicited by
one stimulusﬁ for a specific type of writing (e.g9., expository) can be
used to judge all tasks eliciting that writing type, even though the
tasks are evoked by different stimuii.

Primary Trait Assessmen.. Primary Trait Assessment was devised by

NAEP. The primery trait of a writing task }s determined by the purpose
and audience for a specific piece of discourse and the prompt is
devised accordingly. The sample elicited by the prompt (s rated by the
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Frimary Tralt Scoring system (PTS) on how well that "tralt” Is manifested.
sacn prompt is designed to elicit the characteristics that effectuste
the primary trait when students compose their writing samples. The
ch;glctcrlstlcs (features) that are unique to that prompe become the
scoring criteria fo; the writing sample. Thus the prompt must be highly
structured to facilitate scoring, Lecause the '‘more . ‘uctured the task,
the less difficult the scoring, since the essays . . . will be more
uniform in focus (Mullis, 1975, p. 9). The corresponding scoring guide
that is written for each stimulus describes the exercise in terms of
specific characteristics displayed by a successful writing sample {Kiaus,
Lloyd-Jones, Brown. Littlefair, Mullls, Miller, and Verity, 1979, p. 15).
Examiners need considerable training to become competent and comfortable
with PTS (Mullls, 1975),

Bicause PTS evaluation focuses on the primary trait of the writing
task, the scoring-1s "independent of attention to mechanical snd grammatical
features” (Klaus et ai., 1979, p. 23}. Thus when readers evaluate the
primary trajt, "Handwriting does not matter . . . Mechanics do not matter"
(Klaus et al., 1979, p. 29). However, such features can be evalustes es
secondary (or even tertiary) traits. Definitive studies heve not compared
PYS with other scoring systems (0dell s Coopar, 1978).

The  SWRL System. The SWRL system (1) s sasy to score without
formal training, (2} is scored for the specific content features of the
writing task, and 3) provides diagnostic information. It comoines the
simplicity of analytic scales and holistic scoring with the specificity
of Primary Trait Scoring (PYS). Four formal assessment, a highly structured

prompt is provided. This prompt also fac!)itates easy scoring because it
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. is always accompanied by scoring criteria that pertain specifically to
that prompt. The corresponding scoring key is comprised of a scoring
matrix that lists the features of good writing that a composition exhibits
when a student employs the appropriate content and from skills; the matrix
also Includec performance ratingg of good, acceptable, or unacceplable
on each content and form skili. Thus the scoring elicits diagnostic
information about the individually listed conjonent skills, while providing

«8 total score for the writing sample when the good/lcceptlble/unlcce.ptlble
ratings are ‘tallled for all content and form skills. The scoring gulde
that accompanies the prompt describes the features that constitute # good,
acceptable, or ut.xcceptable score on each criterion In the scoring key.
These gu!d.élines correspoﬁd to precise individual features that comprise
the whole composition. Field testing of this scoring model has demon-

. strated its scoring ease (Humes, 1979) and rellabiiity (Cronnell, 1981).

Conclusion

The recormendations dlscussed dbove for teaching the composing

process have been Incorporated In the sample instruction that follows.
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INTRODUCTION

Composition lrstruction has traditionally emphasized the product of
writing=-what students write-=rather than the process of writing-~how
students write. Recent reasarch supports Instruction In writing as
process. Furthermore, component skills should be unified Into the
process, not taught separately.

The SWRL composition program, Learning to Compose, f111s this need

for a unified approoch to the teaching of writing In the elementary
school (grades 1-6). 1t tesches the composing process while tesching
the component skiils (e.9., caplitalization and punctustion) required to
complete 8 writing task within the context and content of the process.
. Students consider their purpose and sudience while lTearning to plan,
draft, revise, and edit thelr writing. When a skill 1g necessary for @
writing task, Tt s taught in tha context of that task. Thus Instruc-
tion on component skills does not Intarrupt the writing procas: since it
Is Integrated Into that process. Furthermors, with the axteption of
speliing and handwriting skilis,* g)) the skills needed to write
competently are covered In the program=-punctustion, capltallzstion, .

Tanguage ussge, sentence atructure. “

i
*Spelling skills ara too numerous to be taught within a composition

s programi regular classroom Instruction or spelling ahould be continued.

~ Niﬂd\#l":lﬂ! can also be taught separate ,, using the regular classroom

" ..t.l". $a
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CONTENT OF INSTRUCTION
PRODUCTS
The products composed during grade three instruction Include
personel storles, descriptions, personel leiters, directions, story
suwmerlies, flctionst storles, thenkeyou letters, reports for other

school subjects, and short posms.

ACTIVITIES
Preparstion

~separation includes sctivities that tesch students the component
skills they will need to compost 8 product. While studylng exsmples of
the kind of products they sre to write, students sttend slso to the

component skills Introduced by the product,

The Composing Process

The major sctivities of the composing process in Learning to Compose
{nclude plamning, drafting, re:lsing, and editing. These subprocesses
are listed separately for convenience In discussing and tesching them,
However, this seperation does not Imply ¢ linsar process. Rather,
writers move back and forth smong the subprocesses. For exsmple, after
text has bean drafted, @ g’pny be notliced and new content additions
must be planned. }‘

Plenning. During pjihntng, students set writing goels end generste
1dess. Students mey f Ipil idees In external sources, or thay mey generate

them from their cwn Winds. When writer's search their own minds, they

of ten use probes for gensrating content. in Leerning to Compose, these

1-3
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probes are generally comprised of gets of Qquestions students esk
themselves |n order to generate content. For sxsmple, etudents learn 2o
genarate [dees for describing en object by asking themselves the
questions below:

What does It ook ike?

What does It sound |lke?

What does 1t feel 1lke?

What does [t srell 11ke?

Whet does 1t teste llke?
Such probes not only gene-ate content for use In composing, but slso
teach students how to probe their own minds for [deas. Students eiso
study what kind of content |s characteristic of the product they are to
write and how to organize that content,

Orafting. PDrafting is putting words on paper and is synonymous
with what 1s frequently called ''writing.” Studeats leern to draft
without excessive concern for sur.ace errors because such conc n
inhibits the writing process. They also lesrn importent skilis that

ensble them to draft with fluency and coherence.

Revising. Revising 1s meking substantlal changes to iMmdrove »

text. In Learning to Compos:, students lcorn to add new information, to
chenge the srder of content, ﬁ;o‘mn unrelsted untonéﬁ!‘nd
redundancy., and to vary tha ﬁ?‘uéturo ond length of thelt sentences.
Editlng. Editing In Lg‘_.hznlng to Compose involves changing words or
correcting spelling, punct?ation, orJ capitalization. S$Students learn to
proofread for errors snd tp edit them out of the text befure writing the

final ve-sion,

Tk
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Evaluation
Teachers eveluste during the composing process by meking comments

that help etudents to write end rewrite better compositions. These
comments focus on tesching, not testing. Teechers essist etutenis by
ssking gueetions sbout the writing and offering suggestions for Improving
1t. When students have compieted thelr fine) drefts, compositions ere
formally evelusted. The evelustion procedure makes scoring compositions
oety, yet It provides diegnostic Informstion ebout the content end the

component ekidls,

TECHNIQUES FOSTERING WITH WRITING PROCESS
Precticing certeln techniques helps students develop rhe sbidity to

compose. Eech technlique presented In Lesrning to Compose fosters some

or even o)) of the subprocesses of the composing process ~nd thus Is
critica) to instruction. The techniques used In grede three Include
Jjourne) writing, fraewriting, sentence combining, word essocleting, end
clustering. These techniques ere discussed delow under the unit et

which they are first presented.

SKILLS ,/;' ,
i '_?} L

Hany‘cnmponcn: skills must be employed in order to put words on ¢

peage. In Learning to Comnose, there skilis sre presented when they ere

needed for the essigned writing tesk. For axample, when students lesrn
to write map directions, they elso leern to wr.te gnd punctuste the

inperetive sentences that 8re used In di~ectlions (e.g., Turn Jeft et the

etop slgn.)s when etudents Jasrn to write persons! letcters, they Jeern




. the lattar=format skills necessary to write parsonal latters as well o3
the praerequisite copitallizetion and punctustion skills (e.9.,
capitatizing the names of streets, Inserting s comma betwesn City and

stute).

PROGRAM MATERIALS
STUDENT WORKBOOX
The student workbook presents brlef Instruction and drovides
sppropriste practice. Some of the Instructionsl sctivitiass sre
completed In the text., Nowever, students Complete the composing tasks

on paper distributed by the classroom teache”.

TEACHER GUIDE

. The Tescher Guide Includes the tescher's adition of the student
workbook. The teacher's version includes the numbered pages of the
student workbook, answers te the exercises, guldelines for prasenting
Instruction, and suggestions for further class and Individusl activities.
tt alao covers the background for the program and presents the content
and procedures of Inseruction, It Includes information neaded to conduct
sach unit of Instruction, and contalns scoring keys and quidelines for’
svatuating the compositions that atudents write for esch unit.* (t also
contains the writing prompts, acoring kays, and scoring gulidellines thet
are used for forma! sssessment. The finsl component of the Tescher Culde

Is @ Class Record Shaet, which Is to be photocopled 30 thet » veperete

#Scoring thase compositions Is opiionat.

T-6
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sheet (or sheets) §s avallabia. The scores .itudents racelve on *°
compositions are recorded on this sheet for each composition e pleted
In instruction. Sceres for the carrasponding writing semplas produced

for the assessment prompt are aliso recorded on the Class Record Sheet.

PROCEDURES
Preparation
Students prepare for writing through discussion sctivities led by
the teacher. Additionally, students read examples of the type of
writlig they sre t> undertske. Relevant component skills sre presented

st this time.

Planning
After preparation for writing, students plesan their compositions,

often genersting idess by using a specific set of questiors presented in

the text. Students also teske notes that they will use during composing.

Orafting
Students then begin drafting thelr {dess on paper--at least one

first draft, one revised draft, snd one flnal, edited druft. These
drafts are kept in writing foiders that students prepare snd keep elther

In thelr desks or in & classroom filte.

Reviawing, Pevising, and Editing

Teachers read students' first drafts and suggest postible ways to
improve the content and orgenization, The students then mark up the

flrst dreafts, and the teacher reviews the marked~up drafts. Then

¥-7
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students write their revised versions. The teacher is 8gain ancouraged
to review the copy, this time noting surface-level errors. S$Students
corract the errors or this draft, show their eclied popeic to the
teacher, and then rewrite the paper In finel form. Although this
procedure descrides only one draft for revising and editing, Students
ey work through seversl drafts before they prepare the final copy.
Eveluation. The tescher may then evaluste the composition, using
the scoring Information provided for the unit, The tescher may glve the
student & copy of the fllled-in scoring key 3¢ thst the student is
Inforimed about the strengths of the composition. Students® compos)tions
sre then published {see Unlt 1). The evalustion may be published os

well, if both the tescher and the student choose t¢ include It,

Assessment

At the end of sach unit, the teecher sdministers formal assessment,
using the prompt, scoring key, and scoring guide included for the unlt.
Students are #llowe. to work over » perlod of time 30 that they cen plan,
draft, revise, and edit tholefjtﬁo’hiom Just as they did the unit X
compositiens., Consequently, f&ngj assessment serves 8s additional x ";‘,'

practice.

Yechniques
Throughout the schoo! yesr, students and teachers also work with

some techniques thet foster the composing process. ODirections far
Implementing and administering these octivities are Included for the unlt

. at which the technique Is flpst taught.
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SCHEDUL ING

Vriting Instruction has & strong positive Influence on atudents’
davelopmental and educations! progress. Consequently, writing shouid be
part of students’ delly activities. Learning to Compose provides

adequate Instructlion and practice 8o that written-Tanguage activities
con be acheduled for 20-30 wminutes per day throughout the school yesr.
This much time can easlily be arranged for writing becovse some of the
sctivities cen be undertaken independently, whenever they fit inte
students’ delly schedules, .ﬁd some can be directed by aldes or tutors,
furthermore, students who bccm sctively involved In the writing
process will be eager to do some of thelr drefting, revising, and

editing at home.

UNIT ACTIVITIES
UNIT 1s WRITING PERSONAL STORIES
In learning te compose persona) storles, students scquire some

importent basic narrative=writing akiilis, such 8s usinp chronologica!
ordering and Identifying significent narrative elements. Since students
a)so need speciflc component skills In order to write the persons) astory
specifled in Unlt 1, these akills are taught In this unit within the
context of persons) storles. Included are these review skills:

indent the flrst word of 8 paragraph,

Copitalize a persor's name.

Coplitalize zhe word 1.
Also taught are these new componant akiilas

Copitalize the first, last, and Importent words In 8 title,
Capltalize the names of the days of the week.
Copitaiize zhe nomes of ho)ldays.
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PROCEDURES AAD TESaNIQUES INTRODUCED !N THIS UNIT
Color=coding the *'Stages” of the writing Frocess

One Imporient goai of Learning to Compose is to help students lesrn

to avold the "first-and-flnal draft" syndrome thet often charecterizes
poor or mediocre writing. The program sccomplishes this by showing
students that ticir best writing )s ususlly the result of thoughtful
revisicn and careful editing. Teschers cor ensure that students engage
in revising and editing, cen stress the importance of these steps, and
con stimu ate student Interest by having students use 8 difsrent colored
paper for esch ¢f the "stages" Introduced In Lesson & (flrst-draft),
Lesson 9 (rewritina), snd Lesson 10 (final verslon).

First get o supply of duplicating paper in three differont colors.
Draw paraliel lines on a duplicating mecter and produce enough |lned
copies of each color for the entire class. Have students compose on one
color for the first draft, snother for the rewrite, and the remsining
color for the final version. Explain why and when the different colors
are to be used. Tell students not to throw sway thelr old drafts; they
should be kept together in 8 writing #-1der in the students’ desvs or In
s classroom file. (Some teschers may want tO use student materiais to
creste » bulletin board that festures the "stages of writir .")

Using different colo. s for different "stages” reinforces the m.tion
that *good” writing is the result of an evolutionsry process--»
progressive refining of thougat and language. (n » more practical level,
it provides highly vislbl: evidence of how a perticular plece of writing

Is progressing. If this practice is followed for a)l subsequent writing

T-10
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assignments, teachers and parents will heve an easlly sssessible record

of atudent progress In compositicn.

Pudlicetion

One resson that meny students don't 11k to write Is ithat they
seldom recelve any positive feedback or recognition for their efforts.
The finished composition Is usually handed In, graded, handed beck, and
discarded. When thls happens, some students mey come to believe that
their writing hes no permanence and, by extension, no Importence.
Teachers can provide proper recognition In meny ways, dut perhsps none is
more rewarding for studsnts then publlication.

Publication occurs whernever the young suthor Is given an sudience.

. it con take » number of forms. The simplest type of publicetion occurs
when students sre e¢llowed (but not forced) to read thii: ;iorles to other
members of the cless. A more permanent form takes place when teschers
post children's atories on walls or bullatin boards. More sophisticated
methods of publishing student products Include publishing » class news-

. paper or collection of stories; writing letters to local newspepers,
organizations, or prominent pcoplé; writing material for megezines that
publiah children's writing.

One of the best weys to publish student writing la to creste
Individual “books.!" After » student hes written » predeterained number
of storles, he or she setects one for pudlication. The taacher or alde
then types the atory on » typewriter {correcting errors In spelling ond
punctuation). The completed atory Is then bound betwien two pre-cut

. sheets of heavy Cerdbosrd end covered with shelf-paper, Each book should

T=-1
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be proudly showm end read to the cless snd displeyed Prominently In the

clessroom llbrery.

Note-teking
Writers need to orgenize their thoughts and develop o plen defore

they stert writing. Plenning helps them focus on Importent ldees or
svents end provides the framework for the ef factive errangement of
content.

At this level, students begin plenning by answering pre-determined
questions edout thelr toplic. The exercise In Lesson 5 requires them to
focus on o specific event and recell the chronologice! order of important
detells releted to the event. Students ere thus glven prectice in
recelling o logicel seguence of releted octivities and In making notes
for future reference.

Teschars may wish to point ocut the importence of note-teking by
reminding students that It 1s dIfficuit for people to remember 3evers)
things et the same tine; when femous pecple glve spesches, they have
netes In front of them to remind them of Important detells to include in
their speech. These notes don't chntein eli the words end detalls thet
the speeker intludes, but just trj importent things that must de in the
spesch. Before they glve thelr "spnch, speskers write thase notes end
errenge them in the order that they want to present ssch Importent 'des.

By developing the hebits of note-taking end plenning defore they
begin their compositions, students Wil find not only that writing Is
eestor, but etso th'* 1t results in more coherent and reedable

compositions,
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Journsl VWrlting
Journs! writing has proven [tself to be sn effective way of

Improving both the quallity and quantity of chilren's writing by providing
reguler practice and by encoursging students to writs about pursonal,
weoningful events end ldess. The rules for jJournsal writing ere few, so
this part of the writing curriculum can be shapad to fit the neads of
both the tescher snd the cless. The only materisls nesded srs pencils
snd o spirel notebook for sach student.

Students should write ot lesst thrae sentences In thelr jJournsls
svery dey. Taschers should sat aside ot lasst ten minutes for this
importent actlivity, slithough students should be allowed to write In their
Journsls whensver they have time during the day. Students should be
sncouraged to write sbout snything they went to express; they may write
sbout & personsl prodiem or compleint, & stor. or poem, 8 description or
¢pinlon, ate.

It s importait to tall students whether or not thelr Journsl
aentries will be read; students may svold certaln topics If they know the
tescher will be reading their entries. Privecy hes the sdventsge of
sncour~ging spontansity end sslf-axpression} seruhny has the sdventajye
of providing materlal for counseling or ecedemic assistance. Teachers
who intend to resl the journals may have students place s cheskmerk on
those pages they don't want read. WVhen tescher” writs comments On the
Journals, they should raspond to the tontent, not to the errors In the

writing.
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Students who have never had the epportunity to express persons!
thoughts on peper before mey have o difficuit time ;etting Sterted, Some
teschers have found It useful 20 provide stimuleting toplcs »s an option
for those who "cen’t think of anything to sey.”" Most childrer have
fovorite pets, friends, television shows, ste. As these students decome
more comforteble In Journal writing, they ere Vlkely o ¥°0in genersting

thalr ewn, more meeningful toplcs.
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EVALUATION: $coring Key snd Guide for Unit 1 Composition

Students ere to write o personal etory sdbout o memorable holldey or
day of the wesk. They ere to Include four or more elignificant events
erranged In chronologlicel order. Students ehould elso Include epecific
Information on when the events occurred, using precise terms thet tell

the reader exactly what heppensd.

Scoring Key
A scoring key is provided on the next page. It has o blank spece

for the student’s name. This scoring key Is to be duplliceted so thet
esch student receives e copy with his or her scores. Note that the
*indents first word” criterion has only good end uneccepteble retings
bacause ¢ student elther does or does not Indens.

Scoring with the key Is flexible. WNumerice) scores can be o3signed
for each criterion In the scoriny. For example, "good” may be three
points, "scceptable’ one point, end "unaccepteble” no points.
Furthermore, o different weighting can be given for the verlous criterle;
e.0., chronologicel ordering may earn sco'ns of 6-3=1, while legible
welting eerns ecores of 2=1=0, However, e chack mark In the column for

the performence level con provide Informstion es well.

1'-.15
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PERSONAL STORY
The scores below show how well you did on your composition.

1.

3.

5.

7.

S.

included Important
evants.

Included mentlon of
the day on which the
svents occurrad.

Arranged events in
time order.

Used exsct terms.

Indented the first word
of the paregraph.

Used complete sentences.

Cepltelized end
punctusted correctly,

Spelled correct'y,

Wrote cleerly, with
eppropriste mergins.

TOTAL

Name:

Good Accepteble Unacceptable




Scoring Gulde
CONTENT:

1. Included Importent events.

Good: Four or r.ore Importent avents ere Included.
Acceptedle: Three Importent svents ere Included.
Unacceptadble: Foewer than three I1mportant gvents ere Included.

2. 1included mention of the dey on which the events occurred.

Cood: A reference to o specific holidey or day of the
week 13 Included.

Accepteble: A generel time reference is Included (e0.9., "one
day,” '"lest summer”).

Unecceptable: No time reference for the story Is included.

3. Arrenged events in time order.

Cood: All svents ere errenged In chronologice! order.
Acceptedle: One avent Is out of order.
Unaccepteble: More than one event Is out of order.

&. Used exect terms.

€oods Specific rether than generel terms ore used to
describe objects and entitles (o.g., "dellclious
hamburgers” vs. "good food"), end/or to nerrete the
sction of the story (e.g., "3 ren" vs. "} went").
Accapteble: Some specific terms ere uUsed.
Unscceptable: Few specific terms ore used.
FORM:
5. Indented the first word of the peregreph.

Good: The first word of the paregraph Is Indented.

Unacceptedie: The first word of the parrgreph Is pet Indented.
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Scoring Gulde (continued)

6. Used complete gentences.

Goods All sentences ers complete.
Acceptadles Most sentences srs complste.
Unscceptables Meny sentences sre frapments snd/or runeons.

7. Capitslized and tusted correctly (1.e., cepltslizes Importent
words In t tie, first word In Sentences, pronoun !, nemes of
hol Ideys, davs of waek, personal names| Includes perliods et end of
sentences).

Good: The story has few or no capltel lzation end/or
punctustion errors.

Acceaptebles The story has some cepitel izetion end/or
punctuation srrors,

Unscceptables The story has many cepitellzetion end/or
punctuation errors.

8. Spalled correctly.
Goods All or most words are soelled correctly.
Acceptabdle: Severe| different words sre misspelled.
Unaccepteble: Many different words sre misspelled.

Notes If the student has misspelled the seme word more then
onts, count 1t as one misspel ling.

9. Wrote clesrly, with approprists margins.

Good: All words sre readable, and mergins are evident on
both sldes of the paper.

Acceptsbias Most words ers readsble, or ¢ mergin 1s evident on
only one slde of the paper.

Unacceptable: Many words sre unreadeble, or no margins are
evident,
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ASSESSENT: Formel Assessment for Unit |
Prompt

¥Write o story for your clessmates. The etory should be sbout whet
you did on your fevorite holldey. Tell what the hollday wes, end write
sbout ot lesst four events that happened that day.

o Tell only -bout Tmportant events.

o Tell about the events In the order thet they heppened.

o Use words that tell your readers exsctly what happened.

o indent the firet word of your paregreph, end use mergins.

e Use correct caplitelizetion, punctustion, end epelling.

Scoring Key end Scoring Guide
Students ere to write o personst etory gbout ¢ memoreblie holidey.

. They ore to Include four or mors eignificant events errenged In

chronological order. (Significent gvente ere occurrences that ere
Importent to sdvancing the story 1ine. For exemple, In o story sbout o
mamoredlie Thenksgliving Dey, eeting o turkey dinner would be more
significant than weshing ons's hands.) Studente should elso Include
opecific Information on whan the events occurred, using precise terms
that tell the reader exasctly what happened.

The scoring key and scoring guide {pp. T=16=T=18) used for tha unit
composition are to be used for scoring the writing sample produced for

the formal eesessment prampt.
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UNIT 23 DESCRIDING PEOPLE

In this Unit, studants review important descriptive-writing skills,
including identifying important fesstures and using specific terms to
describe the slze, shape, Color, and sound o the features. tn
composing descriptions of people, students slso lesrn to use &
consistent spatial order, such es a top~to-bottom or bottom=to-top
orisntation. In addition, two new component skills sre introduced:

Use adjnctives appropriastely.

Expand sentances with words.

PROCEDURES AND TECHNIQUES INTRODUCED IN THIS UNIT

Sentence Combining

Sentence combining is an effective technique for helping students
improve sentence structure in their writing. (In the student's text, ®
more famitiar term-="joining sentences''~-is used to refer to sentence-
combining sctivities.) Research has consistently shown that students
who Practice sentence combining tend to write longer, more richly
elaborated sentences than do students who have had no sentence-cambining
experience. Sentence combining can slso help students use & wider
variety of sentence structures In thelr writing. In sddition, there sre
indications that untengc-cenbinlng practice can lead to an improvement
in the oversl) quality Lf s;udcnts' writing.

The basic ldes bahind sentence combinlag is very simple. ‘Civen »-
series of short sentences, students are psked to combine tha sentences

Into one longer sentence. The point ts to combine the sentences In such
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e way that the importent Information from esch short sentence ls
retalned. The particular combining operations to be used are controlled
by a sat of santence-Combining "signals” that tell the student exectly
how to put the sentences together. For example, the signals in the
followlng sentences~-the underlining and the parenthes!zed word--gulde
the student in producing the desired response:

Whales are mammels.

Whales ers large mammals

The mammals ere large. that 1lve In the ocean.

The mammals liva in the ocean. {(that)
The undertining signal instructs the student to Insert the underlined
word into the sentence above it. The rest of the second sentence is
discarded. The parentheses tell the student to move the -arenthesized
word to the beginniag of the line on which it is written. The student
then deletes any words that are repeated in the third sentence {in this
cese, the maemals). Finally, the student jolns the third ine to the

first sentence.

The sentence-combining lessons in Learning to Compose do not use

grammatical terms {(e.g., noun, prepositional phrase) to describe
sentence~combining operations. Research Indlcates that knowledge of
such terms does not contribute to writing improvement. Consequently,
the sentence-combining exercises can be completed without any reference
to formal grammetical laebels.

As students work through the sentence-combining axercises, they
should be encouraged to say thelr responses out loud before writing them

down, Sentence combining Is based on students’ ore! lenguege &bility.
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By the time children enter school, they are capsble of producing and
comprehending scme very sophisticated sentence structures In their oral
language, Sentence combining slmply asks students to apply their oral
sentence sense to thair writing, By listening to the "sound”" of thelr
response, students can Zetermine whether or not it is an scceptable
sentence,

Each sentence-combining lesson in Learning to Compose focuses on @

particular sentence-combining operation. The signal for the operstion
Is explalned and illustrated. Yhen students sre asked to combine two or
three sets of sentences to ensure that they understand how to use the
signal, Finally, students are given severs! sets of sentences to
cambine, When these sentences sre combined, they form 3 unified
paragraph,

Ltesson 3 introduces underlining as » signal for inserting
adjectives into descriptive sentences, Practice exerclses include sets
of two sentences to be combined. In Lesson &, students use the
underlining signsl to combine three sentences Into one, The
paragraph-langth exarcises In both lessons focus onh the type of writing
that Is the toplc of Unit 2--description of a person, Consequantly, the
sentence-combining lessuns reinforce concepts that are |Introduced

elsewhere in tha Unit,

Freewriting
Freewriting is » way to glve students regular practice in writing,

without Increasing the teacher's paper-grading load. Aftasr students are

given two rules for freewriting, they begin writing and do not stop
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until they are told to do so (ususlly efter five or ten minutes of
writing). These sre the two rules:

1) Do not stop moving your pencil to think about spelling or
sunctastion or gremmar or any other rules.

2} Do not stop moving your pencil sven 1f you can't think of
snything to say==sither jast keep writing, i cen’t think of
anything to say,'’ or repeat your last word over and over.
Eventasslly you will find something to writs asbout.

You den't grade freewritng, in fact, you don't need io look at it
at all anless you have n¢ other way to make sure that stadents have done
their freswriting. The purposes of freewriting sre 3imply to give
students writing practice and to convince them that they do, indeed,
have something to put down on paper. Freewriting can help students
overcome "“writer's block,* and freewriting sssignments mey provide idess
that students ¢an later incorporate into more forma) writiug
assignments.

You may wish to join students In their freewriting exercises.
However, the rales for freewriting glso apply to taschers: Do not stop
writing to think about correctness, and do not stop writing even 1f you
can't think of anything to say. By participating in freewriting, you
cun serve 83 ¢ good mude) for students, relnforcing the ides that all

writers==adalts incladed-=reqalire daily practice in order to improve

their craft.

7-23




EVALUATION: Scoring Key and GQuids for Unit 2 Corposition

Students aro to write a description of a person. They srs to
Inciude three or more Iimportant fasturss, with appropriste descriptions
of the sizs, shape, color, and/or sound of the fasturss. Students
should siso use exsct words to describe the fastures ond srrange their

description in a consistent spatial order.

Scoring Key
A scoring key is provided on the next page. For additionai

information on usirg this key, see p. T-15,

T-24
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. DESCRIPTION OF A PERSON Name:

Tha scores below show how well you did on your composition.

Good Acceptabls UnsccePteble

1. included Important
festuras,

2. included descriptions
of festuras.

3. Usad expct words to
deszribe festures.

&. Arranged description
In spatisl order.

5. tndented the first
word of the paragraph.

6. Used complete sentances.

7. Cepitalized and
. punctuatad corractly,

8. Spellad correctly.

9. Wrote clesrly, with
sppropriate margins.

TOTAL

. | T-25
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Scoring Gulde
®

CONTENT:
1. Included Imporesnt features.
Cood: Three or more leportent features ere Included.

Acceptable: Two laportant festures ere Included.
Unacceptable: One or no .iwtant feature I8 Included.

2. included descriptions of features (1.e., descriptions of size,
shape, color, end/or sound of the features).

Cood: Gascriptors ere Included for three or more festures.
Accepteble: Descriptors are Included for two festures.
Unaccepteble: ODescriptors sre Included for one or no festure.

3. VUsed exact words to describe features.

Cood: Specific rether than generel terms ore used to
describe features (e.g., "curly hair” vs. "nice
hair").

. Accepteble: Some specific terms ore used.

Unscceptable: Few specific terms ere used.

&, Arranged description In spatisl order.

Cood: Descriptive features ere erranged in consistent
spatie) order (8.9., top to Dottom, bottom to top).

Accepteble: One feature Is out of order.

Unscceptable: More than one feeture s out of order.

FORM:
5. Indented the first word of the paragreph(s).
Sood: The first word of the peragraph Is indented.

Unscceptable: The first word of the parejreph is not Indented.

¢ 2
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. Scorjng Gulde {(continued)
6. Used complete sentences.

€ood: All sentences are complete.
Acceptable: Most sentences are complete.
Unacceptable: -Hany sentences are fragments and/or run-ons.
7. Capltslized and punctusted correctly (i.e., capitalized first word

in sentences, personal names, pronoun (3 Included periods at end of
senterces).

Cood: The description has few or no capitalizetion and/or
punctuation errors.

Acceptable: The description has some caplitaltzation and/or
punctuation errors.

Unacceptablet The description has many capitalization and/or
punctuation errors.

8. Spelled correctly.

. Good: A1l or most words are spelled correctly.
Acceptables Severa! different words ere misspelled.
Unacceptable: HMany different words are misspelled.

Note: If the student has misspelied the same word more than
once, count it as one misspelling.

9. Wrote clearly, with appropriaste margins.

Good: All words are readable, and margins are evident on
both sides of the paper.

Acceptable: Most words are readable, or & mergin s evident on
only one stde of the paper.

Unacceptable: Many words are unreadsble, or no margins are evident.

@ 1-27
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ASSESSMENT: Formel Assessment for Unit 2
Prospt
Think about one of your favorite cheracters from a book, a movie,
or e television show. Write a good description of that Person. Write
the desc-liption for someone who has never heard of your character.
o Tell ebout three or more important features.

e Use exact words to describe the size, shape, color, or
sound of the features.

® Put your gentences in an order thet your readers will
understand.

o Indent the first word of your paragraph and use wmargins.
e Use complete sentences.

e Use correct capitalization, punctuation, and spelling.

Scoring Key and Scoring Guide

Students are to write a description of a favorite character from a

book, movie, or television show., They are to include three or more
importent feetures arranged in & consistent spatial order. Students
should also use exact words to describe the features.

The scoring key and scoring guide (pp. T-25 - T-27) used for the
unit composition are to be used for scoring the writing sampie produced

for the formal assessment prompt,

1-28
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TEACHER'S EDITION OF STUDENT TEXT
UNIT 1: COMPOSING PERSONAL STORIES




- e e sannile e W

Piscuss the rules.

;

PERSOWAL STOMTES: Savess 1
ing 80 writ . sheny
natn. you ':a:'-m"ufva:n m” 3 m.’

The weites of eM sonpl follmne
Shat e m.iumtu. atd steer e 1sdee

8 Indetut the Iiest vesd of 0 Parograph,

& Copitalise the fizot vard §9 ¢ santence.
& Capitalise & PRTOOn'S pamg.

o Copitalfse the waed 2.

Pest the Btery. T Jings ShOY yhate the writer el
these sules. fo1d

st symms ] opemt &
work In the BOUNLEY with By
Ssiond fhosem Ji2). Wwen J
sssived ot M08 fam.
oz $0y 254 not soae out o0
neet S ‘3¢ ] ssnet gharen
whase her oy was, L
miled and prinied te the
Sere. Ihinking that the dug
wes pleh, ] von t0 the Marn,
2vst 80 ] teeshed the do02.
3 Meszt tiny basking sovnds.
oot 0 wrprise! Thare wed
Jhoren's dog with fowr
15ttde puppies.

BEST COM SUBILEBLE
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LR PO AN

Bov Py the Stary switertly,

teechet glves you,

y 8¢ unt
« ¥0e fitet sentense Aes Bese

Fears Aheus gules,
weiter’s siatakes. Wyite the

S the voy 0 setonr, 1.
Lu we } atd o et 2.
erying Joedly. - va lesked wp 3.
ond sav Lw g2t B9k In » LR
Stoe. 00 wes stesh, Bets 5,
Melpes 9 53 o the Jowept O,
broseh of the dr0e. then i T,
citwed up to the gas. 4 B,
rsdoed ix and belped din 9.
Gowvn. e oot dieaet oy 10,
Band ¢o Chest M. oven 11,
thouph beth ond § were Jate 12,
for schiol, we vete gind 13.
$hat we Dot dedped the eat. I,

Dee popes thot yaur

Additional Optionsl Activities

Use paper for final, published
versions of conpositions. See
p. T=10 for explanation of using
colored paper,

I7 students need additional practice, have them correct these sentences:

l. We sav tom at the store. 1.
2. Do you think 1 will like this book? 2.
3. this water is very coll. 3.
h, Where @id marie go? L
5. mstofwm.mdsmatmwty. 5.

403
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Discuss the rules.

For each underlined word,
have students identify the
rule that has been applied.

PESOEAL FIORITS: Socsem 2

Seen will weite o pusoensd otaey SbOwE ¢ 2edigey of &
“‘:lm':n. You will need te bnow ”u.“::’,...
|

® taline the firet ts Ol
?‘:uo.“ rot. Jost. fsportant seeds i

o Copitadine nanes of doye of the wosh.
¢ Capitalise wames of balidays,

sl this o abowt Warie's foverite ) . The
1ines abav mu':gu 10llowed the sev rules. toy

j easkagiving puest

et yeor 3 belped my
Parents aste Jhaskegiving
Sinner ot our houis. O
Truressy maening, 3 haiped
oy nother set the tahls,
Mzt, § vaahed the
vopetables that v wvinld
Saving for #imnet, Then I
belped my fother Boke the
stutling for the tethey.
Tinally 1 put aeme rolls In
the oven €0 Boke, W had &

Seliciows Thevhngiving
foant, snd § was glad that 3
Sad balped moke 43,

LEe pAnv PUBHAREE
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1.
2.

A.

6.
7.
8.
9.

0.
n.
2.
33.
.
1.
36,

1.

8.

W vk Ew cadd S rE e s s TR R SR -

a e t o il eLray w e e A -

Beu 0008 these twe parstnsl Stories. Kash one s S%eet o

ond T vt §s te Wisews. W
ol & g0t tine. We Bov B

Jion Jump thiowgh B Sing 8 T
fisa. VOOR ¥u votghed ooy
olvphants 90 tiics, Vo bloe
sy same furey slovas and o
toan of brantifel hordes,
&L

Waeh By ofotes ond 3 g
bene that might. ve apreed
hat it vas the best Show vy
bald over otan, W sovld
harfly wait te tell everyhody
shbut the eirens vhen we S0t
te srhan) on mondey Merning.
Thet was & ounidey that we'll
sever forget.

-

« Cross swt the afetstes.
aletske, The 15t 0o0e da

2

BEST COPY AVAILRBLE
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6.
7.

S.
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L

aur Seker dey plmie

Wy fantly plonned to Dove ¢ pisais on Jaber doy
200t yoar. We want 300pping on Sotwid 7 efterneen
10 doy tos foul for ¢ plenie. 3 was petting
bengry Just “hinding sbout 212 that delisiess feed,

On sendey warving, we got to the perh eorldy.
Ve found & neot mpot for wur plsnic sight ender o

8. oty tres. W played assedsil eatfd ft vas time to

“t’m. Mﬂh‘ﬂﬂl.lﬂ.ﬂ&“!tm

30, 2emenade. aCter Juneh, ve task & Jeep wals Greend
11." ehe pors. Pimadly 1t wer tfne to ¢ Sma. Our
12, vlense ves o 30t oF fus, ond T hepe v Bon Sove
13, arvther vne nunt: Sotor dor.

BEST COPY AVAILRBLE

ASditional, Optional Activities .
Have students copy the stories on paper for final vertions of compositions; see

p. T-Io .

If students need additional practice, have them correct ‘hese pentences:
3. The name of the story is “the talking frog."
2. Did you vatch the parade on new year's day?
3. I went to ded early on mownday.
&, wmasuil.led'atﬁptomm.'
5. Can you play on seturday?
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1.

"re Talking Frog."
New Year's Day
Mondsy

"A Tyip to the Moon."

Satwrday




B0 g™, TR s A .

The thingd thet bapper I 8 ruuﬂ o1s salled te
mumnm. writs & Ppurdtndl Stovy, Yoo
ol Cesenbet 1o inclufe 011 the (Epastant events.
senders oan anderstond poal ALNEY.

Besd 9511° srity. B111°s Sesderd aan’t ondesstand 8
story, THhe taBERef DD Bhown 311 vhets B 15t Sut B
fapettadl event,

"o The Niseing Bandvishes
...\‘ ‘.e“
x .&"\J o a0t Sotetboy, By Sistes
6‘\\."' oV ond I aale & tent in sur yerd.
9‘."'\)"»’ o \ % beovidt same aantviencs o
V‘. .‘"’ K g ® | ouz tent for Junch,
w8
o & 4  the
V¢
» y80d.) Then 1 sav our 80y
iching the 3as1 tead armnie
off bat pave.

407
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Discuss exanples of events
{e.g., for Independcice Day,
events might be eating a

picnic lunch, Trwming races,
watching fireworks).

Discuss inportance of cmitted
everd,.

WERT ONTY RVTILABLE
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- e Ve S
1

f

mm e + —

Tind vhere on ovent §s nlssisg.

Tae o 00 odies,

Pov rood %Al
il the witer shet asele
& Sasypnrens GMounin
So0t Toorstey uy Siseer
e Sebsbing 0e bow 90 Behe
yoprera. Bhe %l o0 w0 hast |
sons gapeste ond ol o & pan ;
ok the atove. e toid W
Soep Shaking the pon 90 the
POPLOrE vinifn‘t baee.

3 ¢alle8 oy pister hoe,
_ @»8 she cmme tenaivg. Voo
doteem of 3¢ pon wes Durmt.
e were glod thete vt w
Sire. Went time 3'11 e taee
oatetal,

Sev fowrite She « olding tha niszing eveat. Ose
FOper thot Jout Leacher gives Joe.

AdditSonal Optional Activities

If students need edditicnal prectice, have them identify the missing event in each

‘st of sentences below,

We all hel him Jook for it. He wert to bed.

. m«m::gtmunm. 3. Then he ate breakfust.
Mother morey frr dco-cream.  Ted wanted to play catch.
*mkswsn?bﬁ.?m. He wondered if Susan was home.

2. Ve ate the ice-crean on the way home. 4, Ted and Susan played catch.

Kissing Bvents:

3. Davif ost the Ying, gEST COPS AVAILABLE

‘2. w%?m
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Miguel was very sleepy.
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.mm. Sossn ¢ Piscuss and explain time crder,

Bu 8 pereens] Stery, g0 write sboet the swenis fn the
they bonpen. Tou srite the events fn R
S T B LA R IR T

» Close Bal)

iast Batordoy wes 4y
Posrth of Joly, 50 3 waltsd over
™ Pinsviev Pott o weieh the
Siroverie shav, While § wae
setshing the shov, ons of the
Sky sesiets ouidenly erashed
inte oot boshes. The fhumes
fre0 the rusiket otarsed o fige
in the bmshas. Lathily, e
Sise Sighters wase ahie oo put

the fize oot uistly, ond 2o ome
oss hart.
ile W 440 £t beppery Suggested Ansvers:
1. Satwday, the Fourth of g::y
2. "Wt doppened giree? 2. Walked to Pineview Park
WMot Aoprenes eenty it
p . 5. PFire fighters put out fire
-’Nt hapraned nent?
8. Wt oprened Jasty .
'
NOTES: |

BES) Cibd RuAlLABLE
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", gtunay's u::mm ! 060 wit wabiioteis Bis Giday.” ¥4 Gvinds Th w00 E b0
-t tak. ) .
e 1500 et e ot S LIV Juter. ot oo et o

A Sirehdey Surprioe

un 5 TEOL S0unotates a0 waSLed 1040 She Sitehen,

ra - 0% the aotning of up Sirshlay, I 9ot vy satly ond
Sreosed far Snsskfeit.

o TO02e wote 81 wy frionds 9itting aresed the table,
Shawting. *Hegpy Birendeys®

“IR. o A2 T web Putiing On uy Shees, T Dentd R6i0es I8 the

5

-Irmgul-o
N =iy

» »

» Sitabhon,
Use fima)
: St:b;- T—Iﬂ: published I: czcw m stne uc::;uu’:o vt th

2 Fe foond same Sosamter in the _gmmmtmtmtm
_3 The cool @rink made him feel mch _8 A huge fish Sumped off the hook and
better. Sun Bay.
_}:J.ummmmﬂmm _;mxgummnmmmm
) _3 e pilled cn the 1ine to see wat
The 1ions wn the gane. she had caught .
g&'mw lmd.:hzt;nt He wnmapped the package quitkly
nn. .
'}M'snuzu-m a package.
Imgmmumed-am
2 She handed the peciage to Jumn.
mww, AVAILABLE
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o’. - Y

e £t §0 tie b0 plon pows sl stery. Dov mny
o shuwt Stamthing ltomn':'uahluu. l'un:l.
‘3:0” ounething that bappered w0 & Burtels doy of
o Wyite & G100y FOUT glesamstes wumid 0nJoy redding,
ta gei E0eas Por wriré erenit
r.oz.'."w :utlm“ e na‘o’: Yo o

100y,  Becesd Matia’e stecy fre l" 3'.3!' .:.!'u.
sy 1001 50 08e Shee be Bobel Mrasel? thest ousetions:

A Thasdegiving Poest

Sass yeir I balped By porents mene
Theshogiving Sinmt ot Sur Devee, On Tauraday
nteaing, I balped oy asther Dot the Sable, West,
T weshad tha vegetedles that we apuld e daving
o1 diamsr. Then I balped oy fother Moty et
otelting for the turioy. Tinally ¥ pet smme rells
i the owen 5 Mobe. W bad 0 Selicioms
Thaakagielng feast. Ond I war glad that T b
bolped aahe Ly,

wnen 99 iy boppern? fvs

Wt Gaprened fiset? _ ged falls

ot dappened mest? ___washed vegetlobles

- Jm‘ :
(] —pudt rolls in Dven
Wwast buprened et _ haed dinner

See p. T-11.

41]

Discuss forms of publication,

Discuss events and their order,




Explain taldng notes. See
p. T-12,

‘Explain that the question
“hat happened next?” must
be repeated as often as
necessary to identify all
the inportant events.

L ond BOLs RBteS. ARDWST the
!lu’-tm » ae

Wen 4if it bappen?

Waat happoned firm?

What boppaned aest?

Waat happanad Jaat}

; ::-:-ht to Jist the
Bportant events. Then r
voddors will understond mt
story. If you son't Anew
whether an svent §0 inportant,
884 yoursell this quettion)

¢ W1l ey resders snder-
stond the stety 42 3
letve the svent swt?

a1

-,Iﬁ::-}d?-;&:
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™ you Discuss writing without worrying

e e et AL L R e, bt spectfi words or Bhout
wiite, th abou "w L spec ¢ s or
Burctuition, “Tou son slec Change yoor worés 1o Betie: eaes spelling, capitalization, and
"'* punctuation.
Write your Stery on the paper yeur teecher §ives pow, ’
te your Btory 2o thst your reeder will underetem it, Distribute first-draft paper.
1 &e pc T'lOo
" 12

¥hen studerts finish writing, collect the papers and put them in a classroom file
or have students put them in their writing folders in their desks until lesson §
cn revising., 1 students need more time, let them keep their pepers to work on

them later in the day or overnight,

Students' papers may be read and commented an for the content and order,
for mechanics and spelling, These latter corrections

BEST COPY AVAiL iy
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Discuss the intended revisions.

Explain that the crossed-out
sentences are not inportant to
the story.

-,

PIRSORAL FIORIES: fLonoun ¥

Wy iters often chongt their Bings Bfser they write their
0t3rins. Ane wrots thie otery. Then she ehanged her ging.
Bhy ehatgrd Dor Bind Prcsues Bhe thowght her TeRIRIS wyid not
mioy the stery. Ghe had pot In sontanzes Shput saiporsant

srents,
fend Ana’s ntery. Lest gt bov ghe Plans Lo ehs 1
when &ht writes 1t a:lu. i

A Sviming Autident

sant Bundey. Jack, D111, snd 3 went 0 Bogle
Like. e ey
* diesiieoy. About MR v went (o1 0 Bvis. Swédenly
Juct stapped inte o bole. See and I tried ts Melp
Mu, bt Jack eoulda’t suis very wll. S—fvesand-re

b shan.y wsssis yaatsadld. b wesan Sleed inio

the Jeie ond pullied Jech te Bhote. He was
frightoned, But he ween't hutt., Shwt—wigh—t=bd

odpbid—tpbiahot Lot it

b}

BEST COPY RINLABLE

BEST COPY AVAILABLE
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o *
Sedd these staries. Bash hos Cone LEpeTLant events. Read aloud and meke sure
Crons oot the BRimperisnt ownts, students wrierstand the
task.
. e last By
As 3 was weluing beme ), ANBwers:

fren scheel Tost Fridey. 2 _
soticed thot o Listle dog These peitences are Wﬁmﬂm
wes fodloving pe. 1moved 2, to ¢he story and can be anitted:
ints By mefghpethodd 2oet
yeor. 1 tutned around, and 3. 2
the dog son wp 1o By 6
wogging Mo toll. Areund y. B
bie neck he wore & tog that
had the nant and Selephine
smbet of his swnet oo it,
1 took the Gog deme with e 5,
ond zalled the owvnar, Ris.
Drwi. The telephone samgp 6.
thioe tines. Sbhe was wory .
happy to hadt that her dog
hod boen found. Onee 3 8.
found & quatter onh the side-
walk. When Kte. Brown came 9.
to piek up bt dog. She
the: ied e for taking £8re
of bin.

® -

14
NOTES:
cet gty Y ’
prs (LT
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Additional Optional Activities

1.

2.

Have students copy one or
both stories., Use final-

&raft paper,

Have students identify the
more inportant event for
each story below. The
gonectmrrnsm_x_by
t.

el . t s, "“ — -y
o> Py -
]
o "“\.L
‘ - b
™~ _ .
= . J ¢
- ' < L T
Tae Dig Coteh

On Saturday, my brother ond 3 wint Lishing ot
Solden Beach. Last sumner wg want Bvimaing 5t the
bueth. I tosoed my line inte the weter and waited.
Soon there vas & Btiong tog at the ond 8f By line.
Wy Eishing pole wes bent sluest in half os I pulled
in the Yine. I bought py pole in Ocesn Clty. When

* T Einally 9ot the Eioh owt of the water, I wae

saazed. It wBe the higeedt Lish I bad wver sovitt.
Then By brotdez teld me 8 LunRy story.

13

In a story about a picnic, which is en Lmportant event?
a. sittmdwnmmblwet.
X b, chasing a dog mway fram the sandwiches.

In a story about a camping trip, which is an important event?
a. lighting the campfire for cooldrng.

X b, seeing several large bears.
In a story about a parade, which is an inmportant evemt?
x a. seeing the best band in the parade.
b. eating a hot dog.
which is an important event?

b. mmmnntm.

Innstor_vlbwtaﬁng
X 8. saving somecne's

e
oF
gest v

In & story sabout a baseball game, which is an important evemt?

a, us & new bat,
xb, m%:gwsam-nn.

416
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FEMORAL FTORIES: Setem §

Sushe] Plone S0 shings Bor story. Bhe Pl to Ehange
ahe srder of the svamis. Bhe Aot numbered ber sentenses &9
that ahé gon teririte bet not{ in 5 betges order. B0 bas put
8 1ine whors S wants ts divide & 19ng sentinee ints gwo
asptenies. She Mot arotisd vt A Sainperisnt event.

Gead 3aabel’s stery and stody bor phengis. -

An Anseing Bighy s

{ RN Tedlovsione purk
\{ fv 7 :,) Mt one of the sPprivge.
-"'"\ N =t watthed and woited a3 the
— . sround began 1o BhetS, /nl-
Y . ' Ithen ve Measrd ¢ Serp
v.AR bubbiing ° sening from
‘T l the opring. - Zinally. the
; % woter £31) hach to sarth,
‘{ splashing on the Fewhy

stound. SLaet nemerisl Doy,
sy fasily and I eisives the
bot springs 0t Tellovsiens
Path. Jt—vovr—oste—s—bhausn
ao~drivetsiose, Nileh s Joud
rhat ., S0 BPTing seddenly
ahat ot & glpud of Steam
snd hot weter that ress bigh
into the Sir.

———

1)
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Discuss intended revisions.

Ask students how they would tum
the one sentence into two.




"

Read directions and
explain the task.

Discuss students® revisions
after they have finished
revising the story.

Revisions:

delete: 3. 5
crder: 2,1, 4
divide: 2

§

peper for revision
See p. T=10.

]

Mead this « It hae sumn aninportont events. The
ovests are Mot in t SEE.

® Cisae Swt 1he maizpastant gvents.
® Rmber the sentensne IR o botter osder.
® Pieide the 1oug santenss with ® line.

e Nree-Lagerd Rame

1. We wore 0lao8t st the
2inivh Jine vhen we beard
footsteps pounding Mebind e,

2. Pron onld T ware tonning in
the throe-lepped sopy 0t the
slose picaic o ganorial Moy,
and whan ghe 2ipas] was
gloen, v tesk off in the

3. 3000, Be be3d 8 deke palde to
toins weney for mr pisaie.

B, we spun ereund and 1013 Sest
00 another temn srapsed the
finivh line ohacd of us.

5. ¥hen Pron ond T ten 1n he
osck tovs,

Wov tevtite the SYOTY, Vae paper your teschar gieoe you.

17

BEST Cory sy

EST COPY AVAiLABL
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PDSORAL FTOMILS: Lassen §

Lk e 1 for $. will mite udents' pape from
. m:.::oﬁ:: :mmm'u?“;hmg'g l::! l:::““ﬂ?. ﬁ:;g 6) o;tm\,e :twem?@(t them
Dié you tell enly sbout fuportant ovents? from their writing fol ’

Did you leave Sut a0y Svents?
Did you put the tvents in time OTéer)
Do you nead 10 diviy  sny 1ong Bentence?

o~ mu‘gr‘nw nery‘i:p tg; Review mmgg-ugtmsé This
. wey you Bartke . review may ey e O an
B erketrup ooty to e additional class day.

teecher. Then tewrite your
story on the peper thet Your
tedchor Qives you.

Distribute paper for revised
draft. See p. 7-10.

BEST CCPY FALABLE
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Discuss the changes.
Draw students’ attention
to the word changes,
explaining how more
exact words are used.

Reviev parked-up drafts.

This review may be extended
to an additional day.
Distribute paper for final,
publiched draft. See p. T-10.

When students have finished their final drafts, collect their stordes. These
stories mey be formelly evaluated. Use the scoring key and scoring guide on

Pp. T-15~T-18.

Fublish stories (see p. T-11) with or without the scores received, depending on

student consent.

PEMIOWAL $TORIRE: Jotaew 10

Pas bod rowritoen bos seory. 3t bod 01l the (upertant
dvehts. The evente wese o Uhe oight gedes. THOR Par ghamged
bor nind. $00 warted £0 000 bettor words. She yanted Lo By
witds that tell Sosctly what bod hoppened.

Pon croawd st the 018 worde and wiote In etted R
Bhe slse wersectse ber palling anéd ber punctustion mmn
Sapitatigation,

fesd Pan*s stery o pivey bus Ghanges.

™ .ll'dlmo party
hast ,onmna. T had d

Pty ot By bavps. 5o noy::
ang it
e ond 2‘2 (T 1) :o:;.mnd
3] [ ]
w7 sueed st the 1

Sedd & fleshlignt s we lintencd

.e.ry
to o eecord of eeny o0rien
£lnohlight went
Svidenly. the Ahing wow aut.
Scradmad
e gl suid-guurdhing, ond 1

weld $o the Jight eviteh. WnOE
7 tarnes .0 2t £ or.
evarysns began to levph.

sare had 5 ot of fun st By
liowean perty.

Bow fix tour otory. ©e worde that 001) youl esepders
exactly what S;:rua. Chsek your otery for sistanet In
spelling. espitalipetion. ond punctustion.

Wheh Py pave BArked a1l the ghangen on FOUr RLOrY: Show
It t0 yout seecher. THen squrite YUl B10IY 60 the Papel that
gau: tonchar givts yoo. Be oure It (s soedy for sthery to
snd.

BEST COPY AUAILABLE




—a ma e ot rr Pt

-y S . . e
e m e wm kg oy W e e s wmom BPA o W e o .

e — W

'

PERSCUA]L FTURIRS: Gesase 1)

B0 youd restets snjoy
wtre Suppeeed to tond yout otery,
want SPYSAe £ toed whit Jouw write. Bame wrl
e reud Only .I t0e prioon vhd writes it. Beme wrl
Sone Just 30 give e writer ome Peactive.

tiret story? Sther

* you
»g is
ting

mlo
ont
1]

But saneting
tl to

Jourasl writing $s
wtiting you do for pouteelt.
3t alee 'lm ru proctive
fot writing. 1t dolps you

ot idesn For the wrieing
m: you Do 101 sthets te
'.' -

Tov ote going ts hoep @
Journal. Four cescher will
tel) ygou hov to got atarted
ond hov &6 e rot ?mul.
You will write In thie
Journsl all yoar.

Explain how t0 keep a jourmal.
See p. T-13.

ASSESSVMENT

Mminister formal assessrent and record student grades. For the pramgpt, scoring key,

and

euited drafts as they did for the widt ecomposition.
serves as additicnal practice.
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scoring guide, see pp. T-16-T-18. Students should be allowed to work on these
campositions cmr.a period of time adequate to produce the same first, revised,

Consequently, assesament

BEST COPY AVAILABLE




Ann Runes desigwed and develerad Ahase Batetinds, sesicted by
:::"m.t::ln. Belp vas ales previded by Brose Croamel) anéd
L+

Eilven Magios ond Guen Raub propored (e Syped owpy.
Koy Baviswell and Banis) Befsteft prepared the Siiustrstions.

Theos materiel)s were prepoced gnder Contraet Bo. 409-30-0103%
with the Mations) Inostitute of Biucotion, Bepartaent of
Rbvcotion. Thelr contents do net secescerily eafloct the givve
of the Bations) Institute 8f Eoucotion ot 61 any othir sgency
of the Onited Btoter Savaresent.

BEST COPY AVAILABLE
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. TEACHER'S EDITION OF STUDENT TEXT

UNIT 2: DESCRIBING PEOPLE
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Penenber Lhat when you write » dencription you myet
& describe the fupottant featvres.

Explain features. Discuss what
Look at the pictur: of an slephant. Than Teed Merie's

‘ 8n important feature as deaceipiion of the elephant. The importent festultee of the

posed to an unimportant slephent aTe wnderlined.

ature, For example in &
description f a person, the The slsphant hes en
person's eyes #re more important enorsoue round bodv thet e
than his/her heel. covered with srinkled srey

akin. fte tail 10 lone end
thins with short Black hafre
et the and, The sleaphent’s
1egs ere e thick ee
telephone poless end ite
fast ar® yjde and flst, It
bes e ler%e heeds with
smalls fark Syes. The
elePlant'e 2pte ore hge and
floppy. Thete sre tvo lomg,

ehorp t ske eticking oot of
the «18Phant’s movth. The

f d h d th slephant atec hae & lOong
After students have read the
description, have them draw Leurh thet reachee from te
a line from vach underlined
rd to the corresponding
‘:ature in the picture., Discuss
why these features are Important,

beed to the sround.

NOTES:

L) !'.'U T

1

,i ;'a v
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L)

il . N

Look at the pictere of the gireffe. Wow reed Nark's
-} #ascription of the glugh. Un‘:ﬂlﬂl the imporrent feetules ' Read aloud and make sure that
’ thet Nern Geucribed. The firet ene is done for you. students understand the task.

TThe giraffe ks thin

-~ Ite hody fa oovercd
with gark potches and white
lines. On top ©f Sts beed.
the eiretfe has tvo gapll
horns.

Features to be underlined:
boay, head

Merk left out some IEpPOTLant feetures. WPite the pawes of
those festures @ the lines below.

Features to be added: neck, tail,
ears, tongue

Additional Optional Activities

Have students identify the most important feature in each item below. The correct
answer has an X by it.

1. in & description of an a!ligator. which would be the most important feature to
include?

a, short legs b. dark eyes X c. sharp teeth
2, in @ description of a bull, which would be the most importani feature to include?

X a. Ppointed horns b. black nose ¢. mooing sound
3. In a description of an owl, which would be the most important feature to include?
' 2, short feathers X b. hooting sound ) c. round body
4. In @ description of a whale, which would be the most important feature to include?

. tough skin b. small eyes X c. huge tait
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Have students draw a line from
eack underlined word to the
corresponding feature in the
picture.

features 1o be underlined:
hair, eyes, ears, smile

. Missing feature: nose

NOTES:

O

ERIC

{

Aruitoxt provided by Eic:

DRSCRIBING PEOPLE: Leseon 2

When deacribe & peraon, you write sbout the Bt
importent festures. You fescribe s“t the person looke like
and sometines whet the pereon®s woice sounds like.

Look st the picture. Then tesd Tow's dascription, The
Amportent festures in the Orocription sre underdined.

The police officer hes
® dork ¢3p with ® gold ster
on it. Ghe weore . light-
blue ahist ond bBleck pante,
In one hond, she holde @
silver \histle., 6he directs
the troffic with her other
bond. When the officer
tells the children to croes
the street, her yoice io
strong end cleer,

Look st the nest picture. Wow resd Jent's description.
Underline the ixportent festuzes thet Jene described.

The clown's | i»
aport snd curly. FE. .a®
lerge, round eyes ond floppy
sors. The clown wesrs » bid,
painted smile.

Jene loft oot one lmportent
festure. Write the name of
thet festure on this limne,

BEST COPY AVAILRBLE
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When you dtecribe bow en lwportent fasture Jooks. YOU mav
deacribe

& fra eiae,

e fte shaps.

. ¢ fts eslor.
Whan you describe & peraon’s wolce, you Ssacribe

¢ its sound,

Read Robert’s dsscription of s person. B8 has Seacribed Discuss the description. Have
tha imporcant fasturas that show how the person looks and s
soundz. We haz ueed aract worda 80 readers will knov juat vhat students explain whether each
tha person looks like. Tha sxact words sre undarlined. underl ined word describes the
size, shape, color, or sound
Tes 0 & countre- of an important fe:ture.

weatern ainger. B¢ wenra ¢
leros whits cowboy hat that
fs pointad st tha top. WMia

1 ilarge~size; white-color
nosas io gmell and flat. Tex §

4

5

. pointed at top-shape

small-size; flat-shape
short-size; red-color
. deep, powerful-sound

alec has a Shott red beasrd.
when ha ainga. Tex’s woics

is deap and poverful.

On ths linss below, writs the festure chat Robert
dascribed, Than writs tha sxact words he pasd to Sasscribe thae

fastura. Tha first fasturs {8 listed for you.

Fastura Expct Worda

_JL2££JLQ¥__hnil___ ._11Q}ﬁ,=£ﬂééihh______
teed 07 2 2 Features and (xact words:

. nose: small, flat

bsard: short, red

voice: deep, powerful

NOTES:
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. words to be underlined:

smal} striped cap
shirt with dots

guiet. firm voice

Read directions aloud and make
sure students understand the
task.

Features to be added (at leas*
two):

hair: short, curly
whip: long, thin
goggles: large, round

Additional Optional Activities

Look st the person thet Bolly described.
Bclly*s description, pnderline the words that ?::? I:::‘lnhv
looks end bow her voice sounds.

fiothy 1ikes to gpace ber
hores. She weers » ampll
striped cop ond » shirt with
dots on it. She talks to her
bores in » quisr, firm goice.

Eolly left out two important festures. Write th
thet Bolly lefet cut. Then write some gxact words to ;.2::::"
the sixze snd shape of the festures.

Festure Bize
Bhape
Faotore gize
Shepe
S

Hove students choose the most exact descriptive word in the following items. The correct

answer is marked with an X.

1. |If you were describing a person's hair, which would be the most exact word to use?

X a. curly

b. nice ¢. good

2. if you were describing a person's voice, which would be the most exact word to use?

a. fuony

X b. Squeaky c. Strange

3. If you were describing a person's eyes, which would be tne most exact word to use?

a. neat

X b. brown ¢c. fine

. 4. If you were describing a person's shirt, which would be the most exact word to use?

a. pleasant

b, swell X ¢. striped
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PESCAINING PROPLE: Leason )
) ]

Somttimen when you are writing, you 88y wemt to Join ehort
etntences togtther to spke ONE better BRntends.

Look st tht picture of the boy. pesd the two sentences
thet Sescribe him. These sentences bheve exsct woerfe. Thiee
words Setctibe en iwportent festore thet glees ¢ good
deecription of the boy.

Jeff {o wesring glossen.
The Gloeees pre JRrk.

In the sscond sentence, the word derk i® onferlined. The
underlined wored e ¢ « Thie signel telie vou how to Join
the etntences togethtr. ere i the nev sentence you Cin Bake
by Joining the sentences.

Jeff io weering derk glesees.

Pow uee tht underiining siansl to Join these teo
sentences. WNrite your nev sentence ©n the lines.

Kete hoe o ponr¥Yeeil.
Tht Ponyteil i» long.

NOTES:

See p. T~20 for a discussion of
sentence combining.

Have students -ead the seantences
aloud.

Have students read the new
sentence aloud. Point out the
position of the word dark (i.e.,
dark precedes the word that it
describes). Note that the other
words in the second sentence are
not used in the new sentence.

Have students read the two
sentences.

Students should say the new
sentence aloud before they write
it down.

Answer: Kate has a long ponytail.
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t
.

Repeat the procedures used for
the previous exercise. Be sure
that students understand the
use of the underlining signal.

Answer: My baby brother )ikes
to wiggle his tiny
fingers.

The following exercises can be
completed as individual work
or as an oral group activity.

Answer:

J. The miner wears a large

‘I’ hat .

NOTES:

Sere ote two more sententes to join:

Ny baby brother likes to
wiggle his Lingers.
Bie fingers ore tiny.

#ow you can Join sOme sentences on

yout own. Look st the

picture of the gold miner. Belov the picture ste acme
sentences thet gescribe the miner. Join esch pajr of sentences

by using the underlining eignal.

1. The winet weote # hat.

The hat is latge.

434
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2. Bpencsth the hot. be has bair.
Ris halr is grey.

3. The miner slso bas & besrd. The beord fs white,

4. Re is wesring & shirt. 7he shirt ie theched.

S. In hie bende. the siner holds & pick. Bis hsnde ere
wrinkled.

Answers:

2. Beneath the hat, he has gray
hair.

3. The miner also has a white
beard.

h. He is wearing a checked shirt.

5. In his wrinkled hands, the
miner holds a pick.

Additional Optional Activities

1. Have students copy the five new sentences i{n paragraph form. Point out %hat this
paragraph provides a good description of the miner. Use final-draft paper (see p. 7-10).

2. §f students need additional practice, have them combine the following pairs of

sentences.

A. Pablo is wearing tennis shoes. ——g= Pablo is wearing red tennis Shoes.

The tennis shoes are red.

l -
8. Jan's hair is cut short. Jan's brown hair is cut short.

Her hair is brown.

. jck is wearin ie. R .
€. Nick is gatie —gm Nick is wearing a new tie.

The tie is new.

- - l -
D. Ann is holding a catcher's mitt. —= Ann is holding a big catcher’s mitt.
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Have students read the sentences
aloud,

Note that each underlined word
precedes the word that it
describes (i.e., old pants;

striped patch).

Have students read the sentences,

Students should say the new
sentence aloud before writing
it down,

Answer: Kate's broken arm is
in a heavy cast.

DEECRIDING proPFLE) Lesson 4

You have slreedy leerned how to Join two sentences by
using the underlining signe) ¥ou Cen also use the underlining
signal to Join more then twd hyntences,

Look st the picture of the boy. Ths thrae santences next
to the picture describe one lwportant festuie,

Rric's pante have s patch
on one knee.
The pants sre 014,

The patch e striped,

Rere is the new sentence you can aphe by Joining the thres
sentences:

E:lc'l 0ld parts bave & striped patch on pme
nee.

Mow use the underlining sionad to Join these thres
sentences. Write your nev sentence on the lines,

Kste's szm §8 in o cast,
The erm is broken,
The cest {s hesvy,

NOTES:

.

pESY CopY VAP SRLE
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H ] 3 e Piccorw ox

L ]
the §irl. Below the Pictule are sone gpentences that describe
the $ir). Join the sentences by ulng the vnderlining signal.
When ¥ are finisheds you will have Zive gocd septences that
describe the gir).

1. Buath bas & mnile on her face.
The mmile i bigq.

1o

NOTES:

BEST COPY

Read the directions and be sure
that students understand the task,

Answer:

i, Beth has a big smile on her
face.

AVAILABLE




" Answeis:

2.

. Additional Dptional Activities

She's wearing a wrirkled
hat with silver hooks
hanging from it.

She’s also wearing 2 baggy
sweatshirt and white jcans.

On her feet, Beth has a
pair of rubber boots.

She is holding a long
fishing pole and a large
catfish.,

Have students copy the

five new sentences i,
paragraph form. Use final-
draft paper.

’.

4,

Phe'a wasring a Mot yith hooks banging from it.
The hat ia wrinkled.
The hooks are gilver.

Fhe's alsc wesring a gwestshirt and Joens.
The swestahirt s bagguy.
™The jesns are white.

On her fest: Beth bot & pair of beotr.
The bocts are rubber.

Bhe ia %0lding & fiahing pole and a cetfiah.
The fiaking pole ia Jong.
The catliah is large.

agsT COY aynit ARLE

11

If students need a2dditional practice, have them combine the following sets of sentences.

A. Alberto is wearini @ sweater over

his shirt.
The sweatur is heavy.
The shirt 1s cor+cn.

= ok —

B. Nancy's hair covers her eyes.

Her hair is long.
Her eyes are slecpy.

C. Jenry uses her legs to jump Off

the diving board
Her legs are st:ond.
Tha diving board is high,

D. G-eg is wearing glaésses that

Alberto is wearing a heavy sweater over

i
his cotton shirt.

~—e=  Nancy's long hair covers her sleepy eyes.
Jenny uses her Strony legs to jump off

p-otect his eyes from the sunlight.

The glasses are speciel.
The sunlight is Eljﬂﬁ}:

the high diving board.

Greg is wearing special glasses that
protect his eyes from the bright sunlight.
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. DESCRIDING pEOPLE: fLesson 3

Mow it 8 tise to plen your description of s person. You
may describe Eny person you choose.

Ons say to get idess for your deacription is tc ask
yoursslf gquastions sbovt the person, Thas quastions below cen
halp you plun your deacription,

® What Vesturss show what the person looks like?
® What sise fa the fantura?
® What shape ia the featura?
® whst color is ths festure?

® Bow does the Person's voice sound?

You may not be abla to sngwer all the quastions sbout
aita, ahape, snd color for sach festura. DRead the notas that

RNobart msdas whan hs asked himsalf quasticns to halp plan tha
dencription in Lesson 2.

wWhe fa the person? Tex, » country-westarn singar ‘}

What fasturas show what tha pereson looks like?
covboy hat fte sion: l1mpgs
ftes “epes pointed st top
fts colors white

noss fte sise: smpll
fta shape: flat
its cclors

besre ste sise: sbort
its shapes

. fts color: [ad

How does ths peraor*s woics sound? dsasp, powverful

12

NOTES:

Aruitoxt provided by Eic:

Discuss the questions. Have
students give examples of answers

for the questions,

Reread the description in Lesson
2 and point out the ideas in the

description that are also in

Robert's planning.

gt O

. o‘,“
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* Mow plan yowr Ssscription.
below. D¢ oxtra paper 1f you Wd Bote Fpace.

"o ta the person?

Read directions aloud and make
sure students understand the

Toha motes o0 the blanks

task. Which izportent feetures ohow what the perace looks 1ike?

Fratnre

Sine

Faature

Shape
colot
Siee

Faature

Shape
Coles
Sine

Feature

Shape
Coles
Sixe

Shape
Color
Sine

Additional Optional Activities Festure

Have students underline the
feature described in each
sentence below. Then have

students fill in the appropriate Sov doss the Perecn’s wvoice sound?

descriptors for the size, shape,
color, or ssmund of the feature.

}. Peter has short, thin
fingers.

2. Ana's voice is clear and
strong.

3. Jack's blue eyes are big
and round.

Shape
Color

k. The clown is wearing a tall,
black hat that is flat on top.

5. Jan's brown hair is long and curly.

Answers:

Feature Size Shape
1. fingers short thin

2. voice

3. eyes big round
b, hat tall flai on top
5. hair long curly
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blue
black

brown

Sound
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DESCMRING PROPLE: Rwason §

Yodey you will writs your desctiption ::o. your ;not:-. As Explain the importance of working
4 write, think only sbout describimg the important feetures. . . R
$o0 wil) heve time 10ter to fis the wpellino, capitelisstien, with "'?35 without W?rfving about
ené punctustion. JYou cen alec thange your words to better ones sus.n things as $pelling errors.
et & later tine.

Dse poper that your tescher gless you. Write your Distribute first-draft paper
aogctlp:Ion 80 thet your Tesders will be eble to ses and hast (See p. T-10). P

ths person you are describing.

Allow students to complete their
writing during their free time,
if necessary. When they are
. finished, have Students turn in

their papers. Read and comment
on the papers for content Only.
Do not comment yet on mechanics
and spelling.

14 H

NOTES:
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Discuss changes in the descrip-
tion, focusing on how the
changes will improve the text.

Have students copy the revised
. description on paper designated
for rewrites (see p. T-10).

ERIC

Aruitoxt provided by Eic:

PRICAIBING PROPLE: Letsow I

Weriters often chenge their einds siter they wrice their
desctiptions. Timothy wrote thie desctiption. *hen he chamged
hio mind. & 4idn't thint Rie resdere would get 8 good picture
of the person by described.

® Te bad not vwritten sbout all the importent
festutes.

® 8o vented to chetge the Otéet of his sentences.
Re wonted to describe Ji1) from Mar hesd down to
het teet.

* :I‘Iud too many ahort sentences the' he needed to
[ 25.7%

Rosd Tiwothy's descridtion snd study how be pleme to
chaMe it.

Ji11 fe an fce skoter.
Ao Ji11 glides slong, the

blades on ket atstes cut

Iitele teaceks in the ice.
Tan

he bl.&ili! thet blows

streight out Dahind her.

Bit=babp—bt—lony, Rer tyee

are squinting, snd het llP.J

Tl is waering a sTe.pa £ weeler
sre Siovn into @ saile. ABBr  on

';:‘i:.-'nu ste tucked into Mr d"k.’k"

[ 14 toﬂu—mo—on-ﬂw.

Wow ravrite Tincthy's description. MNeke the chénges thet
Timothy hae marked. Use psper thst your tescher gilsss you.

13




z Yow tead Pegey’s Sencription. @he needs to Join some Of Re+d the directions aloud and be

the short sentences. Peggy sloe loft out some imporient
festures. Mark 811 the chenges on Pegav's description. AdA sure that students understand the
the miseing festures in Order from hesd to foot ©F frew foet to task.

Jercy io o tennie
player. @s o wearing »
shirt with ® coller. The

shirt io white. The coilar

is plus. Suggested revisica, including

missing features:

Jerry is a tennis player. He
has dark, curly hair. Qe {s
wearing a white shirt with a blue
collar. His white shorts have a
stripe down the side. Jerry is
also wearing white socks and
tennis Shoes.

Use POPer wour tescher Have students use rewrite paper.

Wow rewrite Peggy‘s dmscription.
. gisee you.

16

“t

Additional Optional Activities

Have students order the $entences$ in each description below. The correct order has been
noted ¢« the line before each $entence. Point out that when the $Sentences are ordered
correctiy, the descriptions are arranged in spatial order, from the person's head to feet.

The fire fighter's boots are made of black rubber.
Her face is covered with black spots from the smoke.
The fire fighter wears a shiny red helmet.

She also wears a heavy gray jacket.

The diver wears two air tarks on his back.

He 8lso wears webbed fins on his feet.

In his mouth, he holds a tube that he breathes through.
The skin diver wears a round mask over his eye$ and nose.

When Janet i$ mountain c1imbing, she wears dark sunglasses.
Janet's short pants are made of brown leather.

She also wears long wool socks and hiking boots.

Over her shoulder, she carries some rope.

[Metl= M= M-

ERIC 439




Distribute students® papers
(from Lesson 6).

Review papers when students show
them to you to make sure they
fhave revised. Distribute paper
for rewrites, Allow students to
.rewrite their descriptions in

their free time, if necessary.
when they are finished, have
students turn in their papers,
Read and comment only for
content, order, and sentence
structure. Do not comment yet
on mechanics and spelling.

NOYES:

O

ERIC

Aruitoxt provided by Eic:

PEICAIBING PROFLE! Lwewom ¢

Reel the description thet you wrote for leeson 6. Wiil
your reedere get ¢ good picture of the pereon You described?
Find weys to Bake your description better.

® Did you describe 8ll the isportant festures?

® Do you want to change the ordar of your sentences?
® Do you need to dleide pny long sentences?

& Do you resd to join sny short sentences?

Mark 4p your Sescriprtion. Do it ip the sene we: thet you
asrked vp tre description in the lsst lesson.

Show Your marked up description to your teecher. Then
rewrite your descri ption on paper thst your teecher gless you.

17
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BESCRIDING PEOPLE: Lusson 9

Tony hed revritten his description. Ne hed a88ed g1l the
importent festures. He sled B8d Joined some yhort sentences.
Then Tony éecided it wves tise to change some of the words and
£iz his punctustion and capitelisstion.

Be crossed cut words and wrote sxact words above them. Ne
84ded o period where be hed left one cut. WBe fized nis
spelling end his cepitslisstion before be wrote his description

agein.
Rend Tony's description snd study bis changes.

r
Or. fhomsz hes short
2q Vo re
hll@llﬂ she mn.‘}...
glesses. Ber snile is werm
&r lnllf
and Ssandy.’ Arcond bet
mosk
nuw Ft. Thomae bas 8 wring-

that she westz in the
opeu%.rz
opeat-ing

Wow rewtite Tony's description. HMake the chenges thst he
hez methed, Use paper thet vour tescher glees you.

1

Discu=s the ediring changes.

Have students yse final~draft
paper.

O
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. n Ans's Suscription meedis to be fimed. Croms out the word
Read the directions aloud and that sre not sxsct. ASd in esect worde. A4S peritds where .
make Sure Students understand they sre needed. Fix the capitelisstion ana the spelling.
the task.

. mr, hill is & co0k. W -

vesrs & st hat, and he has

ey :
s white thing tisd groun his !;?7) !
walet Wis face i9 10rd and (,:]
1
jolly. bhe also hes & strengs & AT =
besrd. As he tasts the soop. K )\~ ‘
Hhe? students finish, discuss Wr. hill makes & noies with . |
their answers. (Answers are hio 14 = .
noted betow.) " lips

Sow fix your dmecription.
a Do yYOu need to chenge words to pore exsct onmm?
s Do you need to fix your punctuation?
¢ Do you nesd to fixz your cepitalizstion?
s Do you need to fix your spelling?

: Whan you heve asrked all the chenges on your deseription.
Review papers when students Show show it to your tescher. Than rewrites your description on the

them to you to make sure they psper that your tascher gless you.
have edited. Distribute paper
for Tinal drafts. Allow
students to rewrite papers in
their free time,

19
When students have finished,
have them turn their papers$ in.

Comment un errors that need
correcting and have students recopy papers if necessary. The final drafts may be formally

evaluated. Use the scoring key and $coring guidelines found on p. T-25.

Publish the descriptions {see p. T-11) with or without the $cores, depending on st.dent
conScnt,

Answers for editing exercise:

M H tatl apron around

wr. ¥ill is a cook. He wears a neat haty and he has a white thing tied aroon

rount H pointed beard tastes

his waistg His face is rond 2nd jolly. Ke also has a strange beerd. AS he tasts
soup H smacks

the seepy; Mr. Hill makes a noise with his lipso

. s - .
' h‘-&l; Ybdpk vrmidounn =
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- DESCKINING PEOPLE: lasson 10

Are you writing in your fournal sverydey? Jourmal writing

gives you good practice for writing.

Another kind of practice comes from freewriting.
weiting alsc helps you get i8ess for writing.
do aome freewriting.

You will 6o freeweiting ell yeer.

whenever you Csn*t get enough idess for writing.
will help you find something to sey.

rree-
You sre Qoing to
Your teacher will tell you bow to do it.

Tou can slso é¢ it
Preceweciting

Have students do freewriting
(see p. T-22).

Assessment

Administer formal assessment and record student grades.

and scoring guidelines, see pp. T-24 - T-28.

El{fC‘ 443
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PERSONAL STORIES: Lesson 1

You are going to write a personal story. 1In personal
stories, you tell about things that have happened to you.

The writer of this personal story followed some rules
that you have learned:

& Indent the first werd of a paragraph.
® Capitalize the first word in a sentence.
# Capitalize a person's name,

e Capitaiize the word 1,

Read the story. The lines show where the writer followed
these rules.

Last summer I spent a
week in the country with my
friend Sharon Hill. W¥hen I
arrived at Sharon's farm,
her dog did not come out to
meet me., 5o 1 asked Sharon
where her dog was. She
smiled and Pointed to the
barn. Thinking that the dog
was sick, I ran to the barn.
Just as I reached the coor,
1 heard tiny barking sourds.
What a surprige! There was
Sharon's dog with four

little puppies.

445




The writer of the next story 4id not learn these rules,
Read the story and Cross out the writer's mistakes. Write the
correct letter above the mistake.
done for you.

Now COpPy the story Correctly.

teacher gives you.

The first sentence has been

Jn the way to school,
th and% heard a cat

crying loudly. we looked up
and saw the cat high in a
tree. bhe was stuck. beth
helped me up on the lowest
branch ©f the tree. then i
climbed up to the cat. i
grabbed him and helped him
down. the cat licked By
hand to thank me. even
though beth and i were late
for school, we were glad

that we had helped the cat.

Use paper that your

446




PERSONAL STORIES: Lesson 2

Soon you will write a personal story about s holiday or a
day of th? week. You will need to know these rules when you
write:

® Capitalize the first, last, and important words in
a title.

® Capitalize names of days of the week.
® Capitalize names of holidays.

Read this story about Marjo's favorite holiday. The
lines show where Mario followed the new rules,

A Thanksgiving Peast

Last year I helped my
parents make .hanksgiving
dinner at our house. On
Thursday morning, I helped
my mother set the table.
Next, I washed the
vegetables that we woulgd be
having for dinner. Then I
helped my father make the
stuffing for the turkey.
Finally I put some reolls in
the oven to bake., We had a
delicious Thanksgiving
feast, and 1 was g9lagd that 1
had helped make it.

3 447




Now read these two personal stories. Each one is about a
day the writer will ~lways remember. Cross out the mistakes.
Write the correct letter above the mistake, The first one has
been done for You.

)i; favorite sunday

Last sunday, my sister
and I went to the circus, We

had a great time., We saw 2

lion jump through a ring of
fire, Then we watched some
elephants 3o tricks. We also
sav some funny clHwns and a

. team of beautiful horses.

When my sister and I got
home that night, we agreed
that it was the best show we
had ever seen. We Could
hardly wait to tell everybody

abcut the circus when we got

to school on monday morning.
That was a sunday that we'll

never forget.

Q. . 448




our labor day pienic

My family planned to have a picnic on labor day
last year. We went shopping on saturday afternoon
to buy the food for the picnic. 1 was getting

hungry Just thinking about all that delicious food.

On monday morning, we got to the park early.
wWe found a neat spot for our picnic right under a
big tree. We played baseball until it was time to
eat lunch. Then we hed hot dogs, chicken, and fresh
lemonade. After lunch, we took a long walk around
the park. Finally it was time to go home. Our
picnic was a lot of fun, and I hope we can have

another one next labor day.
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PERSM AL STORIES: Lesson 3

The things tha® happen in & personal story are called the
events of tne story. When you write a personal story, vou
must remember to include all the important events. Th.. your
readers can understand your story.

Read Bill's story. Bill's readers can't understand his
8tory. The teacher has shown Bill where he left out an
important event.

X
o®
\ e’(" N2 The Missing Sandwiches
LA
s 1yt
gt 4!"‘“\4
I W of Last Saturday, my sister
6\\\‘ oty\%\':“' X% o\ and 1 made a tent in our yard.
‘Do‘n‘o ‘)\A 3 X 5 We brought gome sandwiches to
X° 4,“" ,56 Q’o(“\ our tent for lunch.
Vo af

4o & e
. \\0‘) o 4 W 11 ove rm
' yard.) Then 1 saw our dog

licking the last bread crumbs

off her paws.




Row read this story. Find where an event is missing.
Tell the writer what needs to be added.

A Dangerous Mistake

Last Thursday my sister
was teaching me how to make
popcorn. She told me to heat
some popcorn and oil in a pan
on the stove. She said to
k2ep shaking the pan 8o the

popcorn wouldn't burn.

I called my gister back.,
and she came running. The
bottom of the pan was burnt.
We were glad there was no
fire. Next time I'll pe more

careful.

Now 1ewrite the story, adding the misecing >vent.

paper that your teacher gives you.
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PERSONAL ETORIE!: Lesson 4
In 8 personsl story, you write gbout the eveats in the
order that they hsppen. You write the events in time order.
Resd Jar 's story. Answer the guestio~s sbout the events of
the story.
A Close Csll
Last Saturday was the
_ Fourth of July, 80 I walked over
to Pineview Park to watch the
o .:?i;. fireworks show., While I was
’ SR IS Y watching the show, one of the
X ‘ ; into some bushes. The flames
from the vocket started a fire
fire fighters were able to put
the fire out quickly, and no one !

8ky rockets suddenly crashed
. - in the bushes. Luckily, the
was hurt,

when did it happen?

What happened first?

What happened next?

Whst happened next?

Whst hsppened isst?

Q. 452




Now read the sentences in Pablo's story. FPsblo's readers
814 not understand his story. The events are not in time
order.

Number the events in the right order. Put each number on
the line at the beginning of the sentence.

A Birthdsy Surpriase

___ I went downstairs snd walked in“o the kitchen.

— On the morning of my birthday, I got up early and
Oressed for breakfast.

—. There were 211 my friends sitting around the table,
shouting, "Happy Birthday!"*

— As I was putting on my shoes, I heard noises in the
kitchen.

fow tewrite the story in time order. Leave out the
e, s, Yae paper that your teacher gives you.
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PERSONAL STOR1ES: Lesson 5

Now it is time to plan your personal story. You may
write about something that happened on a holiday. You may
write about scmething that happened on a certain day of the
week, Write a story your classmates would enjoy reading.

One way to get jdeas for writing is to ask yourself
questions. The questions below can help you write a personal
Etory. Reread Mario's story from Lesson 2. Then read the
notes that he made when he asked himself these questions:

A Thanksgiving Peast

Last year ] helped my parents make
Thankegiving dinner at our house. On Thursday
morning, 1 helped my mother set the table. Next,
1 washed the vegetables that we would be having
for dinner., Then I helped my father make the

. stuffing for the turkey. Finally I put zome rolls

in the oven to bake. We had a delicious
Thanksgiving feast, and I was glad that 1 had
helped make it.

When did it happen? Theanksaiving Day
what happened first? sel table
what happened next? washed vegetables

made stu 'r_:_g

put rolls in oven

What happened last? had dinner

ERIC | w454




Now plan your story and make notes. Answer these
questions:

when 4id it huppen?

Wwhat happened first?

what happened next?

Wnat happered last?

Remember to lia: the
important events. Then Yyour
readers will understand your
atory. If you don't know
whether an event is important,
ask yourself this question:

e Will my readers under-

stand the story if 1
leave the event out?




T L

PERSONAL STORIES: lesson 6

Today you will write your story from your notes. As you
write, think only about the events and the crder of the
events. You will have time later to fix the spelling and
gunctuation. You can also change your words to better ones

ater.

Write your story on the paper your teach2r gives you.
Write your story so that your reader will understand it.
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PERSONAL BTORIES: Lesson 7

Writers often change their minds after they write their
stories., Ana wiote this story. Then ghe changed her mind.
She changed her mind because she tho. st her resders would not
tnjoy the story. She had put in sentences about unimportant
events.

Read Ana's story. Look at how she plans to change |t
when she writes it again.

A Swimming Arcident

Lait Sunday, Jack, Bill, gsnd I went to Eagle
Loke. Jaek's parents—gave—him—e—bike-for—irts
+irthday. About noon we went for & swim. BSuddenly
Jack stepped into a hole, Sue snd I tried to help
him, but Jack couldn’t gwim very well. J—dearnedtv
Suim uhen T wace siv vaare ald, A woman dived into
the lake snd pulled Jsck to shore. BHe was

. frightened, but he wasn't hurt. enst—night—I—had
—£ried-ohioken-for dinnus.
Q
no 457




Read these stories. Each has some important events.
Cross out the unimportant events.

The Lost Dog

As I was walking hone
from school last Friday, 1
noticed that & little doo
was following me. I moved
into my neighborhood last
year., I turned around, and
the dog ran up to me,
wagging his tail. Around
his nece he wore a tag that
had the name and telephone
number of his owner on it,
I took the dog home with me
and called the Owner, Mrs.
Brown. The “elephone rang
three times. BShe was very
happy to hear that her dog
had been found. Once 1
found &8 (sarter on the side-
walk., When Mrs. Brown came
to pick up her dog, she
thanked me for taking care
of him.
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The Big Catch

On Saturday, my brother and I went fishing at
Golden Beach. Llast suinmer we went swimming at the
beach. I tossed my line into the water and waited.
Soon there was a8 strong tug at the end of my line.
My fishing pole was bent almost in half as I pulled
in the line. I boughkt m; pole in Gcean City. when
I finally got the fish out of the water, I was
amzzed. It was the biggest f£ish I had ever caught,
Then my brother told me a funny story.




PERSONAL STORIES: Lesson B

Isabel plans to change her story. She plane to change
the crder of the events. She has numbered her Sentences so
that she can rewrite her ltor¥ in a better order. She has put
8 line where she wants to divide a long sentence into two
sentences. She has crossed out sn unimportant event.

Read Isabel's story and study her changes.

An Amazing Sight at
Yellowstone Park

At one of the springs,
we watched and waited as the
ground began to shake./knu}-

3then we heard a deep
bubbling sound coming from
the spring. SFinally, the
water fell back to earth,
splashing on the rocky
ground. iLast Memorial Day,
my family and I visited the
hot springs at Yellowstone
Park. Jt—took—uwe—fsur—howrs
de—drive—there, Hith a loud
roar, the spring suddenly
shot out a cloud of steam
and hot water that rose high
into the sir.
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Read this story. It has some urimportant events. The
events are not in time order.

¢ Cross out the unimportant events.
¢ RNunmber the sentenc s in a better order.

¢ Divide the long sentence with a line.

The Three-Legged Race

We were almost at the
finish line when we heard
footsteps pounding behind us.
fran and 1 were running in
the three-legged race at the

‘ class picnic on Memorial Day,
and when the signal was
given, we took off in the
lead. We held a b.ke sale to
raise money for our picnic.
We spun around and fell just
as another team crossed the
finish 1line ahead of us.

Then Pran and 1 ran in the
aack race.

Now rewrite the story. Use paper your teacher gives you.
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PERSONAL STORIES: Lessan 9

Look at the personal story you wrote for Lesson 6. Will
your readers understand it? Find ways to make your story

better.
o

Did you tell only about important events?
Did you leave out any svents?
Did you put the events in time order?

Do you need to divide any long sentence?

Mark up vour story in the
same way that you marked up the
story in the last lesson. Show
your marked-up story to the
teacher. Then rewrite your
story on the paper that your
teacher gives you.
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PERSONAL STORIES: Lesson 1D

Pam had rewritten her story. It had all the important
events. The events were in the right order. Then Pam changed
her mind. She wanted to use better words. She wanted to use
words that tell exactly what had happened.

Pam crossed out the old words and wrote in better ones.
She sls0o corrected her spelling and her punctuation and
capitalization.

Read Pam's story and study her changes.

H

The ){alloween Party
Last palloween, I had &
party at my house. ye played

ate sandwiches
games and ait E'me £eood. Then
lighfs

we turned out the Jightes. I

held a flashlight as we listened

sCar
to & record of eeme gtories
;Iashlight’ went

Suddenly: the 4hing wem out.
screamed

We all said—sonething, and I
ran
~ent to the light switch. When

I k
A turned the lightsw on,

everyone began to laugh. e

sure had a lot of fun at my

H
)/a lloween party.

Now fix your story. Use words thst tell your readers
exactly what happened. Check your story for mistskes in
spelling, cspitalization, and Punctuation.

When you have marked sll the changes on your story, $how
it to your teacher. Then rewrite your story on the paper that
your teacher ¢ives you. Be sure it is ready for others to
Tead.

19
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PERSONAL STORIES: Lesson 11

Did your readers enjoy your first story? Other people
were supposec) to read your story. But sometimes you don't
want anyone to read what you write, Some writing is meant to
be reao ounly b{ the person who writes it. Some writing is
done Just to give the writer some practice.

Journal writing is
writing you do for yourself.
It also gives you practice
for writing. It helps you
get ideas for the writing
that you do for others to
read.

You are 9oing to keep 2a-
journal. Your teacher will
tell you how to get started
and how to use your journal.
You will write in this
journal all year.

20
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DESCRIBING PEOPLE: Lesson 1

Remember that when you write a description you must

¢ describe the important features.

Look at the picture of an elephant. fTher rea) Maria‘'s
description of the elephant. The important features of the
elevhant are underlined.

The elephant has an
enormous round body that is
covered with wrinkled aray
skin. 1Its tail is long and
thin, with short hlack hairs
at the end. The elephant's
legs are as thick as
telerhone poles, ané jts
feet are wide and flat. It
has a large head, with
small, dark eyes. The
elephant's ears are huge and

floppy. There are two long,

sharp tusks sticking out of
the elephant's mouth. The
elephant also has a lcng

trunk that reaches from its

head to the Qround.




Look at the picture of the giraffe. Now read Mark's

description of the giraffe.

that Mark described. The first one is done for you.

The giraffe has thin
legs. 1Its body is covereo
with dark patches and white
lines. On top of its head,
the giraffe has two gmall

horns.

Mark left out some important features. Write the names of
those features on the lines below.

Underline the important features




DESCRIBING PEOPLE: Lesson 2

. When you describe a person, you write about the most
important features. You describe what the person looks like
and sometimes what the person's voice sounds like.

) Look at the picture. Then read Tom's desc-iption. The
.7 ‘ortant featuree in the description are vunderiined.

The police officer has
a dark cap with a gold star
on it. She wears a light-
blve shirt and black pants.
In one hand, she holds a
gilver whistle. She directs
the traffic with her other
hand. When the officer
tells the children to cross
the street. her voice is
strong and Zlear.

Look at the next picture. Now read Jane's description.
Underline the important features that Jane descrloed.

The clown's hair is
short and curly. He has
large, round eyves and floppvy
ears. The clown wears a big,,
painted smile.

Jane left out one important

feature., Write the name of
that feature on this line.




when you describe how an important feature looks, you mav
describe
& {ts size,
@ its shape,
e {ts color.
When you describe a person’s voice, you describe

® {ts sound.

Read Robert's description of a person. H2 has described
the important features that show how the percon looks and
sounds. He has used exac* words so0 readers will know just what
the person looks like. The exact words are underlined.

Tex is a coun* /-
western Einger. He wears a
large white cowboy hat that
is pointed at the top. His
nose is small and flat. Tex
also has a short red beard.
when he sings, T 's voice
is deep and powertul.

On the 1lnes below, write the feature that Robert
described. Then write the =2xact words be used to describe the

feature. The firs{ feacure is listed for you.

Feature Exact Words

s OIA{_bJD&’ _élqz
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Look at the person that Holly described. Then read
Holly's description. Underline the words that tell how Kathv
locks and how her voice sounds.

Kathy likes to race her
norse. She wears a small
striped cap and a shirt with
dots on it. She talks to her
horse in a quiet, firm voice.

Bolly left out two important features. Write the features
that Holly left out. Then write somz exact words to describe
the size ard shape of the features.

Feature Size
Shape _
Feature S+ ze
Shape
5

471
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DESCRIBING PEOPLE: Lesscn 3

Sometimes when you are writing, you may want to join chort
sentences together to make one better sentence.

Look at the picture of the boy. Read the two sentences
that describe him. These sentences have exact words. These
words describe an important feature that gives a c20d
description of the boy.

Jeff is wearing glassec.
The dlasses are dark.

‘ In the second sentence, the word dark is underlined. The
underlined word is a signal. This signal tells vou how to join
the sentences together. Here is the new sentence you can .nake

by joining the sentences.

Jeff is wearing dark glasses.

Now use the underlining sigral to join these two
senterces. Write your new sentence on the lines.

RKate has a ponytail.
The porytail is long.

Q 4’?2
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o Here are two more sentences to join:

My baby brother likes to
wiggle his fingers.
Bis fingers are tiny.

Now you can join some sentences on your own. Lnok at the
picture of the gold miner. Below the picture are some
sentences that describe the miner. Join each vair of sentences
by using the underlining signal.

l. The miner wears a hat.

The hat fs large.




Leneath the hat, he has hair.

His hair is gray.

The miner also has a beard.

The beard is white.

He is wearing a shirt. The shirt is checked.

In his hands, the miner holds a pick. His hands are

wrinkled,

4174




DESCRIRING PEOPLE: Lesson 4

You have already learned how to join tyo Gantences by
using the underlining signal. You can also use the underlining
signal to join more than two sentences.

Look at the picture of the boy. The three sentences next
to the picture describe -yne important feature.

Eric's pants have a patch
Oon one knee.

The pants are old.

The patch is striped.

Here is the new sentence you can make by joining the three
sentences:

Eric's o0ld pants have a strioed patch on one
knee,.

Now use the underlining signal to join these three
sentences, Write your new sentence on the lines.

Kate's arm is5 in a cast.
The arm is broken.
The cast is heavy.




Now you can join these sentences. LCoa at the picture of
the girl. Below the picture are some sentences that describe
. the girl. Join the sentences by using the underlining signral.
wWhen you are finished, you will have five good sentences that

d2scribe the airl.

l. Beth has a smile on her face.

The smile is big.




-

2. She's wearing a hat with hooks hanging from it.

. The hat is wrinkled.
The hooks are gilver.

3. She's also wearing a sweatshirt and jeans.
The sweatshirt is baggy.
The jeans are white.

4. On her feet, Beth has a pair of hoots.

. The boots are rubber.

5. She is holding a fishing pole wxnd & catfish.
The fishing pole is long.
The catfish is large.

11
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PESCRIBING PEOPLE: Less¢n 5

Now it is time to plan your description of » person. You
may describe any person you choose.

One way to get ideas for your description is to ask
yourself questions about the pergon. The questions below can
help you plan your description,

® What features show what the person looks like?
& What size is the feature?
® Wha* shape is the feature?
e What color is the feature?

® How does the person's voice sound?

You may not be able to answer all the questions about
size, shape, and color for each feature. Read the notes that

Robert made when he asked himself questions to help plan the
description in Lesson 2.

Who is the person? Tex, a countrv-weslern singer

What features show what the merson looks like?
cowboy hat its size: large
its shape: pointed at top

its color: white

nose its sice: small

its shape: flat

its color:

beard its size: short
its shzpe:
its coler: red

How does the persor's veoice sound? deep, powerful

12




Now plan your description. Take notes on the bl ks
below. Use extra paper if you need more space.

Who is the person?

Which important features show what the person looks like?

Feature Cize

Shape

Color

Featuve Size

Shape

Color

Feature Size

Skape

Color

Feature Size

Shape

Color

Feature Size

Shape

Color

How does the person's voice sound?




DESCRIBING PEOP.LE: Lesson 6

Today you will write your description from your notes. As
you write, think only about describing the important featuies.
You will have time later to fix the spelling, capitalization.
and punctuation. You can also chznge you: words to better ones
at 2 later time.

Ure paper that your teacher gives you. Write yuur

description =o that vour readers will be aklz to see and hear
the person you are describing.

14




DESCRIPBING PEOPLE: Lesson 7

. Writers often change their minds after they write their
descriptions. Timothy wrote thie description. Then he chanded
his mind. He 3idn't think his readers would get a good picture
of the person he described.

® He had not written about all the important
features.

¢ He wanted to change the order of his sentences.
He wanted to describe Jill from her head down to
her feet.

® Be had tooc many short sentences that he needed to
join.

Read Timothy's description and study how he plans to
change it.

Jill is an ice skater.

As Jill glides along., the
blades on her skates cut
little tracks in the ice.

”

lo
She hasAhd%r that blows

straight out behind her.
Her-hairfeo—lone. Her eyes

are sguinting, and her lipi/ #
Till {5 wearing a striped swealer
are drawn into a smile. A Her on

blve u/ln'v‘ejlo/e

Apants are tucked into her

skates. Jﬁos—paa&s—a*e—b&u&.

N+ rewrite Timothy's description. Make the changes that
Timothy has marked. Use paper that your teacher gives you.
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. Now read Peggy's description. She needs to join some of
the short sentences. Peggy also left out some importent
features. Mark all the changes on Peqggy's description. Add
the missing features in order from head to feet or from feet to

head.

Jerry ie a tennis
player. He is wearing a
sl.irt with a collar. The

shirt is white. Tte collar

is blue.

Now rewrite Peggy'’s description. Use paper vour teacher
gives you.
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DESCRIBING PEOPLE: Lesson 8

Read the description that you wrote for Lesson 6. Will
your readers get a good picture of the person you described?
Find ways to make your description betters

® Did you describe all the important features?

e Do you want to change the order of your sentences?
¢ Do you need to divide any long sentences?

® Do you need to join any short sentences?

Mark up your description. Do it in the same way that you
marked up the description in the laat lesson.

Show your marked up description to your teacher. Then
rewrite your description on paper that your teacher gives you.

17
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DESCRIPING PEOPLE: Lesson ¢

Tory had rewritten his description. He had added &ll the
important features, He alsc had joined some short sentences.
Then Tony decided it was time to change some ¢f the words and
fix his punctuation and capitalization.

He crossed out words and wrote exact words above them. He

8dded a period where he had left one ocut., HRe fixed his
spelling and his capitalization before he wrote his description
sgain.

Read Tony's description and study his changes.

T
Dr.,ﬁhomas has short
sqvore
haiz:)and she wearsc -66me—

glasses. Her smile is warm

ﬁr;end!y
and £&endy.’ Around her
mask

p
nec@ dr. Thomas has a thing-

that she wears in the

opera Hn‘;
sprating roens)

Now rewrite Tony's description. Make the changes that he

has marked. Use paper that vour teacher gives you.
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Ana's description needs to be fixed. Cross out the words
that are not exact. Add in exact words., Add periods where
they are needed. Fix the capitalization and the spelling.

mr. hill is a cook. BHe
wears a neat hat and he has
a white thing tied aroun his
waist BHis face is rond and
jolly. he also has a strange
beerd. As he tasts the soop

Mr. hill makes & noise with

his lips

Now fix your description.
e Do you need to change words to more exact ones?
® Do you need to fix your punctuation?

e Do you need to fix your capitalization?

When you have marked £11 the changes on your description,
show it to your teacher. Then rewrite your description on the

I
|
|
i
® Do you need to fix your spelling?
|
|
paper that your teacher gives you.
|
|
|
|
|
|
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DESCRIBING PEOPLE: Lesson 10

7 g

Are you writing in your journal everyday? Journal writing
gives you good practice for writing.

Another kind of practice comes from €reewriting. Free-
writing also helps you get ideas for writing. You are going to
do some freewriting. Your teacher will tell you how to do it.

You will 3o freewriting all year. You can also do it
wlenever you can't get enough ideas for writing. Preewriting
will help you find something to say.
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