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Development of Writing Abilities

Writing is a powerful instrument of thinking becausprovides students with a way of gaining
control over their thoughts. Writing shapes the&rgeptions of themselves and the world. It aids in
their personal growth and in their effecting changehe environment. Students are often unawa
the power of the written word, yet the written word

... enables the writer, perhaps for the first tinreesense the power of ... language to affect a&moth
Through using, selecting and rejecting, arrangimgl &earranging language, the student comes to
understand how language is u§&yeenberg & Rath, 1985, p. 12).

Adolescents’ writing abilities develop graduallytivincremental and uneven progress. In order to
become empowered in writing, students need coragonr instruction, practice, and patience.

The teacher’'s mandate is to assist adolescentsnagntrol over the written word. Students should:

o develop an explicit knowledge of phases of theimgiprocess
o write frequently on a variety of topics for a vayief purposes and audiences

o develop an understanding of the structures andesdions of language.

Writing as Process

Writing is a messy process. It is not linear; itasursive, "a loop rather than a straight linefieve

the writer writes, then plans or revises, and thates again (Emig, 1971). Teachers can help
students write more effectively by getting thenexamine their own creative processes. Althoug
process of writing is essentially idiosyncraticjtens usually work through a few basic phases.
Students can be shown the different stages inrtbetuption of a piece of writing and be encouraged
to discover what works best for them. Studentsbsashown the basic phases of the writing process:

pre-writing, drafting, revising (editing and proofread), and presenting. The "writing process is the

thinking processes that go on during writing" (Chanst, 1988, p. 7). The writing process can be
summarized as follows.

Writing Process
Prewniting.

e using prewriting techniques to gather
ideas
e choosing a purpose and an audience

o ordering ideas

Drafting
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e putting ideas down on paper
o exploring new ideas during writing

Revising

o Editing: considering ideas and organiza

o Proofreading: correcting errors including
sentence structure, usage, spelling,

punctuation, and capitalization
o Polishing
Presenting

e Sharing writing

Pre-writing

Pre-writing centres on engaging students in the wripngcess and helps them discover what is

important or true for them about any subject aadigular time. Unfortunately, no one has found the
perfect system for teaching the writing processaWé certain, however, is that if students are to

become capable writers they must develop-grafting skills. Experienced writers have their own

methods, but inexperienced writers need motivatonrite and assistance in uncovering concepts,
experiences, and ideas about which to write.

During the prewriting phase, students need directiea topic or something to discuss in writing.

Topics can come from teachers but students alst toegevelop the skill of using their own insights
and experiences (and those of others) as writingnah Most often, the potential of possible tapic

is revealed through ptrdrafting experiences such as the following:

« talking with and interviewing people who know someg about a topic
e brainstorming

o focused free writing (i.e., nonstop writing on atended subject to crystallize ideas and
feelings)

e mapping and webbing (i.e., drawing thought webgraphic representations of the topic)

e Wwriting "leads” (i.e., creating three or more opgnsentences as a way of determining the
shape and scope of the topic)

o listing

e using reporters’ questions (i.e., Who? What? Wh&here? Why? How?)

« making similes and metaphors (i.e., asking "Whétlike?")

o finding similarities and differences by comparinglaontrasting concepts, pictures, and
objects

o reading and examining written models to gatherrmfttion about the topic or to notice genre,
style, or tone
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e Viewing pictures, paintings, television, films, EROMs, or slides
¢ using visualization and guided imagery

e listening to CDs, tapes, and records

¢ debating, role playing, and improvising

o exploring ideas in a journal.

Writers must not only think about what they arengatio say, but also about how they are going to
say it. During the predrafting stage students need to establish, atleatttively, theipurpose,

audience, and form Although experienced writers often say that contictates form (i.e., that the
ideas tell them which form to use), inexperienceiiers need to realize that audience and purpose
can help determine form. Students need to achiengetency in a variety of forms and consider a
range of purposes and audiences such as the fotlowi

Purposes

o to reflect, clarify, and explore ideas

o to express understanding

o to explain, inform, instruct, or report

o to describe

o to retell and narrate

o to state an opinion, evaluate, or convince
o to experiment.

Audiences

« specific person (e.g., self, teacher, friend, ofgknson, younger person, parent)
¢ specific group (e.g., class, team/club, grade grgep, special interest group)
e general audience (e.g., school, community, adodisrs, students, unspecified).

Writing Forms

The ability to shape and organize ideas requiressing a form that is appropriate to the audience
and purpose. Students need experiences with a drigens. Some examples include:

e personal experience narratives
autobiographies

biographies

fictional narratives (e.g., short stories and n@asl

diary entries

journal entries

learning logs

poetry (e.g., ballads, acrostics, countgdlable formats, free verse, song lyrics, othemfats)
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e parodies

e €ssays

e research reports

e reviews

e nNews stories

o editorials and opinions
¢ advertisements

e correspondence (e.g., friendly letters; invitatidetters of thanks, complaint, application,
sympathy, inquiry, protest, congratulation, apology
e Scripts (e.g., skits, plays, radio plays, TV comorads)

o oral histories

¢ eulogies and last will and testaments
e Speeches

e« memoranda and messages

e instructions and advice

¢ rules and regulations

e minutes and forms

e pamphlets

e résumés and cover letters.

Through an appropriate balance of experiencestivélprevious purposes, audiences, and forms,
students can become competent in a range of witgisks.

As teachers plan their writing assignments, theukhidentify and define the appropriate learning
objectives, address the elements of effective conication (subject, purpose, audience, and form),
and establish guidelines or criteria to evaluatediitcome of the students’ work.

Organizing and Developing Ideas

Writers not only need to think about what they goeng to say but also about how they are going to
say it. Pre-composing plans help students appribechlank page. During the pre-writing phase,
students should also give some attention to howhight organize and develop their thoughts
(Olson, 1992). Although these plans will be ten&tihey are useful for getting started.

Students need to organize their ideas in logicglleeces. Several ways of developing and orgar
ideas are possible depending on purpose and fayme Slifferent ways of development and
organization include:

Chronological order
¢ a chronological or step-by-step arrangement ofsdigatime or order of occurrence
Spatial order

e spatial, geometrical, or geographical arrangemeitte@s according to their position in space--
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left to right, top to bottom, or circular

Common logic

o definitive (e.g., is called, is made up of)

« classification and division (e.g., parts and relaships)

o order of importance (e.qg., first, second)

e comparison and contrast (e.g., compared to, differa)

o cause-effect (e.g., consequently, the reason for)

e problem-solution (e.g., problem, alternatives, siecis)

e pros and cons (e.g., strongly support, against)

« inductive and deductive (e.g., specific to gendradad to specific)
« dialectic (e.g., thesis/antithesis/synthesis).

Students could consider constructing a map, a chautline, a visual organizer, or a ladder
diagram to organize their main ideas and suppodetgils.

Drafting

During this phase, writers produce a first draforiventum is the important issue as students focus
their attention on the development of meaning &edlbw of thought in their writing. The mechar
are secondary to the flow of ideas.

At this point, students should try to say what thegan quickly. Additional drafts can be writtenttha
further shape, organize, and clarify the work. Aglents mentally step back from their work, they
can develop more objectivity and give more consitien to the reader. They should be encouraged
to share drafts to confirm or adjust the directodtheir writing.

During drafting, teachers should encourage students

e say what they mean as directly as they can

o be themselves; write from their own point of viemagssume a new persona or voice from
which to write
o write as though they were "telling" the reader dliba topic.

Committing their thoughts to paper or computer agns not an easy task for all students. Strategies
such as the following may facilitate the translgtaf ideas into first and successive drafts.

o Mapping.Creating a map of additional ideas and reconcegtnglways to order them as they
write sometimes helps students capture their idefare they are lost.

o "Whriting-off” leads.Creating several first lines and then using theweyds and direction
suggested by one of these leads sometimes gets dnaferway for students.

e Fast or free writingWriting an entire first draft as quickly as pogsitwvithout rereading or
pausing to attend to mechanics sometimes helpsmsisidreate their first draft.

e Personal lettersWriting a first draft as if it were a personal &tto one specific person such as
a friend sometimes frees students to create tinstirdraft.
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e ConferencingTalking about ideas with a teacher or peer sometinedps students see how
they can start and develop their first draft.

o Reflecting and questioninBausing to ask themselves what they are saying &mely need to
say more or to say it differently sometimes hetpsi@nts move their drafts forward.

Drafting is rarely completed in one sitting. Stutdemsually need to let the work sit for a bit ahert
write a series of successive drafts if they wisprtmduce polished compositions. Discussing drafts
with others (including peers and teacher) can hedge each of their drafts closer to the final vaams
The drafting needs of students, however, will vary.

Revising--Editing and Proofreading

Drafts reflect the struggle to get words down opgyaand, as such, they are usually rough and
incomplete. Revising brings a work to completidnsla complex process of deciding what shoul
changed, deletedadded,or retained. Revising is the general postiting procedure which involve
editing (revising for ideas and form) and proofriegdrevising for sentence structure, spelling,
punctuation, and capitalization).

Teachers should give students the language tosdissliting and proofreading as well as the
strategies to reshape and polish their writing.

Revising strategies require time and practice gfoee, they are best introduced a few at a time.
Different strategies may be required for differkimids of writing.

Useful strategies for revising ideas and form idelu

e Students can read compositions aloud and possips/them.

o Students can examine compositions in relation éxifip questions or guidelines. (E.g., Is my

composition clear? Is there something that | catodoake it clearer or more appealing? Do
my ideas and form address the needs of my audignce?

¢ Students can use a revision process which invahess in working through various
"passes” (Perrin, 1992). The following is an exampl
Pass 1: Edit for truth and accuracy .
(E.g., Did the governor really say his opponent &dace like a ferret? Why correct the
spelling at this point if you might change the sece?)

Pass 2: Edit for organization.
(E.g., Is each paragraph appropriately placed?)

Pass 3: Edit for paragraph structure.
(E.g., Does each paragraph have a topic sentence?)

Pass 4: Edit for sentence structure.
(E.g., Does each sentence have a verb? Is thaagioann sentence length?)

Pass 5: Edit for word choice.
(E.g., Have you used "less" when you mean "fewer"?)

Pass 6: Edit for spelling and punctuation.

Pas<7: Edit for conciseness and cla..

http://www.saske .gov.sk.ce/docyele2C/teactd.html 14/08/2011



English Language Ar2C: Teaching and Learnil Page8 of 36

(E.g., Is there anything else that should be rem@vdded?)

Proofreading involves reading for conventions rather than conteroofreading and editing are not
mutually exclusive. During the editing process, sqmoofreading may occur and during
proofreading, further editing may occur. Proofregds the process of checking a draft to make sure
that the following conventions are correct and appate:

e paragraph structure

e sentence structure (syntax)

o word choice (diction)

e usage

e spelling

e capitalization

e punctuation

e appearance (e.g., spacing, indentation, page nsmber

A checklist for students to refer to when revisiatijows.
Questions for Editing and Proofreading

ldeas/Content:
1. Do my ideas work together to make my messageZle
2. Do | have enough information?

Organization:

1. Does my paper have an effective introduction@netlusion?

2. Do my words, phrases, and sentences tie my tdgather logically (i.e., transitions)?
3. Are my ideas written in order of importance?

Voice/Tone/Flavour:
1. Is there evidence that | am sincere and condexheut my audience?
2. Is my paper an example of my best effort?

Word Choice:

1. Are my words accurate, concise, and well chosen?
2. Do | feel the need to experiment with any newds@
3. Is my paper enjoyable to read?

Syntax/Sentences:
1. Are my sentences varied?
2. Does my writing flow naturally?

Writing Conventions:

1. Are my paragraphs effective?

2. Does my punctuation enhance the meaning?
3. Have | checked my spelling?

4. Are my capitals where they belong?

5. Do | have subject/verb agreement?

(Spandel & Stiggins, 1990, p. 130. Used with pesiois of AddisorWesley Educational Publishers
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Inc.)

With experience, most students can develop a parsewvision checklist.

Conferences

Conferences can take numerous forms and the tedohemot always need to be directly involved.
In fact, students should be encouraged to distiesswriting with their classmates. Students can
meet with one or two classmates to ask for adglcare a piece of writing, or revise a composition.
In peer conferencesstudents need to know how to maintain a helpfdl supportive relationship.
Alvermann and Phelps (1994) suggest that collalmsramong student writers does not occur

spontaneously. Teachers need to take time to nguael responses and set some ground rules such
as the following:

o Be positive. Respond to what the writer is tryingay and what the writer does well. Tearing
down another person’s work will only result in cdscagement and hurt feelings.
o Be helpful. Do your best to make comments that belluseful to the writer.

o Be specific. Talk about specific words, phrasegayagraphs (Alvermann & Phelps, 1994, p.
212).

Students can be encouraged to use the PQP metipegofesponse:

P (Praise) What do you like about my paper?

Q (Question) What questions do you have about men@ap

P (Polish) What specific improvements could | make?

(Lyons, 1981, p. 42)

Peer conference guides such as the following canlad used.
Sample Peer Conference Guide

Writer:

Reader:

Date:

Written Work:

Discuss the following:

1. What I liked most:

2. The main idea seems to be:
3. Your organization is:

4. Questions | have are:

5. Anideato try is:
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6. Additional comments:

In anyteacher-student conferencethe key to success lies in asking questionstéaati+—questions

that lead students to discover what they haveyt@sd want to communicate, and that encourage
them to talk about the work. The teacher can, fangle, ask:

How is it going?

Where are you now in your draft?

Can you tell me more about that?

Can you say more about ...?

What do you think you will do next?
Where do you want this piece to go?

If you put that idea in, where could it go?

(Graves, 1983, p. 245)

The value of revision is that students learn te$e=" and rethink their writing. Ideally, students

should go beyond concern for just the product afimg and become equally concerned with the
process of writing.

Learning to Write by Writing

The best way to encourage students to become gadatiriters is to have them write often and
experience first hand the phases of the writing@ss. By preparing for composing, actually
composing, and revising, students learn the phafstee writing process.

The gains of a process approach to writing can belyealized if teachers have an understanding of
the various roles they play in helping studentsgoome more proficient writers. The teacher is no
longer simply a setter and corrector of assignmdiits teacher is a writer along with the studesms,
well as an instructor, responder, coach, diagnasti@and supporter.

Students need someone to encourage them, to supeoriduring each phase of their writing, to 1
and respond to their writing, and to provide diestruction in the mechanics of writing. While
students focus on the writing process, the tegatoaides appropriate support:

Stage Writer's Teacher's
Focus Focus

Pre-writing Exploring Encouraging,
ideas probing

Drafting Developing  Suggesting
ideas

Revising Clarifying, Questioning,

revising text  coaching
Presenting Sharing text Responding

Although the writing process need not be followmeds entirety with all pieces of writing, students
should be given a rationale for using the procesisshould be shown how a writer can craft a
composition. Graves (1983) recommends that teaddegin writing instruction bynodelling the
writing cycle, and then continue by participatirggveriters themselves throughout the year. Some
steps teachers might take in order to show studhentsto produce and craft a composition follc
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Teachers might:

1. Draw up a list of five topics they really wantweoite about, choosing topics that will interest
their students (for example, a camping trip, apégath, an embarrassing school memory).

2. List their topics on the board, discuss eacHligriand tell how they came to choose one of
them to write about at this time.

3. Begin a very rough draft on a transparency abttezhead projector so that students can see

their writing begin to take shape. While teacherigeythey should talk about their thoughts,
word choices, and changes in focus or directioeyg occur.

4. Begin revising on the transparency, using arrmwaove or add parts, crossing out some parts

and substituting others, making marginal notes,ashkihg students for suggestions. As in step
3, teachers should think aloud as they work.

5. At this point they can ask students to begin peoty their own lists of possible topics, choose

one, and begin a rough draft. A few days latestadents get ready for further revisions,
teachers can return to their transparency andeerid edit further as in step four.

(Temple & Gillet, 1983, p. 238)

Mini —lessons

Students need varied writing experiences combin#uddirect instruction in context. Minlessons

(5-15 minutes) can be designed to help students féam to do" something (e.g., write an effective

descriptive paragraph) or they can address a lgiggoencept needed for a task (e.g., how to write a
concise sentence). These focused lessons candwtig any phase of the writing process. They
be taught to the whole class, to a small groupo @n individual.

Sample Mini-lesson

A mini-lesson on writing an effective introduction mightlude the following information:

An introduction usually serves two purposes. Ithas the reader’s attention and it suggests @sstat
the main idea of a paper. Stating your main idegour introduction makes it easy for the reader to
understand what you are trying to narrate, desceklain, or prove. (Not every piece of writing,
however, needs a formal introduction. Often nasrabegins in the middle of the action with an
introduction designed to capture the reader’s atter)

Experienced writers often catch their reader’sregeusing one of the following methods.

e Taking a stand on a controversial iss@Gemmunication with extraterestrials Is possible.

o Presenting (retelling) a short anecdoté&e car lurched across the field, altemately chgsand
being chased by a huge, brown bull.

e Beginning with a quotation:You can do it", they said. "There’s nothing taSkiing is as easy
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as walking. "

e Asking a questionWhat do twelve years of schooling do to your mind?
o Address the reader directlymagine standing on the praines 20,000 years ago.

e Providing a vivid descriptionThe low sky was like a sheet of metal; the fiedded in the
distance, but the presence of the wolves wasaitll

e Beginning with a startling or interesting fattappened quickly. Sixty million buffalo once

roamed the prainies and plains of North America. H389, there were estimated to be only a
few scattered herds.

Each opener presents a vivid but incomplete glingbsehat is to follow. The reader wants to reac
to see the rest of the picture.

Writer's Workshop

Many teachers use a writer’s workshop approachitivatves students in three types of activities:

e Mini-lessons (515 minutes) on a writing concept or skill that@llcertain students can use in
their writing.

o Writing time (36-40 minutes) where students start new compositi@sgarch, revise, or work
with other students.

e Sharing time (10 minutes) where, during the lastténutes of the workshop, students share
their writing in small groups and discuss writinglplems they are having.

The primary focus during each workshop class paddd provide students with blocks of time to
write. The teacher serves as a workshop facilitatoy monitors and gives feedback to individual
students and ensures that each student’s progrebarited. The teacher also ensures that important
skills are taught, and that conferencing with indlial students and among peers occurs.

Presenting and Publishing

The writing process usually culminates in sharind presenting. Publishing in its broadest sense,
means "making public” or sharing with others. Stideshould be given the opportunity to choose
pieces of writing they wish to have presented. pigce that the teacher might select for presemtatio
should be the result of a discussion with the studehe ways of presenting student writing are
numerous: shared reading, bulletin board, indiMithoaks, class/school/city newspapers, student
anthologies, or literary contests. Having a widatdtiance often will lead students to take more care
and pride in their writing. However, teachers sddwdep in mind that some writing is private and
some students will be reluctant to make their wgigpublic. Teachers should be sensitive to
individual student needs, while at the same tinmearaging them to share some of their best work.

A Variety of Writing Experiences

Although the writing process is the starting pdortdeveloping studer’ writing abilities, teacher
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must recognize that students need a range of ymtkperiences to develop as writers. Moffett and
Wagner (1983), Britton, Burgess, Martin, McLeodd &osen (1975), and others have noted that

writing practice and instruction must occur inedst three modesthe expressive, transactional, and

poetic. Students use tle&pressive modedo explore and explain their own thoughts andifgsl
informally. They use th&ansactional modeto report, inform, explain, and persuade. Theythse
poetic modeto create a literary work. Each has a place ialarzed writing program.

Traditionally, high school English courses haveut®d on the transactional and poetic modes to the
exclusion of the expressive. Britton et al. (19&f)ue that the expressive mode is the base for the
other two and, therefore, deserves a higher profil'econdary school classrooms. Young (1982)
captures this in the following diagram.

Transactional Poetic

E.q., repots, essayvs E.q., poems, plays, stories

(Formal Writing) [Formal Yritingg
Expres=ive

E.q., journals, notebooks | diaries
[Perzonal YWiting)

(Young, 1982, p. 80)

Informal writing can easily be incorporated intadgaage arts courses. Just as silent sustainechg
(SSR) is a familiar practice in many classroonmisnsisustained writing (SSW) can be similarly
incorporated. To this end, students can use thewwlg:

e Response journals, which encourage them to rediettrespond to what they are reading,
hearing, or viewing.

o Writers’ notebooks, which encourage them to expéore record their ideas for subsequent
compositions.

¢ Memorandums, which encourage students to respasdmaly to an issue. (E.g., "Write one
page per week on an issue about which you fealgliyoChoose your format. This will not be
graded except for effort. It must be original ant ke responded to in one of two ways
either hand it in for written comments or shaneith the class.")

o Fast writes, which encourage students to incrdeseftuency through timed writing on a
given topic. By putting down whatever comes to mindting as quickly as they can, students

can begin to see their initial ideas and discoveers that can be expanded and developed in
subsequent writing.

o Dialogue journals, which encourage students taactewith teachers as both make written
responses to each other’s entries.

e Learning logs, which encourage students to refiacivhat they have learned in any subject
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area. Logs explore questions such as the followivigat did you learn today? What confused
you? What questions do you still have? What wagthet of the lesson?

In many instances, informal writing need not neagbsbe assessed. Depending upon purposes,
however, informal writing in journals or logs caa éssessed and evaluated. For example, the

following three-point scale can be used:

0 = no entry attempted
1 = a limited entry attempted; incomplete or unclea
2 = a clear, complete, and thoughtful entry.

Whatever form of assessment or evaluation is usadhers need to set expectations. Mechanical
errors will not be the focus of the teaclseresponses but recurrent technical weaknessebenilbte
for diagnostic purposes and future teaching. Easmpl or log entry should be dated and labelled.
The journal or log should be accessible to theesitidr he time when students write in their jouror.

log may vary—at the beginning of a lesson, during a lessonglfisure, once a week, twice a week,
three times a week. As students work with the verimodes—expressive, transactional, and poetic

—-they gain experience with the types of writing theg outlined in the learning objectives and the
carried out in daily living.

Writing Folders and Portfolios

Students’ writing folders are collections of thedents’ in-process writing. During an English

language arts course, students will produce a nuoflmpositions. Some will reflect the entire
writing process but some will reflect only partsitoFor example, a student might begin five didfie

writing pieces. The student might complete the-wréing for all five, but terminate three of them

after completing a first draft. Two other pieceghtireflect the complete revision process. One of
these might be selected for presentation and/alingga

A simple lettersize file folder or a manilla folder can be usedtimre the various compositions as

well as checklists, editors’ comments, and studedtteacher evaluations. Writing folders can be
made from Bristol board or a similar light cardlmhaé@eparate sections can be kept for ideas, notes,
and first drafts; for work in progress; and fordimrafts.

Sample Writing Folder

- folds —

[deas Revise
Motes Edit Final Drafts
First Drafts Froofread

Writing folders play an important role in the lage arts classroom. They are places to sift, aoc
store students’ pravriting notes, drafts, checklists, and feedbacle Tdedback includes graded
compositions
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Writing portfolios are also places where studeats store their writing. They are similar to artists
portfolios-—collections of drafts and of exemplary and polishedk. At termrend or courseend,

students can select from their writing folders thoempositions that they feel best represent their
writing abilities and progress to include in thegartfolios.

One of the major values of writing portfolios igtimvitation they offer to students to assess
themselves.

Self-assessment prompts such as the following can beifsfthe task:

¢ | want to show this to ... because ...
¢ | like this because it shows that | can ...
The strongest aspect of this writing is ...

| spent a lot of time ...

This shows that | am getting better at ...

If I could change something, | would ...

| would now like to ...

A specific improvement over past writing is ...

A skill to work on in future assignments is ...

When portfolios are used as a means of evaluaiguajde should be given to the students so they
can understand how they are being judged. A sasgblef guidelines follows.

Sample Guidelines for Writing Portfolios

1. Select the best public and informal writing yavé. (Public writing is intended for an
audience beyond self.)

2. Place the public writing, all of the drafts, fhee-writing activity (e.g., taped discussion of
small group brainstorming), and your best informeting in the front of your portfolio.

3. Write a onepage explanation of why you selected those padiquibces and what the

selections say about you as a writer. Consider nesges, strengths, areas that have improved,
and areas that still require improvement.

Assessment of Writing

It is important that learning experiences in treesstoom be assessed in an authentic manner. The
traditional grading of papers still has a legitimptace in the English language arts classroom but
should not be the sole means of assessing wriather, continuous assessment should mirror
instruction and be interwoven with it. Continuogs@ssment is vital in order that teachers gain a
clear, reliable picture of how students are progirgsand how well the methods of instruction
address studer needs
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Writing assessment can take many forms and shaké&linto account both product and process. In
process assessment, teachers monitor the proodesits go through as they write. In product
assessment, teachers evaluate studénished compositions. In both types of assessntkatgoal i
to help students become better and more confidatera:

Process Assessment

Teachers watch students as they engage in writingder to determine strengths, abilities, and
needs. Teachers observe in order to learn abalgrsisi attitudes and interests in writing, the gt
strategies that they use, and how students inteiittlassmates during conferencing. While
observing, teachers may ask students questionsasuttow is it going? What are you writing abc
Where do you want this piece to go? This type fufrmal observation enables teachers to make
informed instructional decisions and demonstraiegudents that teachers are supportive of their
efforts during the writing process.

Conferencingis a central means of assessing the writing peodestudentteacher conference is a

meeting to discuss workn—progress. As teachers listen to students talk abotihg, they can learn

how to help students work through the process. #erence can occur at various points of the
writing process. Teachers’ questions can lead stade discuss what they know, what they are
doing, what they find confusing, or of what theg aroud. Teachers should balance the amount of
their talk with the students’ talk and allow thadnts to take responsibility for discussing and
thinking about their own writing.

The key to success in any conference lies in agkiiegtions that teachThe following are
examples:

As students begin to wirite.

o What will your topic be?

e How did you choose (or narrow) your topic?
o What pre-writing activities are you doing?

e How are you gathering ideas for writing?

e How might you organize your writing?

e How might you start writing your rough draft?
o What form might your writing take?

o Who might be your audience?

e What do you plan to do next?

As students are drafting:

e How is your writing going?
e Are you having any problems?
e What do you plan to do next?

AS students revise their wniting.

e How do you plan to revise your writing?
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What kinds of revisions did you make?

Are you ready to make your final copy?

What kinds of mechanical errors have you located?

How has your editor helped you proofread?

How can | help you identify (or correct) mechanieglors?

What do you plan to do next?
After students have completed their compositions:

With what audience will you share your writing?

What did your audience say about your writing?

What do you like best about your writing?

If you were writing the composition again, what egas would you make?

How did you engage in the phases of the writingess in writing this composition?

(Adapted from Tompkins, 1994, p. 375)

Usinganecdotal recordsandchecklists teachers can chart students’ development an@igath
information that will help them determine graded gnality. Anecdotal records provide teachers
with details about students’ writing. Over timegsle records provide comprehensive pictures of the
students as writers. Teachers can use or adaphéuklist on page 97 to assess students during the
phases of the writing process.

When students assess their own writing and wripirtgesses, they develop a sense of responsibility.
In self-~assessmentstudents assess their own writing and decidetwpieces will be shared or
evaluated. As students work through the writingcpss, they may address the quality and
effectiveness of the writing. They may also judighey have met the requirements for the given
assignment. Early in the course, teachers candat® students to the concept of safsessment by
creating a handout with questions such as theviatig:

Sample Selfassessment

Does my composition make sense?

Does it say what | want it to say?

Does it say it clearly?

Can the reader follow my thinking (i.e., my orgaatian)?
Are there any details that need to be deleted? é&zlde
Am | happy with this composition?

What makes this piece of writing strong? Weak?

Students’ reflections and insights are an imporgdernent of evaluation. Most classes, with pragctice
are capable of assisting the teacher in estabyjstwaluative criteria. Teachers should clearly
communicate to students their expectations reggreMaluation. An example follows:

Choose five compositions from your writing foldesfffolio that you wish to submit for
evaluation. Each composition should have gone tiirabe following steps
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Step 1: Prewriting plans
Step 2: Rough draft(s)

Step 3: Edited, proofread, and initialled by a pmesther person

Step 4: Revised and rewritten.

Pagel8 of 36

Work from each step must be submitted. You wilbelssigned/may choose a submission

date.

For printing and copying this template Require AabReader

Get Atmhat}&l

Sample Writing Process Checklist

Student:

Dates

Pre—writing
Can the student identify the specific audience ltonv he/she
will write?

Does this awareness affect the choices the studakes as
he/she writes?

Can the student identify the purpose of the writgvity?

Does the student write on a topic that grows outisther own
experience?

Does the student engage in-pkeiting activities before writing?

Drafting
Does the student write rough drafts?

Does the student place a greater emphasis on ¢ahgmnon
mechanics in the rough drafts?

Revising
Does the student share his/her writing in confezefic

Does the student participate in discussions aldassmates’
writing?

Does the student make changes to reflect the osscéind
comments of both teacher and classmates? If thestichooses
not to incorporate suggestions, can he/she explaynnot?

Between first and final drafts, does the studertersubstantive
or only minor changes?

Does the student proofread his/her own papers?

Does the student help proofread classmates’ papers?

Does the student increasingly identify his/her angchanical
errors?

Publishing
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Does the student publish writing in an appropriaten?

Does the student share this finished writing withappropriate
audience?

Comments:

(McKenzie & Tompkins, 1984, p. 211. Used with pessmn of Indiana UniversigPurdue
University at Indianapolis.)

Product Assessment

Assessment of the process students use when wistofggreat importance in assisting students to
improve their writing; however, the finished compias or product is also important as an indica
of writing achievement.

Product assessment should be based on many difteremia, rather than on mechanics only.
"Teachers, raised and educated in the old tradiiomot easily let go of the belief that they must
correct and grade each piece of writing that teeidents do" (Crowhurst, 1988, p. 8). This

overriding obsession with correction, can underntifeemore fundamental aspects of composing

content and clarity. Intensively marked papers gogemany details, overwhelming and demorali.
the students. Researchers have found that cong&uehcouraging, and frequent feedback, as w
responses that emphasize content and process tlaingust conventions, lead to improved
competency and positive attitudes to writing. Rngisvhat students do well improves their writing
more than does mere correction of what they doybd@achers should focus students’ attention on
one or two areas for concentration and improvement.

When students use the writing process, intensimecton is not as likely to be required. As stug
work through several revisions, they develop a nleoeough understanding of the assignment’s
nature. Students require, then, a thoughtful respérom teachers.

Comments such as the following can help studemts @nd can validate them as writers.

General

Strong writing voice. | can hear someone behind¢heords.

| can picture this.

| know just what you mean. I've felt this way too.

You are losing my attention. Make this part aditthore specific.
Beginnings and Endings

e Strong introduction. It makes me want to read plaiper.

e Your ending came so quickly that | felt I missedngthing.

o Your wrap-up really captured the whole mood of the paper.
e The conclusions seemed a little weak. | felt let/do

Organizatiol
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This was very well organized. | could follow it dgs

| am confused about how this fits.

| am not sure what the focus of the paper is.

How is this connected to the sentence or idea bafdr

This sentence or paragraph seems overloaded. Tob happens too fast and | cannot follow.

Clarnty

e Can you add detail here? | cannot see the whotarpic
e Good description. | could make a movie of this.
Adding some physical description would help metheemore clearly.

Tell me more about this. | need more information.

An example here would help us support your caseswilingly.

The use of dialogue here would help me see thsopemore vividly.

| am not sure what you mean. Let’s talk.

Structure and Language

o Notice that you have a number of short sentences B&an you combine them to improve the
flow?
e This sentence is a whopper! Break it up, please.

o Good word choice. It really captures the esseneehat you are saying.
e Your language seems a bit overblown. | do not lgeartalking and that distracts me.

Usage and Mechanics

Oops-—you changed tenses and confused me.

You switched from the third person to the firstah understand it, but it does distract.

You capitalize words randomly. Let me sit down withu in workshop and show you some
things.
Break your work into sentences so | can more glessaé which ideas are related.

(Tchudi & Mitchell, 1989, pp. 231232. Used with permission of AddiseWesley Educational
Publishers Inc.)

It is common practice for teachers to assign agmadcore to students’ writing products. Forms of
scoring include both holistic and analytic.

Holistic Scoring

Teachers read the compositions for a general imaresind, according to this impression, award a
numerical score or letter grade. All aspects ofahmpositior—content and conventiofsaffect the

teacher’s response, but none of them is speciicddintified or directly addressed using a chetklis
This approach is rapid and efficient in judging @heperformance. It may, however, be inapprop
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for judging how well students applied a specifitezion or developed a particular form. A sample
holistic scoring rubric follows, with scores rangifrom 5 to 1.

Sample Holistic Writing Rubric

5/5 Ideas are insightful and well considered. Thigimg has a strong central focus and is well
organized. The organizational pattern is intergstoerhaps original, and provides the piece
with an introduction which hooks the reader andiearthe piece through to a satisfying
conclusion. The writer has chosen appropriate dedaid established a definite point of view.
Sentences are clear and varied. Word choices ik V¥ihe writer’s voice and tone
consistently sustain the reader’s interest. Iférge errors in mechanics, they are the result of
the student taking a risk with more complex or ioiddj aspects of writing.

4/5 ldeas are thoughtful and clear. This writing haclear and recognizable focus. A standard
organizational pattern is used, with clear intrdgurg transitions, and conclusion. A point of
view is established and a sense of audience is. dlba writer has used appropriate details,
clear and correct sentence structures, and spemfid choices. The writer’'s voice and tone
maintain the reader’s interest. The few errors @chanics do not impede communication or
annoy the reader unduly.

3/5 Ideas are straightforward and clear. This pafaeriting has a recognizable focus, though
there may be superfluous information provided. dtganizational pattern used is clear and
includes a basic introduction and conclusion thotigmay be formulaic or repetitive. The
point of view is clear and consistent. The wordices and sentence structures are clear but
not imaginative. The writer’s voice and tone essihlbut may not maintain, the reader’s
interest. The mechanics show less effort and adtetd proofreading than needed.

2/5 ldeas are limited and overgeneralized but dmioke. This piece of writing has an inconsistent
or meandering focus. It is underdeveloped and lalder organization. Incorrect or missing
transitions make it difficult to follow. There mée an introduction without a conclusion, or
the reverse, a conclusion with no introduction. pbet of view is unclear and there are
frequent shifts in tense and person. The writertstehsuperficial and/or minimal awareness
of the reader. Mechanical errors interfere withrider's understanding and pleasure.

1/5 Ideas are elementary and may not be clear.pi&ce of writing lacks focus and coherence.
The organizational pattern and development ofdpectare confusing. Point of view may
shift in a confusing way. Mechanical errors areratant and interfere with understanding.
The piece must be read several times to make séitséwareness of the reader is not
apparent.

It is important for students to be given evaluatoteria before they begin writing. A coveringtéat
and résumé could be evaluated using the followritgra.

Sample Holistic Rubric for Letter and Résumeé

5/5 Letter and résumé are complete, succinct, freatpf mechanical errors, and properly
formatted.

4/5 Letter and résumé are generally complete budiwg and formatting could be improved.
There may be details missing and a mechanical errtwo.

3/5 Letter and résumé are adequate but appearankele improved. There may be several
mechanical errors. Information may be missing oragessary information may be included.

2/5
Letter and résumé do not make a good impressidheoreader. Important facts have been
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left out or are disorganized. There are a numbenaexfhanical errors.

1/5 Back to the drawing board. The letter and résane incomplete, unclear, and contain
numerous mistakes.

Analytic Scoring

In analytic scoring, teachers read compositionaso on a predetermined list of criteria.

Compositions can be compared to a set standartkanders can diagnose to determine needed
instruction. Although this type of analysis is m@irae consuming than other measures, it does
provide detailed feedback. Diederich’s Scale (193 4he most widely used analytic measure but it
must be used cautiously in order to reflect th&rurasional focus. It is easy to adapt the scale for
specific purposes. The following is an example:

Sample Analytic Scoring Criteria
1-Poor 2Weak 3-Average 4Good 5Excellent

Writer: Reader:

Quality and development ofideas 1 2 3
Organization, relevance, moveml 2 3 4
Style, flavour, individuality 1 2 3 45
Wording and Phrasing 1 2 3 45
Grammar, sentence structure 1 2 3 45
Punctuation 1 2 3 45
Spelling 1 2 3 45
Manuscript form, legibility 1 2 3 45

Total score

(Diederich, 1974, p. 54. Adapted frateasuring Growth in Englisfeopyright 1974 by the National
Council of Teachers of English. All rights reseryed

A sample analytic scoring guide for measuring dpeaspects of a muktparagraph composition is
shown below.

Sample Analytic Scoring Guide

Quality and Development of ldeas (10/25)

When marking the quality and development of ideéasmarker should consider how thoughtfully
and effectively, within the context of the writisguation, the writer:

e communicates and integrates ideas (informatiomtsyemotions, opinions, perspective, etc.)

e includes details (evidence, anecdotes, examplssriggons, characteristics, etc.) to support,
develop, and/or illustrate ideas.

g- lIdeas are insightful and well considered. Thisingithas a strong central focus and exhibits
10 unigue comprehension and insight that is suppdayecharefully chosen evidence.
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Sophisticated reasoning and literary appreciatiereaident.

7— ldeas are thoughtful and clear. This writing hatear and recognizable focus and exhibits a
comprehensive and intimate knowledge of the sulojetter. Literary interpretation is more
logical/sensible than insightful.

5- ldeas are straightforward and clear. This writiag b recognizable focus and exhibits
adequate development of content, although inteapoetis more common place and
predictable.

3- Ideas are limited and overgeneralized but discnithis writing has an inconsistent or
wandering focus and, although it exhibits some bbgraent of topic, ideas are often
superficial and supporting evidence is vague orkwea

1- Ideas are elementary and may not be clear. Thiswgiliacks focus and coherence and shows
little or no development of topic. What is thergeneralized and unsupported, so that there is
little evidence of understanding.

Organization (5/25)
When marking organization the marker should comdidev effectively, within the context of the
writing situation, the writer:

e creates an introduction

o establishes and maintains focus

o orders and arranges events, ideas, and/or details

o establishes relationships between events, idedfratetails
e provides closure.

1

The introduction clearly states the direction¢leay will take and invites further reading. Ideas
are clearly and coherently developed and show agglef critical thinking. The conclusion
logically and thoughtfully completes the essay.

4 The introduction provides direction for the readed the ideas generally focus and sustain the
topic. Ideas are developed clearly and the cormiusifectively completes the essay.

3 The introduction provides some direction for teader and the ideas are usually focussed but
show little imagination. Ideas are clear but makleoherence. The conclusion offers little
insight.

2 The introduction is weak and relates only maigyrta the body of the essay. There is no focus
and the ideas are not clearly developed. The cemiwprovides no real purpose.

1 The introduction, if there is one, does not dbote to a discernible controlling idea.
Development of the topic is meagre or superfidile conclusion, where present, is unclear or
unrelated to the development provided.

Style (5/25)
When marking style the marker should consider hiearty and effectively, within the context of the
writing situation, the writer:

e makes use of diction
e uses syntactical structures (such as parallelistanbe, etc.)

http://www.saske .gov.sk.ce/docyele2C/teactd.html 14/08/2011



English Language Ar2C: Teaching and Learnil Page24 of 36

¢ makes choices that contribute to the creation @fevo

5 The writer has chosen appropriate details arabksihed a definite point of view that enhances
the writing. Diction is clear, vivid, and precisgyntax is varied, effective, and polished. The
writer’s voice and tone consistently sustain treeles’s interest.

4 The writer has established a point of view asérase of audience, and shows awareness of
language and structure. Diction is effective. Synsagenerally effective. The writer’s voice and
tone maintain the reader’s interest.

3 The writer’s point of view is clear and consigtand shows a basic understanding. Diction is
adequate but somewhat generalized. Syntax is Btfargzard. The writer’s voice and tone
establish, but may not maintain, the reader’s @ser

2 The writer’s point of view is unclear and the deoof diction is imprecise and/or inappropriate.
Control of syntax is limited and results in lackotdrity. The writing exhibits superficial and/or
minimal awareness of the reader.

1 The writer’s point of view may shift in a confagiway. Diction is inappropriate and unclear.
Syntax is confusing and results in unclear writidgiareness of the reader is not apparent.

Mechanics (5/25)
When marking mechanics the marker should consioerdiearly and effectively, within the context
of the writing situation, the writer communicatgsdpplying the conventions of:

e sentence structure
e vocabulary and spelling

e grammar, including subjecterb agreement, pronotantecedent agreement, correct and
consistent verb tenses
e punctuation and capitalization.

5 Sentences are correct. Any mechanical errorthareesult of taking a risk with more complex
or original aspects of writing. The writing demaasés a strong command of the conventions of
language.

4 Sentences are substantially correct, with eohg in attempts at more complicated
constructions. The few mechanical errors do noed@pcommunication. The writing
demonstrates a solid control of the conventionamjuage.

3 Common and simple constructions and patternsarect. Errors in more complex or unusual
constructions do not unduly impede understandimigrination is clear despite a faltering in
mechanics. The writing demonstrates a general @looitthe conventions of language.

2 Sentences having uncomplicated structures amdlyslear, but attempts at more difficult
structures result in awkwardness and/or obscuredramication. The writing demonstrates a
limited and/or inconsistent grasp of the convergiohlanguage.

1 The writing exhibits a lack of knowledge in th&ewf sentence structure, usage, grammar and
mechanics. The profusion of structural and meclaheicors make communication very
difficult. The writing demonstrates only an elenagtgrasp of the conventions of language.
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Some Final Considerations

Students need to know exactly what will be evaldi@ed how. Teachers should communicate their
expectations or develop the expectations with thges¢ considering the following:

e Teachers should not feel that they must mark elarytbut they should provide some kind of

feedback for most of the students’ writing. Usihg folder/portfolio system, students should
choose what they will submit for evaluation. Teashset the minimum guidelines (e.g., five
public compositions/three informal compositionsésay journal entries).

e Teachers should communicate their assessment madels well as the methods (e.g., holi

analytic) very clearly at the beginning of the g®uto all concernedstudents, parents, school
administration.

e Teachers should clearly communicate the mark dilmcde.g., the percentage assigned to
of product and process). For some assignments#sichay have the option to weight the
process or product more heavily within aqatetermined range of marks.

e Teachers must balance the marks assigned to wwiithgthe other language strands.

Growth in writing is slow and highly individualisti Effective evaluation depends on teachers clearly
understanding what students can do, assessingisstigeowth, and giving meaningful feedback and
encouragement.

The Conventions of Writing

Good writing requires a host of skills in contesriganization, and style (including the conventioh
written English). The conventions of writing are tipenerally accepted mechanics of language. They
make communication possible. While writers are gbweonsciously or unconsciously attending to
the mechanics, they are most often focusing on tihdime revision stage, particularly during
proofreading. During this stage, students attertiédollowing:

o form (e.g., paragraph, essay)

e sentence structure (syntax)

o word choice (diction)

e usage

e spelling

e punctuation and capitalization

e appearance (e.g., spacing, indentation, page ngmipeality of handwriting).

Students need to understand that readers expé¢ginceonventions in writing. Surface errors distrac
the reader. A good revision guide, one that incuel#iting and proofreading criteria, is a start.
Students need to understand how the guide cart Hesis.
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Sometimes, students will need to learn about agodatt convention. Instruction is most effective
when it is provided at this point. Some instructt@m be given in mini-lessons to groups of students
who have a common need. Some instruction can algmven in individual conferences as teachers
help students with their writing.

Form

Form is basic to all writing. During writing, idease given shape and structure. Students need to
understand the various formats available to thethusrderstand that purpose dictates the format of
each composition. Clear, practical instruction prattice with many models help students
understand the range of writing forms availabléhtm.

Prose Forms
The following list illustrates the range of prosems:

Description:
paragraph, essay, character portrait, or sketch

Narration:
paragraph, essay, anecdote, short story, diargnahlbiography, autobiography, fable, parable,
myth, legend, personal letter

Exposition:
paragraph, essay, report, article, character stedgarch paper, news story, newspaper column,
business letter, review, memo

Persuasion:
paragraph, essay, brief, editorial, letter to ttikoe, review, column,

In prose forms, the basic unit of organizatiorhes paragraph. Paragraph structure varies with the
type of material. For example, journalistic publioas such as newspapers use a particular format
with very few sentences in each paragraph. Dialaguarrative text dictates another format. The
beginning and ending paragraphs of an essay catetcanother format. Although there is no
absolute standard for paragraphs, prose has oeetedgjuality--all sentences in a paragraph must
have some meaningful relationship with one another.

Students should learn the basic elements of a Ephdi.e., topic sentence/main idea, supporting
details, and concluding sentence) and the differeethods of development. These include
chronological, spatial, and logical order (incluglitsting, comparison-contrast, cause-effect,
definition, and problem-solution). Students shdauddcapable of organizing their ideas in each of the
various patterns.

Students should also understand that purpose ctatalthe organization of paragraphs. For exar
the journalistic "inverted pyramid" differs fromelusual expository pattern. The next page contains
illustrations of several paragraph types.

News Story Paragraph Form
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Headline

Summary Lead
details

decreasing
in impotance

Descriptive Paragraph

Topic Sentence: Gives the main impression of the scene, objeqigoson.

Give the sensory details that lead to the main @sgion. These details are

Supporting Details usually arranged in a logical, spatial sequenag,(Bp to bottom, left to right

Concluding

mmariz r emphasizes the overall impression.
Sentence: Summarizes or emphasizes the overall impressio

Narrative Paragraph

Narration differs from description (although deption may be
| Title | embedded in narration).

Paragraphs can be used for special purposes.

details
increasing

i Inperiancs A paragraph, consisting of only two or three secésnmay be

used at the beginning of a longer essay to intredie topic.
Climax

In narration, the direct speech of a characterlshoccupy a
paragraph by itself.

Expository Paragraph

Topic Sentence: Gives the main idea of what you are explaining

Supporting Details Support the main idea and are usually arrangedcchr@nological order or in
order of importance.

Concluding Restates the main idea, summarizes the detaksnphasizes the important
Sentence: idea.

Persuasive Paragraph

Topic Sentence: States what the reader should do or believe.

Supporting Details Give the reasons for doing or believing the togictence. These details are
usually arranged in a "persuasive” order (e.gvitgpthe most persuasive
reason until last).

Concluding Restates or summarizes the argument.
Sentence:

Essays

The essay is a prose form with which all studehtaikl become practiced. An essay usually be
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with an opening paragraph which states the toptbesis, a body of one or more paragraphs which
provides evidence or proof, and a concluding palymwhich sums up arguments and relates to the
thesis. The following describes one essay format:

Paragraph 1 (Introductory Paragraph): This contammtroduction to the problem or issue and a
statement of the thesis. The first paragraph alskesimention of the key supporting points to be
developed in order to prove the thesis.

Paragraph 2: The second paragraph explores antbgs\vbhe supporting point mentioned first in the
introductory paragraph.

Paragraph 3: This paragraph explores and devébepsupporting point mentioned second in the
introductory paragraph.

Paragraph 4: This paragraph explores and devdiepsupporting point mentioned third in the
introductory paragraph.

Paragraph 5 (Concluding Paragraph): This is a csrarh that sums up the evidence presented in the
body of the essay and reaffirms the thesis.

Students may wish to expand the body of the essmclude more than three paragraphs. Each
additional paragraph should logically follow andrel®p the thesis under consideration. Students
should use transitional devices to show the cdicgldetween paragraphs.

Poems

Besides prose, students may write poems. The folpare examples:

« lyrical poems including free verse, songs, cingsiahaiku, tankas, odes, elegies, sonnets
¢ narrative poems including limericks, ballads, egesoof epics
e dramatic poems including monologues, soliloquiéspdue.

Plays

Students might also wish to try dramatic writingpeTrollowing are examples:

e monologues and dialogues
e scenes from a play
e one-act or fulklength plays.

Sentence Structure

The study of language, its elements, and its nasuae important component of a language arts
program. Grammar and usage cause endless conydlsinside and outside the classroom. Much
of this controversy stems from the misunderstandingrms and their associated concepts. Grar

is perhaps the least understood term. Grammairtiscnocalled good English, nor is it the abstract

study of parts of speech. Certainly grammar istm@tmechanical aspects of composition (i.e.,
punctuation, capitalization, and spelling). Gramnmaits broadest sense, is the study of the way
language works. Two aspects of the grammar of Engliat students need to understand are ser
structure (syntax) and usa
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"Language continues to develop through the usar@fuage, not through exercises in naming of
parts" (Sanborn, 1986, p. 74). Diagramming senteaod learning the names of the parts of speech
do not improve students’ writing or reading butstieal instructional time from meaningful language
activities.

Secondary school students should have a good uadénsg of English syntaxthe principles of

sentence formation. If students lack this undestay) it is important to take time to teach the
essentials.

Discussing and modelling sentence structures can:

o make students aware of the sentence patternsxisatrethe English language

e give students a vocabulary for talking about eleimehlanguage and for talking about their
specific writing problems

¢ help students use word order patterns to make mgasi they read even if they do not
understand all of the vocabulary (e.g.,"Jabberwdcky

e expose students to the many possibilities of Engisitax beyond the basic structures.

Sentence Concepts

Secondary Level students should understand thdidBrignguage sentences are based on common
"kernel" sentences. There are three basic senfaiterns (common kernels) in English:

e SV (SubjectVerb): Subject and intransitive verb
Trevor dnves. He works.

e S-V-0 (SubjectVerb-Object): Subject, transitive verb, and direct objec
The dnver delivered the pizza.

This pattern is sometimes complicated by the irmef an indirect object (e.g7revor told his boss
a story) and by object complements (e.§he pizza made Trevor famus.

e S-LV-C (SubjectLinking Verb-Complement): Subject, linking verb, and predicatamor
predicate adjective

Pizzas are ltalian. Pizzas are nutritious.

About thirty percent of English sentences can hssified as SV; 40-45 percent as-%-0O; and
about 25 percent as-BV-C (Hook & Evans, 1982, pp. 25252).

The basic English sentence patterns can be expdydediding qualifiers/modifiers (words, phrases,
or clauses). For example,

Basic sentencelie pizza cooks.

Qualifiers:
What kind? large, pepperc
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How? quickly, to a crisp
Where? in the oven
Why? so it can be delivered

Expanded So it can be delivered, the large pepperoni piazxaes quickly to a crisp in the
sentence: oven.

Basic English sentences can also be transformetpl&itransformations include:
o Negative ("not" or "n’'t" and an auxiliary verb areserted)
Pizzas are not junk food.
o Imperative ("you" becomes the subject)
Eat the pizza.

e Question

Type 1: YesNo; subject and auxiliary verb are switched

Did the pizza get delivered?

Type 2: "Wh" word (who, what, which, when, wheréhyyor "how" and an auxiliary verb are
inserted

Why do people like pepperoni pizza?

e There ("there" and linking verb are inserted)
There are nutritious pizzas.

o Passive (the subject and direct object are switelneidhe main verb is changed to the past
participle)

Pizzas are delivered daily by dnvers.

Complex transformations include:
¢ Joining (two sentences are joined using conjunstguch as "and”, "but”, "or")

Anchovy pizzas are popular. Pepperoni pizzas geeifan Anchovy and pepperoni pizzas are
popular.

« Embedding (two or more sentences are combined lnedding one into the other)

Pizzas are food. Pizzas are nutntious. Pizzasaaratntious food.

Sentence Combining
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Sentences can be combined for variety. Mellon (1,99 Hare (1973), and Strong (1986) found that
students could increase their syntactic fluencywanting ability when introduced to sentence
combining activities. Studies show that sentenceelzoing can "lead to fewer excessively short
sentences, to a reduction in the number of ‘@sedtences, and, perhaps most importantly, to aec
indication of how ideas are related" (Hook & Evab@32, p. 254). In addition, sentence combining
involves a minimal use of terminology. Some examsitdiow:

Tom found a wallet. The wallet was old and tattered

Tom found a wallet that was old and tattered.

John is a fireman. John fights fires.

John who is a fireman fights fires.

OR

John, a fireman, fights fires.

However, teachers using sentence combining nekd tareful that students do not always equate
longer, often extraordinarily complicated, sentenegh"better” sentences. Students need to exa
their ideas and not just the number of words ieragence.

"A basic aim of intelligent sentence combiningasitake good sentences, not merely long ones. It
follows that ‘decombining’ may be at least as intpot as putting sentences together" (Strong, 1986,
p. 18).

Using students’ own sentences as much as pos&hlehers can explain the rationale behind
sentence combining and the appropriate punctuégiocombined sentences.

Sentence Errors

Writing requires an understanding of certain secgezonventions. It demands that students
consolidate ideas through-ewrdination and subordination, and generally sta¢é ideas as clearly

and succinctly as possible in an appropriate otdaxwell and Meiser (1997) identify the major
sentence problems of Secondary Level students as:

trying to say too much in one structure, thus angaad tangled, confused sentence

writing a series of short, choppy sentences whieluaconnected and often redundant

including more than one main idea, thus making ¢hetionship between ideas unclear

writing non-sentences or fragments.

Other common sentence errors that cause studentieprs include:

e vague pronoun reference

e Wrong or missing preposition
e« comma splice

e tense shift

e unnecessary shift in person
e Wrong tense or verb form
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o lack of subjectverb agreement
e pronoun agreement error

o dangling or misplaced modifier (Connors & Lunsfot888).

Additional errors are related to punctuation (eng.comma after an introductory element; no comma
in a compound sentence; no comma in a-nestrictive element; possessive apostrophe eaok; df

comma in series; unnecessary comma with restrieleent) or word choice (e.g., wrong word,
its/it’s).

Most errors can be talked about, understood, amgéaed with a minimum amount of terminology.
For example, a sentence fragment is lacking a l@yient; to change a sentence fragment into a

complete sentence, add whatever is misstagsubject, a verb, or both.

The important thing to remember is that teacheosiishaddress the specific errors that each student
is making. Teachers can use student samples taiexgid clarify common student problems with
sentence structures.

Sentence Style

Finally, students should learn to attend to stiglistements of a sentence (Parker, 1982, 1990;
Larock, Tressler, & Lewis, 1980). For example,

Conciseness

¢ Avoid wordy sentences. Eliminate unnecessary wangdsexpressions.
¢ Avoid over-using "to be", "which", "who", "whom", "that", "if"'this", and "there".
o Always use precise and concrete words.

Forcefulness (Emphasis)

e The strongest positions in a sentence are the miegimand the end.

¢ Single words and short phrases can also be eféeictimid-sentence; sometimes they are set
off by punctuation, and sometimes not.

e An existing single word or phrase can often be sémmed for greater emphasis.

Variety
There are a number of ways of adding variety téesees, including:

¢ length (short, long; avoid too many short, choplpgby" sentences)
¢ structure (simple, compound, complex, and compecohplex)

e purpose (declarative, interrogative, exclamatorynmperative)

o arrangement (loose, periodic, parallel, balanced,iaverted).

Style is a difficult writing quality to define and, to a large degree, idiosyncratic. For experenc

writers the connection between style and "voicgjhhdictate that a certain type of sentence be
used—a preponderance of short sentences, for exampleetr, teachers should help students to
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develop their individual styles in various waysluttng working on sentence varietya critical
element in writing style.

Word Choice

Effective writers can communicate clearly with aefal choice of words. Although good word
choice is partly a matter of preference, and tleees$tyle, students should understand that certain
choices will help them communicate their ideashtrtreaders.

The tools for this search for words include a gdmtionary and a thesaurus. Students should be
encouraged to consider context as well as thevialig:

o whether they have chosen the precise word to cothelymeaning (ambling, striding,
walking)

o whether they want to use concrete descriptiondsiract concepts (a specific example of
beauty or the abstract term "beauty")

o whether they want to use vivid imagery or plainaigthtforward descriptions

o whether they want to use words figuratively or spirdally.

In addition, students should learn to recognizehés and triteness, and to avoid them.

Usage

Language usage is another important aspect of gaanitrefers to a person’s form of expression

choices of words and structures in both speakinivaiting. In different social situations, a person
adjusts usage so that language varies accordiogrpmse, context, and intended audience. Usage is
what is acceptable in a particular situation. Theeeno hard and fast rules of language usage but
there are ranges of uses appropriate to varyingtgins. Students should be sensitive to these
situations and be comfortable and confident inrdeit@ng their audience, purpose, and situation, as
well as the appropriate style for these variables.

Some suggestions for student activities follow:

o Give students situations to explore. For example:

1. Yourfamily car has coasted across the dock armlthg lake. Y ou were in charge of it

when the accident happened. Three different audeae very interested in your short,
written account of the incident:

o aparent
o the insurance comparny
o your friend who left a new CD player in the car.

Wiite an explanation for each interested party. @gpropriate languagér oronto Board
of Educatiol, n.d., p. 95).
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2. Describe a possible audience for each of the fafigvsentences. What particular words
in each sentence suit the audience you chose?

o "My landlord, Harold P. Jones, demands that | pay ment immediately or face
eviction.”
o "Old Jones told me to cough up or ship out.”

o "Mr. Jones wants his rent money now, othemwisd fte me to leave.”
(Toronto Board of Education, n.d., p. 96).

¢ Help students understand the range of "appropeatrfound in the language. Language

differs in register according to the writer, thegase, the audience, and the subject matter. For
example:

Casual: a conversation, a diary entry
Informal: a class discussion, a personal diary
Fairly formal: a news report, a formal essay
Very formal: a lecture, a technical report.

o Help students explore the varieties of usage fawititin a classroom, community, or region. It

should be pointed out that speech dialects diifeoaling to region and social group, and that
even "standard" English allows for a variety ofegm@ble speech. Spoken and written lang
are somewhat like fashion. They are a matter o sty

If we spoke as we write, we should find no onésteri, and if we wrote as we speak, we
should find no one to read. The spoken and theéamrianguage should not be too near toge
as they must not be too far apat S. Eliot).

o Help students learn standard usage. Hook and Et882) summarize the most common
usage items on which a teacher might focus:
o verb agreement in number (chiefly the forms of "aetl "have")

o past tense and past participle forms (about 43 jgaich as "savseen” and "took
taken")
o compound subjects involving pronouns (e.g., "Steelamere”; "He and Judy were")

o pronouns as objects of verbs, prepositions, anol®fe.g., "saw Lois and him", "for |
and me")
o adjective wrongly used as a modifier of an actierbe.g., "The engine runs good.")

o double subject and double negatives (e.g., "Bilbesn’t have none.") (p. 292).

Other "abusages" for consideration might be: aoyways, could of, irregardless, off of, real
(as an adverb), reason is because, and youse. plusems should be addressed when they
occur in real contexts rather than addressed througmorization of rules, drill, or discrete
exercises. A school staff might decide those itdrasneed to be stressed.

o Capture students’ interest in language by discgssiich variations as slang, jargon, adspeak,

miligab, bureaugab, technogab, and poligab. Thased fascinate students because of their
deliberate distortions. Teachers do not need thtdeese language variations directly, but can
show students the uses and limitations of thesewsaforms. Students can also discover that
some people, often teenagers, deliberately chomts® mse standard English to dista
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themselves from mainstream society.

Spelling

Spelling plays an important role in communicatihgotigh the written word. Students need to realize
that spelling errors detract from their overall sagge and that society, in general, is less tolerant
poor spelling than of any other problems with |aanggeL

When students are uncertain about a correct sgetiey need to be aware of the options that they
have, including:

checking a word visually
using a dictionary

using a spelicheck program on a computer

asking a good speller.

By far the most effective way of learning to spelproofreading one’s writing. Students can become
more effective spellers by:

e checking their own and others’ writing carefully &pelling

¢ analyzing their own spelling problems, groupingnthia patterns (e.g., pneumonia, pneume
and describing their own spelling rules
o keeping a list of their own demons and periodichfying a peer dictate this list

e noting soundalikes (e.g., their/there/they're) and leakkes (e.g., then/than) but learning
them within an appropriate context
¢ learning at least three basic spelling rules:

Rule I: dropping the final "e"
Rule 2: doubling the final consonant
Rule 3: learning about "ie" and "ei"

o carefully pronouncing words (e.g., accept/except)
e using mnemonic devices (e.g., "statori where the "e" stands for envelope)

o developing a way of studying new words (e.g., exeynpronounce, make associations, cover,
write, check).

Punctuation and Capitalization

The purpose gbunctuation is to help the reader understand the writer's nmgariror example, "I
left him convinced he was a fool" is not the saméldeft him, convinced he was a fool". A diffeten
intent is conveyed by each of "She is there no®he'is there now?" and "She is there nc
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Variations in punctuation may result in differengesneaning, lack of meaning, or different
emphasis.

Most punctuation marks are written substitutedritonation-—visual symbols that have develope(

substitutes. Some punctuation marks, such as tbasd in the business letter, are dictated by
custom. Students need to know the basic functigguattuation marks and their "customary" uses in
writing.

Marland (1977) recommends that punctuation be taliglfunction, including:

o the seven ways of marking off a "sense group"ctirama, the semicolon, parentheses, the
period followed by a space and uppease letter, the paragraph indentation, the spasigs
for section divisions, the chapt@nding space

o the three ways of marking interruptions: a paicainmas, a pair of dashes, a set of parentl

« the different ways of showing that a word has be@mowed or is being used in a special way:
underline, quotation marks, italics, or boldface.

Capitalization is closely related to punctuation. It is alsognai to the reader. A capital letter, for
example, announces to the reader the beginninghefvasentence, a title, a name, a day, a month, a
place, a holiday season, a direction, a schooksulpr a language.

Students can learn to punctuate and capitalize by:

o editing and proofreading carefully their own anditlpeers’ compositions

¢ learning during mintlessons the purpose and history of the punctuatiarks (e.g., the teact

places text on a transparency, omitting all purtcdnaand capitalization marks, for students to
discuss and punctuate)

o referring to a handbook

o working on trouble spots with the teacher or a ffegy., the semcolon is equal in value to tl
comma plus ceordinate conjunction: ; =, + and)

e preparing a punctuation and capitalization rulestch

o writing "la dictée" (i.e., transcribing accuratelydictated selection using correct spelling and
punctuation).

A variation of this last strategy would have thadeer distributing unpunctuated and uncapitalized
copies of a composition. Students correct theiya@pthey listen to the dictation and then compare
their copy to the original.
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