PR s N e e

DOCUNMENT EESUNE

N . e
ED_143 020 - ' __Cs 203-567 - - ——
AUTHOR Cooper, Charles R.; 0Odell, Lee '
TITLE Fvaluating ertlng"ﬁescrlblng, Measurlng,
: Judging. ’
INSTITUTION National Council of Teachers of Engllsh, Urbana,
. Ili. {
PUB DATE 77 S _
NOTE 163p. g
. AVAILABLE FROM National Courcil of Teachers of English, 1111 Kenyon
T T T TR - Road, Urbana, Illincis 61801 (Stock No. 16221, $5.75
] non-member, $4.50 member) - - : -
e ‘EDRS PRICE MF-$0.83 HC-$8.69 Plus Postage.
“. -—-DESCRIPTORS —*Achievement Gains; *Compositior (Literary);
] _ *Composition Skills (Literary); Computers; *English
t » Instruction; *Evaluation Methods; Higher Educationg

Evaluation; Rating Scales; Research Scorlng,‘ g __ﬂ;

Secondary Education; Self Evaluatlon . ) v

ABSTRACT - . ) )

The purpose of this book is to-provide a

comprehen51ve summary of current information on describing writing .

and measuring growth in writing, intended to help teachers decide

which aspects of the process and the product to examine, how to

determine a writer's specific instructional needs, how to measure

growth in urltlng ability, and how to involve students in the

evaluation of writing. Separate articles discuss the following 4

topics: various approaches to holistic evaluation, with particular B

attention to analytic scales; a new holistic sccring procedure, i

. | Primary Trait Scoring, developed for use in a nation-wide assessment j

/,//J of writing performance; ways in which the computer can be used tQ. R
]
i

k
*Measurement Techniques; Needs Assessment; Peer .. !
4
]
]
1
i
1
1
i
:
i
1

characterize maturity of word choice in students' papers; new and"
unpublished research that affirms earlier findirg by Kellogg Hunt

and Frarcis Christensen about the development of syntactic fluency 1nm_ )
school~age writers; a procedure for 1dent1fy1ng the basic S
intellactual strategies writers use in formulating and presenting . S
their ideas and feelings; "and three ways to iifivclve students in S, '«4
evaluation--individualized goal setting, self-evaluation, and peer |
..,evaluation. (GW) :

-

!
~ A oo oK o e Ao K R sk 3k o R o o R R o K R okt o o o oK R oK K koK oK K KR oK koK Rk koK ok kol ok R Kok K KRk ok oK KoK KoK
) * sDocuments acquired by ERIC include many informal unpublished *
* materials not available fiom other sources. ERIC makes every effort *
* to obtain the best copy available. Nevertheless, items of marginal ¢
,Af'reproduc1b111ty are often encountered and this affects the quality #
* of the microfiche and hardcopy rerroductions ERIC makes available *
* *
*
*
*

via.'the ERIC Document Reproductlon Service (ELRS). EDRS is not
* .responsible for the quality of the original document. Reproductions

* supplied by EDRS are the best that can be made from the original.
AR AR AR K KO B R R RORoR OK K OR SR R 8 KR oK KRR KKK R R KKK K Kok R ROR KR K ROR K KRR K




. L o ) EOUCATION h .

THIS DOCUMENT HAS BEEN REPRO-.
Fq ‘DUCED EXACILY AS RELEIVED FROM
" et e e~ —~THE-PERSON OR ORGANIJATION ORIGINe
ATING IT POINTS OF VIEW OR OPINIONS ~.
¢ 'STATED DO NOT NECEYSARILY REPRE.
SENT OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION DR POLICY

EVALUATTNG WRIT[NG B
Descnbmg M/easurmg Judging -

., 'PERMISSION TO REPRODUCE THIS
SR ' [ MATERIAL HAS BEEN GRANTED 8Y

' / National Council of . _
Teachers of English
/

TO THE EDUCATIONAL RESQURCES
INFORMATION CENTER (ERIC) AND
THE ERIC SYSTEM CONTRACTORS

<. >
/ v

©

| Charles R Cooper+ Lee Odell

'
"
f

LN .
[ -
' .

\:\ Fd i State University of New York at Buffalo




ISBN 0-8141-1622-1

-~

NCTE EDITORIAL BOARD Charles R Cooper, Evelyp M. Copeland, Bernice E. Culli-

nan;, Donald C. Stewart, Frank Zidonis, Robert F. Hogan, ex officio, Paul O'Dq’a, ex officio:

STAFF EDITORS Carol Schanche, Kathy Roos
BOOK DESIGN Larry Clarkson

NCTE Stock Number 16221

United States of America. '

© 1877 by the National Council of Teachers of Engiish :\H rights reserved. Trinted in the

|
|
Library of Congress Cataloging in Publication Data
Main entry under title: -
Evaluating writing. i
i
Bibliography: p. ! .
1. English language—Ct%mposition and exercises—
Ability testing. 2. English Janguage— Rhetoric—Ability
testing. I Cooper, Charles Raymong, 1934-
1L Odell, Lee. O
PE1404.E9 808°.042'076 - 77-11991

t .
1 - |
L

¢
‘

ey

Y
P




-

'Lh §

N

-

CONTENTS:

.
sl e

INTRODUCTION

HOLISTIC EVALUATION OF WRITING
Charles R. Cooper
State University of-New York at Buffalo

PRIMARY TRAIT SCORING

Richard Lloyd-Jones -
Uiiversity of Iowa

COMPUTER-AIDED DESCRIPTION OF MATURE

* WORD CHOICES IN WRITING

Patrick. J- Finn
Stg.te“Umversnty of New York at Buffalo

"EARLY BLOOMING AND LATE BLOOMING

SYNTACTIC STRUCTURES
Kellogg W. Hunt
Emeritus, Florida State University

MEASURING CHANGES IN INTELLECTUAL PROCESSES
AS ONE DIMENSION OF GROWTH IN WRITING

Lee Odell

State Umversnty of New York at Buffalo

INDIVIDUALIZED GDAL AETTIN(, SELF-EVALUATION,
AND PEER EVALUATION -

Mary H. Beaven

Virginia Commonwealth University

v

91

107

135



oo e fem s

e B e

. N :0/
. The purpose of this book is to provide a comprehensive summary of the

N [

..//

best current information on describing writing and measuring growth in ‘/
writing. The authors have tried to keep in mind t}}e concerns of research: T
ers and curriculum evaluators and of teachers in'secondary scliogls n{
colleges. We hope the information we present here will help sole Some
of the complex and perplexing problems of evaluating the writing perfor-
mance of secondary school and college students. .

Early drafts of each chapter were prepared as papers for the Confer-

.ence on Describing Writing and Measuring Growth in Writing held prior ‘. '

to the 1975 San Diego Annual Convention of the National Council of
Teachers of English. The conference was planned and cochaired by the

. editors of this book.

l
At the conference and later in revising the papers, we attempted to
answer these questions:
1 When we describe writing and measure students’ growth in writing,
what should we look at? Should we examine only the written pro-
duct? Should we examine the processes or strategies which generat-
ed that product? In either case, what facets of thie product, what
.aspects of the process should we examine when we descnbe/mea-
sure so complex a thing as growth in writing? :
How can we find out how well an individual performs at a certain
stage in his or her development as a writer? To ask it another way:
How can we determine precisely what a writer is doing and not
doing so that we can plan efficient, focused instruction?
How can we measure growth in writing ability over a period of .
_ time?

4 ‘' How can we involve students in the evaluation of wntmg?

3
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A§ aresult of recent developments in theory and research findings, we
discovered that we could answer these questions with some confidence.
We knew at the outset that we wére-inwilling to settle for the kinds of
information provided by published standardized tests of writing because
we ¢ did-not bel{eve they assessed students’ ability to compose for different
- ‘purposes and audiences. During our interactions at the conference, and
later in revising our papers, we were relieved and pleased to be able to
affirm that valid evaluatlons of writing performance are possible. Such
evaluations are time-consuming; but for reasons we shall explain, they are
greatly preferable to standardized tests that purport to measure writing
ability. | .

The specific contributions of the aathors follow:

o Charles Cooper reviews various approaches to holistic evaluatlon,

giving partlcular attention to analytic scales.

o Richard Lloyd -Jones presents a promising new holistic scoring
procedure, Pmm Trait Scoring, which was developed for usein a,

nation-wide assessment of writing performance.

e Patrick Finn escribés how the computer can be used to ci)aracter-
ize maturity lof word choice in students’ papers and 1nc1dentally

" raises a number of interesting questions about word chox'ce

© Kellogg Hunt|reviews some new and unpublished research that af-
firms his and Francis Christensen’s earlier findings about the devel-
opment of syhtactic fluency in school-age writers. ° 1

e Lee Odell outlines a procedure for identifying the basic intellectual

strategies writ‘ers use in formulating and presenting their ideas and

. feelings.

. ® Mary Beaven presents a careful critique of three ways to involve
students in evaluating: mdmduahzed goal setting, self-evaluatlon,

and peer evaluation. " s
Conspicuously absent from this list of a.'tlcles is any extended dlscus-
sion of standardized tests of writing. Although widely used, standardized
tests measure only editorial skills—choosing the best sentence, recogniz-
ing correct usage, punctuation, and capitalization. At least for this reason,
tests are not valid measures of writing performance. The only justifiable
uses for standardized, norm- -referenced tests of editorial skills are for pre-
diction or placement or for the criterion measure in a research study with
a narrow “‘correctness” hypothesis. But even their use for placement is not
as valid as a single wrltmg ‘sample quickly scored by trained raters, as in
the screening for Sub]ect A classes (remedial writing) at the University of
California campuses. In instances where a writing sample is impossible to
obtain for tentative placement or exemption, we would prefer a simple

verbal ability measure like the Scholastic Aptitude Test verbal section _

< over a standardized test of editorial skills.

©
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Many of the de;crlptl\?e procedures and measures described in the
chapters in this book will yield scores that'can be treated just like the
scores obtained from standardlzed tests, but they are more valid in that

., they are bhsed on actual preces of writing, on some writer's real perfor- "

%
LA

- mance g o i

In decndmg how to use these procedures and measures, one musthavea
comprehensivé view of the various uses.of evaluations and an understand-
ing of certain important terms: writing products, writing process, ‘reliabil-

‘ity, and validity.

Writing evaluations have at least these uses:

Administrative

‘1 Predicting students’ grades in English courses.
2 Placmg or -tracking students or exempting them from English
. courses. .

a
e

3 Assigning public letter or number grades to partlcular pieces of .

writing and to students’ work in an English course.

Instructional
4 Making an initial diagnosis of students’ writing problems.

5 Guiding and focusing feedback to student writers as they progress ]

~ through an English course.. .

“@

Evaluation and Research
- 8 Measuring students’ growth as writers over a specific time penod
7 Determining the effectiveness of a wntmg program or a writing

- teacher.
8 Measurmg group differences in Wrmng performance in com-
parison-group research. S - E

9 Analyzing the performance of a writer chosen for a tase study

10 Describing the writing performance of individuals or groups in
developmental studxes either cross -sectional or longxtudmal in de-

sign.

11 Scoring writing in order to study possible correlates of wrrtmg per-

formance. c ¢

Some of the measures deccrrbed in this book will serve several of these
uses, but some have quite limited and particular uses. For example, the

most efficient measure for prediction or placement may not be the best ’

measure for growth. The best measures for diagnosing a writer’s perfor-

mance at the beginning of a course will not necessarily be the best for

determining amount of growth during the course, although the two sets of

measures might overlap Consequently, we think itis critical for teachers,

researchers, and cumculum evaluators to knoy why they are evaluating
before they choose measures and procedures.

. L
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“Finally, we would like to offer definitions of the crucial terms for dis-
cussing evaluation. = - . Co-

. Writing Products. Writing occurs in many different forms. Further,
pieces in the same form can have quite different purposes or audiences,

and the writer can be using different p‘é)'sonagt When we talk about teach-

ing writing or describing writing, we have to'be very careful to include in ]
writing all kinds of writing that people do out there in the world, not just . S
the one o;,tho kinds which are of traditional interest in secondary schools

or colleges,'like t.ﬁe essay about the literary work or the fiveparagraph
theme. By writing we mean;at least the following kinds of written dis-
course . - S n Iy .

dramatic writing . .
dialogues, scenes, short. plays : »
Socratic dialogue .
dramatic monologue

.~ interior monologue +
sensory recording
reporting  °

observational visit
interview . T 4/—_“*“{
reporter-at-large #

.~ case study :
profile., . e

generalizing and theorizing

.. essay about the literary work -~ . s
. expository essay on firsthand or researched information.
. ‘= - _ research

(from lower-order, primary documents; not from textbooks,

summary articles, or encyclopedias) . e .

personal writing
journal, diary, log ‘ o

. commonplace book .o

personal letter

autobiography

firsthand biography

firsthand chronicle

poelry ,

prose fiction

. business/practical

Jpersonal resumé and job application

forms :

technical reports

giving instructions Y

explaining a process. /

memo v /

LN




" Introduction '

business letter™-.
———communicating technical information
requesting information :
. transmitting a report \\ ’

ject; planning the particular piece (with or'without hotes or outline); get-
ting started; making discoveries about feelingg, values, or ideas, even
while'in the process of writing a draft; making continuous decisions about
diction, synta, and rhetoric in relation to the intended meaning and to the
meaning taking shape; reviewing what has accumulated, and anticipating
and rehearsing what comes next; tinkering and reformulating; stopping;
contemplating the finished piece and perhaps, finally, revising. This com-
plex, unpredictable, demanding activity is what we call the writing pro-
cess. Engaging in it, we learn and grow. Measurement plans for instruc--
tion or research should not subvert it. P
Reliability:-If a measure or measurement scheme is reliable, it is fair to
, writers, permitting them to demonstrate what they can really do, For pur-
‘poses of a quick tentative screening or placement decision, we need-only
sk a writer for one piece produced under the best conditions we can
arrange. However, from previous research we khow that either’acompre-
hensive description of writing performarice ar a reliable rank ordering of -
airoup of w%v\riters can be achieved only: by asKing for moré than one piece
of writing on more than one occasion and then involving two or more

Writing Process: Composing invol,;és‘ e:gl‘okring and mulling over a sub-

" . people in describing or rating each piece. Even then, we have reliable

measyrement 'of writing ability in only one n‘u')de‘f To test ability to write
«n different modes (personal narrative, explanation, dramatic dialogue,
reportage, prose fiction) or to write for different purposes (explanation,
persuasion, expréssion), we need multjple pieces on multiple occasions.

~ As an examplé, we know from previots research that syntactic patterns
vary from mode to mode, and further, that the best writers display the
most variation. - : . :

Validity: If a measure or measurement scheme is yalid, it does what we

say it is doing. We want to insist on a careful distinction between predic- -
tive validity and two other kinds of validity, content and construct validi-
ty. If a measure has predictive validity, then it predicts performance at
some time in the future or it correlates well with some criterion, say
grades earned i English, or it permits an approximate grouping or place-
ment. If a measure has content validity, then it is an appropriate measure

for a particular writing program. It actually mea}’sur&s \vyhat writers-have—
been practicing in a.course or program. If a measure} nstruct validi- :
ty, then it actually measures the cousW erest, in this case, writing
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ability or wiiting performance. We assume that teachers and researchers
are, primarily\concerned with content and construct validity. Predictive
valitlity is of Interest primarily to makers_of standardized tests. .
Abbuut content validity we ask: Does a giveh measurement scheme real-
" ly permit writers:to demonstrate what they have achieved in a course ok
LN .+ Dprogram?, N o O
\, About constructvalidity we ask: Does a given n_leasuremerif'sc/if?n%
\really permit a description of writing or the use of writing strategi ,
" the scheme faithful to our best current information about the writing pro-
cess, the writer's strategies, and the.universe of -written discotrse?
We want to conclude by insisting that there is no mechanical or techni-
cal solution to the problems posed.in evaluating writing. Since writhyg is
an’expréssive human activity, we believe the best response to it is a rec p-
tive,-sympathetic human response. We believe that each chapter in this
book contributes to making that human response more insightful, more

focused, more helpful. ) - \
Charles R. Cooper and Lee'Qdell
. \ o )
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In devising ways to measure students’ growth in writing, we continually

struggle with two problems: making judgments that are reliable, that we

can reasonably assume are not idiosyncratic; and making judgments that

are valid, that provide significant informatior about the writing we are

- dealing with. Holistic evaluation can offer a solution to both problems.
There are, as Cooper points out in the following chapter, limits to the,
ways we can use some holistic procedures. Not all of them result in the
sort of detailed description that we need for diagnosing students’ writing
problems. In addition, devising and using holistic evaluation procedures
takes a good deal of time and effort. These limitations apaft, however, it is

.. possible to use existing procedur&s to conduct research or school-wide
evaluation prolects and to provide .summative evahiations of students’
writing. Moreover, as Cooper illustrates, it is possible for teachers in a
given school to devise reliable, valid holistic procedures that are uniquely
suited * their own school’s writing program.

* >

’
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ﬁOLISTIC EVALUATION .

.- OFWRITING. -

4
~

Charlgs R. Cooper

’

{

‘ ‘  Introduction- . . -

Holistic evaluahon of writing is a guided procedure for sorting or rankmg
written pieces. The rater takes a piece.of wnt;ng and either (1) matches it
with another piece in a graded series of pjeces or (2) scores it for the
prominence of certain-features important té that kind of writing or {3)
assigns it a letter or number grade. The placing, scoring, or grading occurs
quickly, impressionistically, after the rater has practiced the procedure

.- with other raters. The rater does not make corrections or revisions in the

- paper. Holistic evaluation is usually guided by a holistic scoring guide

'~ which descnbes each feature and 1dennﬁes high, middle, and low quality
_ levels for each feature,

..Where' there i§ commitment and time to do the work required to
achneve reliability of judgment, holistic evaluation of writing remains the
most valid and direct means of rank-ordering students by writing ability.

- Spending no more than two minutes on each paper, raters, guided by

some of the holistic sconng gundes I will describe here, can achieve a
scoring reliability as high as .90 for individual writers. The scores provide
areliable rank-ordenng of writers, an ordering which can then beused to”
make decisions about placement special instruction, graduahon, or gxad-

:/mg’ . -

For researchers and for state and national assessors, the possnblhtms in

"~ holistic evaluation are a reminder that they need not settle for frequency

‘counts of word or sentence elements or for machine-scorable objective
% tests. A piece of writing communicates a whole message with a particular
‘tone to a known audience for some purpose: information, argument,
amusement, ridicule, titillation. At present, holistic evaluation by a human

.. respondent gets us closer to what is essential in such a communication

than frequency. counts do.

13
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Smce hohstlc evaluation can be as reliable as mu]txp]e-choxce testing -

X
and since 1t is always more valid; it should hh% aim on our attention
when we ?eed scores to rank-order a group of students. '

§
‘l

1

Ovemew of Vanous Types of Holistic Evaluahon

Included here are brief descnpthns of seven types of hohstxc evalua-
tion: essa.y scale, analytic scale, dichgtomous scale, feature analysxs, pn-
mary trait scoring, general lmprmsw marking, and “center 6f gravity”
response Following these, I will focus on analytic scales, describing how

\thgv are: constructed presenting two in their entnrety, and explonng their

uses™\ ; ,

As my examples of holistic evaluation will illustrate, I am usmg the term
“holistic” to, mean any. procedure which stops short of enumerating lin-<~
guistic, rhetoncal, or mformutxonal features of a piece of writing. Some
holistic prucedures may speclfy a number of particular features and even
require that each feature be scored separately, but the reader is never
required to stop and count or ta]ly incidents of the feature. The reader
uses the list of features only as a general guide—a set of reminders, a way

of, focusmg—m reaching a holistic judgment. Readers who are familiar - -

with the procedures used by the College~Entrance Examination Board to
score essays from the English Composmon T&st and Advance Placement
Test in English will recognize that I am attemptmg to broaden somewhat
the way we use the term “holistic.” In the next chapter Lloyd-Jones labels
as “atomistic” at least some of the types of hoh;nc evaluation I describe
below. Some uncettainty about terminology seems\qulte natural in an
area in whichtl: ea.}y research and field work has beens uncoordinated
and in which we hat e not reached wide agreement on stmdm&"ﬁt&&
dures. NN,

~

Essay Scale : AN

PO RN

The essay scale is a series of complete pieces arranged according to,

quality. At one end of the series is an exemplary piece, at the other an \\

inadequate one. The pieces which make up the scale are usually select
from large numbers of pieces written by students like those with whom
the scale will be used. A rater attempts to place a new piece-of writing
along the scale, matching it with the scale piece most like it

* Perhaps the best-known essay scale in this country is one developed by
a commnittee of the California Association of Teachers of English (Nail et
al. 1960; and in Judine 1965) and now distributed by the National Council
of Teachers of Enghsh It was developed from an analysxs and sorting of

{
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) 561 essays written in Cahfomxa grade 12 classrooms onone of ten topics.
The, sxx papers in the published scale are on thetoplcs juvenile delinquen-
cy,-outdoor litter, rural life, and a favorite school subject. Each essay has

' _ beenimarked with correction symbols and wnth a few marginal notes.

FolIoMng each essay is a “critical comment.”

Another essay scale, Assessing Compositions (Martin et al. 1965), was
developed by a committee of the London Association for the Teaching of
English. It should be much better known than it is, although it, too, was
distributed until recently by the National Couricil of Teachers of English.

) Prwentiy, it is available only from the British publisher Blackie. Since it is
a partlcularly sophisticated example of an essay scale, it deserves some
detaxled‘attentlon here.

\,

Whlleithe California scale was developed for expository wntmg, the
London scale was deyeloped for “imaginative” writing from pieces writ-
, ten by fifteen-year-olds. The committee set one topic, “Alone,” for anum-
ber of students in eight schools, but then filled out the final scale with
pieces on other topics produced by the students in_the regular writing-
, program at the schools. Other topics are ‘Saying Goodbye,” “Camipipg,”
; “My Family,” “A Walk Along the Cliff One Winter's Day at Sunset,” “My
First Dance,” “My First Pop Performance,” and “Our First Job.” Alto-
gether, the London scale includes twenty-eight pieces in groups of five to
seven pieces of equivalent qualxty, wnth two additional outstanding
pieces. -

As .the committee read and reread the pieces, they found Qhey were

/‘,usmg answers to the following questions to explain their general mpres-
" sions of the quality of the pieces:

e

3

e

/

-

,

/o

1 Does the experience seem real? Is there dn\rersnty of information in  gmsreen

the detail, and is it relevant to the e\(penence? Do the details show

‘\

that the writer is recreating af: expenence or are they clichés?'

2 Has something been made of thé experience so that itthas slgmﬁ- o

cance for writer and reader? Is the work structured? There may be

. a simple change of pace. There may be a sense of coming to ‘the

point in the narrative for which all before has prepared and on

- which all that follows reflects.
3 Is the vocabulary precise and, where necessary, rich in assocxatmns?
Is there sufficient variety and complexity of sentence structure to

permit more complexity-of-subject, deeper undexstandmg? - Js-the————

language being used in a personally creative way; or does one word
so determine the next that there are only clichés of thought, feeling,
and language? -

4 Is there adequate control of spelling and punctuatnon’so that the
writer manages to communicate, and manages to do so without irri-
tating the reader too much? -

o

fom
1
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These questions suggest the possnblhty that the work bemg done on
hohstxc evaluation can be useful to teachers and students wlio sée the' need,
for ways to guide and focus feedback ‘in personal conferences or small-
group.writing workshops:-

The main criteria for the grouping and ranking of the twenty-exght ima-
gmatNe pieces of the London scale were: s

1* Realization: the extent to whxch the writing directly reﬂects the wn-'
ter's own experience (sit:cerity, spontaneity, v1v1dness) o

2 Comprehension: the extent to which a piece of wntmg shows an

awareness of audience and can thereby be understood permitting
. some concensus of response. o
- 3 Organization: the extent to which a pxece of writing has shape or. ,
d . coherence, Lt
4 Density of Information: the amount of unique and sxgmﬁcant detall
5 Control of Written Language: extent- of control over the specxal i
forms and patterns of written syntax and rhetoric. . L

The pieces are presented without critical marking or annotation. In a
separate section of the pamphlet, each essay is discussed briefly in termns .
of the questions and criteria listed above. The discussions seem to me
‘especially insightful in a number of ways, particularly in distinguishing
between mere technical competence and effective communication. The
raters have this to say about one essay: “Theapparent competence of this’
essay masks its emptiness as a piece of writing . . . although there is.an _
_attempt at organization here, it is external to the meaning or experience of
the [topic). . . . The writer has not concentrated on the subject and its
meaning but on performing a series of linguistic exercises whose connec-
tion with the subject is tenuoys. . .~. We think this notion of what good
writing is can only hinder the development of children’s ability to use the
written language effectively.” '

“Still another scale—and one des.gned fora purpose different from that
of the California or London scales--is the Smith scale (V. Smith 1969). It
assesses the accuracy of teaclier judgment of elementary school writing.
Teachers are given a set of five brief letters to a pen pal and asked to
identify the *wo best and two worst. Scoring is based on the extent of
teacher agreement with experts’ rankings of the letters. Although Smith
recommends the scale for acquainting teachers with the accuracy of their
. judgments and for screening composition raters in evaluation or research
° studies, a study by Whalen (1972) suggests the scale may be invalid for

those purposes. At any rate, the Smith study does demonstrate another

potential use for essay scales—measuring teacher agreement with experts
and screening raters—and incidentally suggests a way to derive a score
from such a scale.
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.Essay scales, then, have a rll{xmber of uses. They can show studeiit wri- “,
ters a range of quality for one particular writing task or writing mode; for.

. example, the teacher could use a scale of five to eight pieces as the basis

. for a class discussion. An essay scale repuld be used to acquaint tea‘,‘hers-

, - in-trainivig with the range of writilig quality at & particular grade leyel. In

. order to determine the range of wiiting abilities and as a basis for d%cuss'-

. ing the writing program, teachers in a school or at a particular grad€level ,

». _, could cooperatively develop a scale, 1 would recommend that teachers
, develop.a separate scale for each of the major types of writing in the
« . writing program: explanationl personal narrative, reportage, prose fic-

. tion, to, mention just four p'ossibiliti&s. Still another use for an essay scale is
to set a staridard, to draw 2 line of adequacy, indicating that all essays
above_some point on the scale avould be acceptable in a college course,
for high school graduation, for"a “C” grade in a course, or for some other
> purpose. - ' .
During the 1920s and 1930s, essay scales were widely used by teachers
. and researchers (Braddock, Lloyd-Jones, and Schoer 1963), but I know of
only one recent, instance where an essay scale has been used as the
writing-quality criterion ineasure in en experimental intervention study
(Sanders and Littlefield 1975). As we shall see, other holistic schemes are
more efficient and alinost certainly more reliable. ‘

Analytic Scale

An analytic scale, the holjstic evaluation device of particuiar interest in
this chapter,_1s a list of the prominent features or characteristics of writ-
ing in a particular mode. The list of features ordinarily ranges from four
to ten or twelve, with each feature described in some detail and"with

. high-mid-low points identified and described along a scoring liné for eacli
featufe. Sometimes the high-mid-low points are exemplified with com-
plete pieces of writing in the manner of an abbreviated essay scale.

To illustrate, here is a well-known scale (Diederich 1974) developed
from an analy sis of academics’ and nonacademics’ judgments of thewrit-
ing of college freshmen. '

Low | Middle High “
. General Merit | s
Ideas 2 4 6 8 10 -
Organization 2 4 6 8 10 l
Wording 1 2 3 4 5
. Flavor 1 2 3 4 5 |
Mechanics |
Usage 1 2, 4 5 .
Punctuation 1 2 3 4 3)
s Spelling 1 2 3 4 5
Handwriting 1 2 3 4 5
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The doubled values assigned to “ideas” and “organization” reflect the
" emphasis in the writing programs in the schools where the scale was in-
itially used. The complete scale describes in a general way the high-mid-
low points along each feature scoring line; as in the ollowing description
for “ideas™ ) . '
High. The student has given somethought to the topic and
writes what he really thinks.He discusses each main point
long enough to show cledrly what he means. He supports
each main point with argumerits, examples, or details; he
gives the reader some reason for believing it. His points
“are clearly related to lhf: topic and to the main idea or im-
pression lie is trying to, convey. No necessary points are
overlooked and there is no padding. )
Middle. Thepaper gives the impression that thé student |
" does not really believe what he is writing or does not fully
unde{:}dnd what it means. He tries to guess what the
teach ”, wants, and writés what' he thinks will get by. He-
does hot explain his points very clearly or_make them
come alive.tq the reader. He writes what'he thinks will-
B X o
- __-sound good, not what he believes r’f;l_ows. g
=" Low. It s either hard to tell whatoints the student is try-
ing to make or else they g.;e”é% silly that, if he had only
stopped to think, he would have realized that they made
no sense. He is only-tfying to get something down on pa-
per. He does-1ot explain his points; he only asserts them
) and then'goes on to something else, or he repeats theni in
' slightly different words. He does not bother to check his
o " facts, and much of what he writes is obviously untrue. No
> . onebelieves this sort of writing—not even the student who
wrote‘it.‘ ) g ‘

* vy

Readers learn to use-the scale by studying the descriptions of high-mid-
low values for each feature, trying the scale on pieces of student writing,
and discussing the results. o

I am merely introducing the analytic scale briefly in order to place it in
the ¢ontext of my overview of kinds_of holistic evaluation. We will see
later how analytic scales may be constructed, how they ‘can provide reli- .
able scores for placement*ér summative evaluation, and how they can be
used to gu{'.dg formative evaluation. <

Dichotomous Scale | e

\ / . :
A Aichotomous scale is a series of statements which can be answered
yes or no. Instead of deciding on a score along a scoring line of five or ten .
A *

Charles R. CQope} :
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) points, as wnth i ,analytic scale, the rater sunply decides mether the

piece has the feature identified in the statement. Here isan exampIe from.

a'study of the effectiveness of community college writing programs Th

stale was develdped by the teachers participating in the s?ﬁdy (Cohen 5 '

1979). , I N\e

Z/ . Score Sheet | X
Yes No : ) o
. Ideas themselves are insightful. i
<Ideas are creative or original.
Ideas are rational or logical.

,Ideas are‘expressed with clarity.
“There is a thesis.

. Order of ‘thesis idea is followed
throughout the essay. s

. Thesis is adequately developéd.

X tIivery paragmph is relevant to the

Content 1. g

Organization IL. °

& N e .

N ‘

\
<

© PN eomepn

\

. : . Each paragraph has a oontrollmg
‘ idea. :
\ . Each paragraph is developed wnth :

relevant and concrete details,
- . . The details that are included are
" - . . *well ordered.
- 1" Mechanies* IT1. { t . 'There are many_ mlsspellmgs ( “

—
[~

.
~.
[

Must

[

o
N

et
[

{ . “There are senous punc,tuatlon

. . ] . errors.
f . Pungtuation errors are excessive,
. There are errorsin the use of verbs,
. There are errors in use of pronouns. 1
. There are errors'in use of modxﬁers .
. There are distracting en'ors m . 5
word usage. SN e
19. The sentences are awkwatd o

ot
W

[y
=]

=

[
-3

[
[+ ]

) :/ The group results from the study in which the scale was used demo,r{- g ,
.1 strated both that the writing programs in several colleges were having o
some, effect .on v~ iting performance and that the placement.of stide ents J
into “remedial and regular classes was _reasonably accurate. No conYeno‘ '
\ tional reliability data are reported for the' scale, since it;was ot bemg .
used' to score individuals but only to compare- groug,perfqnnanbé ona /
‘\ single pre- and posttest essay. The percentage of concurrence,amiong all .
+  theraterson four essawd:stnbuted solely to gather reliability data i'anged /
1 from .50 (a, chance score ona dxchotomousﬁ(anable) to 1.00, but most of Y Y
.the percentages of concurrence for the mneteen items in the scalé\were in o
+ the seventies and eighties:, P VR
I doubt whether dlchotorﬂous scales would yield rehable scores on indi-
viduals, but for making gross distinctions between the quahty of batches
of essays, they seem quite promising, though apparently requiring no less o
_ time to use than an analytic scale for the same purpose. . S
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‘Feature Analysis B ~ . . .

L - ‘ .

.. Analytic and dichotomous scales are ordinarily quite comprehensive,

attempting to direct the|rater to several features in a piece of writing. By

_ contrast, ‘feature analysis focuses on a particular aspect of a piece, per-

~haps its structure. The dne example I have of this type of holistic evalua-

tion is an instrument deyeloped by Stahl (1974) to describe the structural

features of. children’s and adolescents’ descriptions of their homes. It

could probably be used with other descriptive writing tasks. Noreliabili-
tv data are included in jthe report.; ‘ ,

! The instrument has nihe. categories: indicated order, principle of selec-

.tion, methods of arrangement, sg-tax, balance, organization, connectives,

openings, and conclusiof. Each of these categories can be scored for five
types of structure. Let me illustrate by presenting here the complete de-
scription of the category methods of arrangement, which deals with “the
manner in which the cofitents of the composition are arranged.” The five’
types of structure for this category are arranged from most tp least sophis-
ticated. - . L
Comprehensive. Explicit division of the rooms in a manner which
clearly shows a general and comprehensive grasp of the subject. This di-
;vision might be according to function (roowns used regularly for family
living, nonessential convenience rooms such as a laundry room, or an-
nexes such as a storeroom or veranda) or spatial position. This type in-
cludes every description which presents a kind of cbjective map (or
. which adds a map to the description, provided the description itself is
. “comptehensive” as defijned). ‘ , e
- Surveying. A description which presents the rooms and/or their con-
tents by conducting a “tpur” through the home. In order to classify a com-
position as being in this type, there must be clear signs inthe language of

the composition: word§ which describe, in different places within the\ ;!

Ia‘cognpositi'on, the movement through.the home, or words which attempt
. to describe the precise relative positions of the furniture pieces, within
. &ach rcom-and the passing from opz-tfoom to the next.

AY
X

" *Associative. The order is dictdted by "verbal .or sound associations

which can be clearly demonstratéd. There must be various definite in- '
stances of this in the composition, and its appearance must be conspicu- '
ous. . W o
Egocentric. An arrangement which gives prominence to the writer's >
position: his point of view, the things which make an impréssion upon
him, his feelings, his impressions, matters which affect him or helong to
him (giving prominence¢ to his room, his playthings). - o
Enumerating. Enumgrating the things found in the home either by
; room (but without clear signs ofja “survey”’) or withgj,it any discernible
. ’ 1

v
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nating, or whick have no signs sufficient to classify them under one of the
other methods of arrangemient. :
With this model teachers and researchers could develop feature analy-
sis scales for.any significant aSpect of a particular kind of writing: voice
and style of personal disclasure in autobiographical writing; structure or

1
i
! pattem in fictional prose; use of details and sensory images in writing up
1

observations and interviews; presentation of speaker roles in dialogue and
dramatic and interior monologue; use of classification and contrast to

".". present information in exposition, to mention some possibilities.

. Primdry Trait Scoring T

|

Primary Trait ‘?coring was developed for scoring the essays from the

second (1974) wrrt‘mg assessment of the National Assessment of Educa-
tional. Progress. (See the Lloyd-Jones chapter in this collection for a dis-
cussion of the development of Primary Trait Scoring and for an example
of a Primary Trait Scoring Guide.) Like feature analysis and analytic
" scales, Primary Trait Scoring yields a score which can be quite reliable
when raters are giyen cal\reful training. Primary Trait Scoring guides focus
the rater’s attention on just those features of a piece which arerelevant to

; "~the kind of discourse it is: to the special blend of audience, speaker role,

i

«

purpese, and subject required by that kind of discourse and by the parti-
cular writing task. Furthermore, a unique quality of Primary Trait Scoring
is that the scoring guides are constructed for a particular writing task set in

a full rhetorical context. This close correcpondence of rhetorically explicit
task and holistic scoring guide is a new development in holistic evaluation

. of writing, a development almost certain to have great i lmpact on the eval-
uation of/wntlng The correspondence permits a new precnslon in stating
riting research hypotheseﬁ and in devising criterion measutes for re-

- search and_curriculum development. As a practical applicafion of new
{

rhetorical fheories, Primary Trait Scoring will also very likely have an
. indirect impact on the way feachers give writing tasks and :espond to
" them. Primary Trait Scoring is certainly the most sophisticated of the ho:

listic evalnation schemes under review in this chapter and potentially the
- most yseful. .
GeneraHmpresslon Marking )

General. impression miarking is the simplest of the procedures in this
overview of types of halistic evaluatlon It requires no detailed discussion
of featurec and no summing of scores given to sepa: ate features. Therater

_ order. Here also are to be included those com;_)Losmons in which different
. methods of arrangement are used at once without any one of them domi-

- 7
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- Chgrlets R. Cooper
simply scores the paper by deciding where the i)aper fits wftl.l'm the range

used for ranking or for significance testing, raters must use the full range
of scores avaxlabie‘iﬁ orderto approximate a riormal score distribution. As

-Ithis procedure has been dev +loped by Education Testing Service and the

College -Ertrancejﬁammahnn Board to score the English Composition
1975), ratgrs must train themselves carefu]ly—become “calibrated” tb
reach concensus-—-by t:?img and discussing large numbers of papers. like
|those they will be sco ng (This: procedure_.would be a requn'ement for
obtammg reliable scorqs s with any of the holistic st‘:hem&c in this overview;

1/ I will discuss r- *lxablhty problems later.) I should point out, however, that -

James Britton aid his colleagues at the University of London Institute of

%ﬁf————'——Educahon (Bntton, Martin, and Rosen 1966) have achieved reliabilities as
82-between teams of three raters who were expenenced English .

high
teacher's bgt 'ﬁho were given only minimal instructions, o training, and
'no ch neé to discuss among themselves—either thhm.teams or between

4 d/lﬁ ent parts of England, received their mstructlons and the papers by
mail-and were paid for their time. ,
At ETS raters use a scale of 1 to4 to score the Engllsh Composxtlon Test

ing in the first reports of the writing assessment of the National Assess-
ment of Educational Progress (Writing. Mechanics 1975 ) comes from:a

general impression marking ca a scale, of 1 to 8. Britton used a scale from
to 10. ‘L ! R ¥

(follow a “rubric” worked out in advance. The rubric is concerned mamly
with the relevance of the answer to the essay question aud with the con:
tent of the : ansSWEr, rather than with general features of writing; but it does

list of features or qualmes to guide their jidgments. .

Center of Cravxty Response .

(]
Peter Elbow’s “center of gravity” response is iutended not for scoring at
all but for formative response and feedback. The reader reads the paper
and then responds to the following:

22

Test (Conlan-1476) and the Advanced Placement test in English (R. Smith |

te —the,standards they would use for evaluatmg “The raters lived in _

General impression marking may be closer to analytlc scalt scormg‘
/. than it seems at first. At the scoring of the Advanced Placement test, raters

serve to foclis 4 rater's reading of an essay in the way an analytic scale _
. does. Even though raters scoring the English Composition Test have no
_ rubric or feature list in hand, they have discussed sample papers at length.
"It is_therefore not unreasonable to assume that they are using an implicit

e

of papers produced for that assignment or occasion. If the scoresare tobe .

anda scale of 1 to 8 to score the Advanced Placement test. Holistic scor-
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a First tell very \quickly what you found to be the main points, mgin _
feelings, or centers of gravity. Just sort of say what comes to mind for
. fifteen seconds, fi example, “Let’s see, very sad; the death seemed to
be thé main evént; . . but the joke she told was very prominent;
_lots of clothes.” .

_Then summarize it intp a single sentence. /
rom the writing which best-summuarizes it .

b

¢ Then choose one wor

d *Then choose a word that isii't in the writing which best summarizes it.

Do this informally. Don’t plan or think too much about it. Thﬁ)mt is.

S to show the writer what things he or she made stand out most in your
head, what shape the thing takes in your consciousness. This iso't a-

__test to see whether you got the-words right. It's a test to see whether

" the'words got you right-Be sure'to use different language from the
language of the writing. This insures that the writer is getting it fil-
tered through your perception and perience—not just parroted.

-

The Elbow scheme, which can be varied tPadapted in many ways,

t has been used by_teachers at several levels, )u}hor high scliqol through

college. It exemplifies the best- sort of ‘formative response guide for ..

students—a guide which directs them to somethmg .each other’s writ- - [

ings besides. spelling"and ussge mistakes. An additio al benefit is that it | )

neatly precludes passing Judgment on someone elses tmg A . -

L include the Elbow scheme in ordér to broaden myi%ew of holistic

. evaluation to encompass informal response guides ‘that lead the reader to.

i produce a resgonse. From the teacher's or student’s perspect\lve, these

i*+." will be more useful for teaching than any of the other guides I review

i ' above. A writer planmng to revise a piece can certainly learn more frma -
dozen center of gfavity responses from peers than from a dozen scores on

« _ ananalytic scale' unless, of course, there is time to talk to the raters about

. “why they, scor d the piece as they did. Whﬂel am interested in exploring
the possxblllties for teaching all kin d of Holistic evaluation guides, my

+ _main cox:i(n in this chapter is to ou e ‘their uses for conventional mea-
surement/Tequirements: predlctnon of success in English, placement in

special Courses, and growth measuréinent. To use the current distinctions, -

"I ammore concemed in this chapter with summative than with ormatlve

evzﬂuatxon - T

Analytic Scales . .
- . ~
Following this overview of several types of holistic evaluation,’ we
come to a more detailed eyploration of analytic scales. I want to show
bow they can be cons ct}pand how they might be used in a variety of
" “ways for evaluation, and for teaching. I will also give somé attention to the
_problems of acbze@mg reliable ratings with analytic scales. =~ . L

~

- <

5

N .

A ””ll—n‘ Pa L . N

R = aaane
-- d 4 o emeveree M g,
\ .
‘et . { ’ . .
h
Al ‘ * M

1.

4]
A
3
4
~
&




o . - . 3 . . .

14 R Charles R. Cooper

I recommend that researchers, teachers, and students construct analytic
scales for use with the major kinds of writing commonly required or en-
couraged in schpcls. One advantage of analytic scales is that they can be
devéloped for one kind of writing and then put to use thenceforth with all »
instances of that-kind of writing, such as autobmgraphlcal\mcxdents or
essays about literary works. (See Moffett/1968 fora comprehensive list of
‘kinds of writing. His list is based on notions of levels of abstraction i iy
treating the subject and on rhetorical distance between writer and audi.'
ence.) As useful as analytic scales can be for researchers and teachers\
" (certainly they are wn advance over using the Diederich expository scale
. with alt kinds of writing), they do have some drawbacks The main prob- \
lem(is that they are not sensitive to the variations in purpose, speaker role, « .
and conception of audience which can occur in pieces written in the same
mode. Current discourse theory persuades us that a piece of autobio-
graphical incident, viewed as to its function or purpose, could be either -
_ expressive, persuasive, referential, or literary, that is, concerned primarily
with self, other, subject, or language. While we must acknowledge, then,
that anal)"tlc scales lack certain kinds of precision, we can still demon-
strate their usefulness as general or global guides for respondmg to a piece
c of wntmg o -

h

-

Developmg an Analytic Scale .

Procedures to follow in developing an analytlc scale are sunple though
time-consuming. Since the features that make up the scale must be de-
rived inductively from pieces of writing in the\mode for which the scale is
being constructed, the first requirement is for large amounts of writing of
,two kinds: rublished professional wntmg, and original student writing of
varymg quality. The second requirement is for critical, analytical, or the- .
oretical treatises on the particular mode. In the case of personal narrative,
the first scale to be illustrated below, we collect several dozen 'pxeces of ’ T
. autobiography and firsthand . biography (or memoir) from secondary
o school or college students on whose writing the scale will eventually be 4
s~used. Then'we obtain several recently published autobiographies and ’
ﬁrbthand bicgraphies, including collections of short pieces. While we're
reading widely in'the mode of personal narrative, we rcad a few piec
criticism and thecry, pieces on the nature of personal nan«tive aﬁge
of writing. As the readmgprogrcsses, we begin listing i .impoftan ant features
of personal narative. If we are working with others on this project; we
discuss our l;sts of features, shaping and modifying them as we try them
out on p,:eces of student writing and examine the results. Gradually we
evol»e’ a list of featur.s, compréﬁmswe enough to include the key fea-
y tutes of personal narrauve "but not 50 long that a rater~researcher or stu-

/ ' ' : '
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dent writet would find it unmanageable as a guxde to scoring or respond-

. ing. \ .

3

When the list of features is established, we describe bneﬂy in nontech-

* nical language what we consider to be high, mid, and low quality levels
for each feature. These descnptxons are helpful in “anchoring” the points
along a scoring line. B
“These procedures, were the ones fo]]owed by four Buffalo-area English
teachers—Greg Anderson, Dale Kaiser, Nathalie Ketterer, and Donald

. McAndrew—and this writer in developing Personal Narrative Writing

= Scales (PNWS). The PNWS is intended for use eithér-by high schoolstu- . - -

dents themselves or. by, teachers and researchers who wouid be rating

- hxgh school students’ papers in this mode. The PNWS is designcd for use
with both autobiography and firsthand biography, but scales could also
* be developed for each separately. It can be found in its entlrety in Appen-
dix A.

After practice on several papers using the complete scale as a guxde, -
and after inter-rater reliability checks in the instance of a research or cur-
riculum evaluahon study, raters can score papers using either the analytxc
scale or the dichotomous scale.

There is another scale, a quite different one solely for use with dramatic
writing, developed in the same manner as the PNWS. This writer and the
following Buffalo-area teachers developed Dramatic Writing Scales
(DWSY: Molly-Brannigan, Tom Callaghan, Ann Feldman, Rosemary
Gates, Warren Hoffman, and Thomas MacLennan. The DWS can oe
found in. Appendlx B.

Both the PNWS and the DWS could have been developed by teachenor
researcher groups anywhere. They can certainly be modified and im-
proved. While b()th have been used extensively in classrooms by students
to guide peer feedback, neither has been usedina research study. Conse-
quently, we do not have rater reliability data to report from the scales.

" However, since both conform in format and general approach to several
current scales which have been used with high reliability in research stud-
“ies, we are confident the same results can be achieved with PNWS and
DWS. ) "

Uses for Analytic Scales . ) '\-.,“
. - ol -
. ~The PNWS and DWS and others like them (see Fagan, Cooper, and
Jensen 1975 for a review of several analytic scales) have a variety of uses,
.. some of them already suggested in this chapter. Where a reliable score
-, isneeded for a student—a scere representing his or her writing perfor-
mance-at one point in time, relative to the performance of other students’
wntmg at the same tnne on the same tOplC or topics—an analytic scale

‘
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will gunde and focus raters’ scoring, msunng enough agreement o permit

«a reliable score to come from summed multlple ratings (see discussion of
reliability below). This scote can be uséd for any purpose to which scores
are ordinarily put in, education: pred\:t:on placement, exemption,
growth measurement, program evaluation, of experimental or corxela-
tional research The importance of such a score for writing teachers"and
researchers is that it is a valid  score, obtamed fmm actual writing and not
from a.multiple-choice test of presumed writing skills.

Let's_conjecture about Wwhat use a high school Enghsh depattment
might make of sucha scpre. A score for each student based on the same
set of writing tasks given on spe-ial school-wide writing days (Diederich.
1974; Cooper 1975) permits a rank-ordering of the entire student body
and of each grade level. Therefére, we know precisely where a tehth- -

the school (grades 10-12) and to the students in her grade level. We have

grader named Susanna stands as a writer in relatsb\n to all the students.in -

o 8 great deal of confidence in Susanna's.relative placement becaus .the

task we set was valid (we actually asked her to write whole pnece‘i of
discourse) and the rating or scoring was reliable (we followed procedures
to be cutlined below and we computed the reliability of the ratmgs)t

. score won't tell us anything we need to know to improve Sasanna wnt-
ing, and so it is quite limited information in the context of the who]e writ-

ing program, but it is us=ful nevertheless For example, we may eam
Susarna is one of the dozen or sobest wnters in the tenth-grade” class,

a better writer than three~fourths of the seniors. Where writing is an im- ..

portant part of the English pmgram, and where students are tra ed by
_ability, we have an unportant piece of information to pass along to the
counselor who plans Susanna’s program. Certainly we can make a confi-
dent decision about placing Susanna in a small honors section or in an

" . . Advance Placement class. e

- But let’s assume students are not tracked d that each t.acher is inter-
ested in forming heterogeneous small-grou wntmg workshops early in
the year. The teacher will know exactly who the six best writers are, Su-
sanna among them, in the class of t}urty Oneof the six will go into each of
the £o-member workshops. These six best writers could also, at least
occasionally, meet together as a wor‘kshop Of coursé, the teacher can get
an approximate ranking of the class after seeing the first few pieces of.
writing from the group, but the sckool-wide rankipg may save time in
forming vcuckshop groups or planning' other class activities, and it has the
vdditional advantage of bemg ob)ectwe, of being based on a cooperative
and unbiased assessmeant of each students writing performance.

What .else can we do with Susanna’s sqore"’ We could pair her with the
fowest-ranked student in the class in a tutormg relationship. We could ask

(7]

her to tutor for pay or for extra credit in the English department’s “writing

%
>

o




.“j“”-'school—assxshngwteacher in the writing pr

&

theu' reports and papers We could make it jeasy for her to volunteer to
spgnd an hour or two a week in a nearby elementary school or middle
am. Perhaps the journalism
a’s ranking, or the English
r|the history teacher planning
history of the school or the

)teacher would want to kiiow about Sus
teacher sponsoring a Foxfire-type journal,
a large-scale, cooperative, student-writt
™ community.
_ . But what if Susanna had been'axhong the dozen or so lowest-ranked
+ tenth-grade writers? There she is, right at the bottom of the list—rather
difficult to ignore. We know she will need|special help. If we get the
school-wide ranking each year, we will know at the end of Grade 11
whether Susanna remains at the bottom of jthe ranking. In that case we
can arrange special instruction for her durjng her senior year.
This relmhle ranking of all students by Mriting performance also has
important public-relations benefits (Coo er 1975). Successive rankings
permlt the English depértment to- demo trate that, as a group, students
. improve as writers during their three yeags; | Susanngs rank will move up
" through the whole student body (grades 10\12$'d‘urmg her three years in
high schoo), even though her ranl; mlght r :/r)am the same within her own
- clags.. ™ '

"~ For program evaluatlon or for researc pn methiods ol icaching writing,

R

“an analytic scale can serve as a gmde to/raters choosing the better of each

student s paired pfe- and post-essays off matched topics of the same kind , /

of discourse (O'Hare 1973; Ogdell 1976 Where a criterion measure is re-_
quired in a research study, ters can jfise an analytic scale to score each
student’s writings. -

At the college level thexe is a need for mformatlon about writing peefor-
mance in order to make decisions about placement, exemption, or certifi-
cation. Where college faculty w1ll t use standardized tests because they
cons:der them invalid, analytic seades can guide raters’ judgments about
actual writing produced by students The rank-ordering obtained from a
test, day can do everything that standardized eqmvalency tests will do.
. ‘Appropriate local cut-off pointscin ehe ranking can be established in order
to determine which students may te exempt from courses-or which stu-
.dents should be assigned to courses of varying difficulty levels. (In making
thesézpomments I do not want to seem to be supporting examination by

N a)mvalency testing. My own view is that anyone can profit from a good
" writing course anytime. For me, the question is not whether we should
. exempt or who we should exempt, but how soon all of us are going to
start teaching writing as competently as the best writing teachers in this
country, teachers who regularly describe for us in detail how they go
. about it.)

27
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So far I have discussed analytic scales as they are used to guide the
acquisition of reliable scores for writers, scores which can then be used in
all the ways we have learned in the last few decades to use normally dis-
tributed or rank-ordered scores. Now let me discuss some more informal
uses within the classroom. With the scoring apparatus’and the high-mid-
low distinctions removed, the PNWS and the DWS can be kelpful gaides

, to formative evaluation, to feedback and response to each piece the writ-

er produces. Such a guide for student use could include the list of features
in either scale, the short descriptions of each feature, and the description

- of the “high” level of each feature, perhaps with the statements réphrased

as questions for the reader to ask the writér or to ask of the writer's piece.’
In this regard, the dichotomous scalés following both PNWS and DWS
can be helpful; with the statements rephrased as questions, the scales can _

____J; » used like_checklists during the editing and revising, stages.

Elsewhere in this collection, Mary Beaven explores the possibilities for
training students to use such guides and checklists for self-evaluation and
peer evaluation. At least two researchers (Alpren 1973; Sager 1973) report
that the quality of writing from upper elementary school students im-
proves when they receive guided teacher or peer feedback from analytic
scales. - :

-\
The Reliability Problem in Holistic Evaluation *

We all know how unreliable ratings of essays can be: a group of raters
will assign widely varying grades to the same essay. This phenomenon has
been demonstrated repeatedly for decades. It is an incontrovertible em-
pirical fact. You or I could demonstrate it tomorrow in a simple experi- .
ment. Peéiale who write and sell standardized, multiple-choice tests have "

__ used this fact to argue that we can get a reliable writing score from stu- s

dents only if we give them standardized tests, or at least give one in con-

junction with a writing sample and then add the scores from each.
Curiously, another fact that often is ignored or slighted in discussions of

the unreliability of essay grades is that we have known for almost as long

as we have known about unreliability that reliability can be improved to

an acceptable level when raters from similar backgrounds are carefully Y

trained. In 1934 a researcher demonstrated that rater reliability could be

- improved from a range of .30 to .75 before training to arange of .73 to .98

after trammg (Stalnaker 1934). (A rchablhty..coeﬂimenf of .80 is consid-

-
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ﬁve raters rangmg from .81 to .95 on five dlﬁerent typec of hohstnc evalua‘
tion. Another recent study (Mosleml 1975)- reports a reiiability of .95 for
" three raters scoripg “creative” writing, In a- school-district curriculum
evaluation study just completed here at Buffalo, Lee Odell obtained

ents between\ two raters of 80%, 100%, and 100% in choosing the
Qﬂ? essay in each of thirty pairs of pre/ posttest essays, in each of three
kinds of writing. The raters, both expenenced teachers and graduate stu-
dents in English educatioh, spent an average of an hour of trammg time
preparing to judge each kind of ‘writing. .

As emphatically as I can, then, let mie correct the record about the reha-
bility of holistic judgments: When raters are from similar backgrounds
and when they are trained with a holistic scoring guide—either one they
borrow or devise for themselves on the spot—they can achieve nearly

" perfect agreement in choosing the better of a pair of essays; and they can

c.chieve scoring reliabilities in the high eighties and low nineties on their
summed scores from multiple pieces of a student’s writing. Let me bring
up some support. In a study of the rehabxllty of grading essays, Follman

/and Anderson (1967) conclude:

It may now be suggested that the utireliability usually obtained
in the evaluation of essays occurs primarily because raters areto a
consnderable degree heterogeneous in academic background and
- have had different.. experiential backgrounds which are likely to

produce different attitudes and values which operate significantly
“in their evaluations of essays. The function of a theme evaluation
proce‘dure, then, becomes that“of a sensitizer or organizer of the °
rater’s perception and gives direction to his attitudes and values; in
other words, it pomts out what he should look for and guides his
judgment.

Further assurance comes from Coffman (1971) “In genera] when made

" aware of discrepancies, teachers tend to move their own Tatings in the
" direction of the avetage ratings of the group. Over a period of time, the

ratings of the staff as a group tend to become more reliable.”

And now we come to the main constraints on achieving reliable scores
of writing performance: cooperation and time. Reliabilities as high as the
ones I mention above are never possible from one rating of one paper.

- Why? Writers vary in their performance, and raters disagree, even when
they are alike and have been trained carefully. To overcome these diffi-
"“-._culties we must have at least two pieces of a student’s writing, preferably
* written on different days; and we must have at least two independent

ratings of each piece. Further, we must permit the student to give us hisor
her best rehearsed or researched performance under controlled condi-

. tions to insure that the student actually does the writing him or herself
i even though he or she may be using notes (see Sanders and Lnttleﬁeld 1975

N . §
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for procedures for obtaining rehearsed writing). Finally, there are theo- -

retical reasons td believe that the writing task we sef for the students *

should specify a speaker role, audience, and purpose (se the L}ng-Jopee/ -
_The raters themselves must be carefully train ~They shoiild practice .
using the holistic scoring guide with sample papers exactly like those they
will be scoring, and they must be able to make their judgments within the
context of the range of perfonﬁan i articular set of papers they
are scoring. Scoring is always relative to the set of papers at hand and
must take account of the writiig task, the conditions under which the
writing was done, the age and ability of ‘the students, and the full range of -
quality of the papers. Reliability cannot be achieved when some raters are
using an absolute standard of quality, perhaps that of published adult

. writing. Some papers must receive the highest scores, some the lowest,

and most the scores in the middle zange. Raters should check the reliabili-
ty of their ratings during training to insure they reach an acceptable level
before they begin the actual scoring. Then once the scoring is underway,

o ., they should periodically check themselves on perhaps every twenty-fifth :
. 'paper (Diederich 1974 offers simple procedures for determining reliabili-*

tl&s) TN i

. Over the last few years several researchers have thoroughly explored
the causes of variation in writing performance and rater judgments, and
suminaries of this research are available (Braddock, Lloyd-Jones, and
Schoer 1963; McColly 1970; Britton, Martin, and Rosen 1966). At the same
time, several writers have worked out in some detail ways we can dde-
quately overcome these problems (Diederich 1974; Cooper 1975; Sanders
and Littlefield 1975). Consequently, where there'is commitment to valid
measurement of writing performance, it can be achieved. °

Conclusion . b

In this chapter I have reviewed various types of holistic evaluation of
writing and have discussed at some length onekind of holistic evaluation,
the analytic scale. Already widely used by teachers and researchers, it can
be put to much more sophisticated and comprehensive uses than it has
been: and I have proposed a number of refinements and uses at yarious °
levels of measurement and evaluation. Whether we need scores for pre-
diction, placement, exemption, or growth measurement, or whether we
need a guide to informal diagnosis or feedback, analytic scales can be
useful. Most important, when we need scores, we can be confident we are
obtuining them in a valid way, from human responses to actual pieces of
writing,
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l-There is, of course,. a serious reliability, problem. To overcome it,
oups of teachers or researchers have to work together to train them-
elves as raters. They have to cooperate further to obtain multiple inde- .
ent:ratings of at least two pieces of a student’s writing. And they
ave to be willing to spend the time required to do this work: two: r'aﬁngs
f each paper written by, 1500 schooi students require 100 hours of

P oeed‘urw Iam recommendmg requiremo more than two minutes per
p er, an amount of time far less thar. teachers ordinarily spend respond-
ing to a'paper during the writing course. What we gain from the time we
spend rating papers is a valid normative measure of a student's 'writing
performance.

ven if we are not concerned with obtammg relnable scores, we can still
putianalytic scales to use in the classroom. They provide a public state-
ment of the general features of writing stressed in a writing course, and
they provide a focus for students’ examination of their own writing and
the wntmg of others. They insure that any response to writing will be
ap, ropnate to its type, reasonably comprehenswe and_concerned, at”
t in part, with substantive matters.

-~
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Appendix A: Personal Narrative Writing Scales

. \ ’ .

1. ” General Qualities: N \
A Author’s Role \ *a -

. The author’s role is the relationship of the author to the subject, inci-

dent, or person. In autobzograpixb the author writes about himself/

herself. He7she is the main participant. Most of the time he/she will use

the pronouns, I, me, we, us. In btography the author writes about some

. other person. He/ske is not involved in what happens; he/she is just an

observer. He/she uses the pronouns, he, she, him, her, it, they,

High  -The author keeps his/her correct role of either particigant or
« ' | observer throughout

Middlﬁ\{ In autobiography, a few ‘noticeable dlstractmg tipres the au-

thor talks too much about another person's actigns; or, in bi-

ography, he/she talks too much about his/her own actions.

Loy The author talks about himself/herself or others as participant
or observer anytime he/she pleases so that you can barely tell
whether it is supposed to be autobiography or biography.
There is confusion as to author’s role. He/she is not consmtent—
ly either observer or participant. .

N
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Style or Voice

- —High—The author states what he/she really thinks and feels Ex-

pressing personal experiences, the writer comes through as an
individual, and his/her work seems.like his/hers and his/hers
alone. The voice we hear in the piece really interests us.

Middle ~The author uses generalxzatlons or abstract language, seldom
including personal details and comments. While the piece
may be correct, it lacks the personal touch. The voice seems. .
bland careful, a little flat, and not very interesting.”

styt‘ seerhs flat and lifeless. *

& <

. Low . We don't really hear a recognizable v?t(plece The

- Central Flgure

Details about the central figure make him/her seém “real.” The char-
acter is described physically and as a person.

~High  The central figure is described in sych detaii that he/she is

always “real” for you.
Middle The central character can be “sgen,” but is not as\%l\ as
he/she could be. . \

Low The central character is not a re llvmg person; he/she is ]ust o~
a name on a page. You cannot’ see him/her or understand
him/her,

Background
The setting of the action is detailed so that it sc\ems to give the events
a “real” place in which to happen. .

~

-~

High  The action occurs in a well-detailed place that you can almost
see. . .- " .

Middle Somectimes the setting seems vivid and real; but sometimes
the action is just happening;'and you are not really awaré of
what the setting is. .

Low  The action occurs without any detailed setting. You sece the
' action, but you | cannot see it in'a certaln place.

Sequence )
The order of events is clear, giving the reader a precise view of the
sequence of incidents.

High-  The order of events is always clear to yhu even if at times the//)
author might talk about the past or the future.

Middle A few times it is not clear which event ha pcned ﬁrst

Low You really cannot ﬁgure out which- event comes s first or goes
after any other event e

lhcme
The author/bmﬂes thc lnCldcnts and detalls for some reason. There \

e
o
-
-
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Diction, Syntax, and Mechanics " -
. A. Wording L '

L

&3
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seems to be some purpose behind the choice of subject matter, some
theme holding it a)l together and relating the parts to the whole. There
séems to be"a poinhto it. : I

High “The unportance of the author’s subject is either du'ectly ex-
phained to.you or it is unplxed in a way that makcis it clear.

Msddle You can see why the author’s subject is important to him/her,
but it is not as clearly stated or_ unphed as it could: be

Low  You cannot figure out why the subject is important to the au-
thor . .
. R

-

High -Words are embloye(i in a unique and mter&stmg way. While
some of the language might be mappropnate, the author ‘

~  seems thoughtful and unagmat:ve :

~Middle Common, ordinary words are used in the same old way. The

paper has some trite, over-worked expressions. The author,
on the other hand, may work so hard-at being different that
he/she sounds like a talking dnctnonary, in which case he/she,
also, merits this rating.

Eow The word choice is limited and immature. Sometun&c words
are even used incorrectly—the wrong word is used, .

B. Syntax

_High - The'sentences are varied in length and structure. The author

shows a confident control of sentence structure. The paper:,
reads.smoothly from sentence to sentence. There are no run-
together sentences or sentence {ragments

Middle The author shows some control of sentence structure and only
occasionally writes a sentence which is awkward or puzzling.
* Almost no run-ons and fragments /

Low  Many problems with sentence structure. Sentences' dre short
and simple in structure, somewhat childlike and repetitious in
their patterns. There may [be run-ons and fragments.

Usage ] '

High  ‘There ar¢ no obvious errors in usage. The author shows
he/she is famnllar with the standards of edited written Eng-
lish. -

Middle A few errors in usage appear in the paper, showing the author
has not quite been consistent;in using standard forms,

- Low  The writing is full of usage errors.
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Puncgu‘a‘tion‘ - ) . ‘ oo
- Hig"h~ The al;tl'lor consistently uses appropriate puncttiagion. _

" Middle Most of the Tme the\\yriter punctuates correcltly. ‘
Low The writing contains many pufxctuation efrors.

E. Spel\ g o f "

High-\ All words ate spelled correctly.

Middle \A few words are fnisspélled. i

'

e e

; .
Jow  Many words are misspelled. : .
'Analytic Scale ; e - ,
. ‘Reader. l H Paper.
s \ , Low, /Middle High" '
'I. General Qualities: \\‘ L e :
A. Author’s Role Vo2 4 6 8 _10
B. Styleor Voice | 2 4 6 8 L 10
C. Central Figure 2. . 4 6 '8 10;
D. Background ~2 7 4 6 8 10 - .
E. Sequence ‘2. 4 ! 6 8 10 .
|. R Theme 2 - 4 6 8 10
II. Diction, Syntax, and Mechanics: _ R
A. Wording 1 2 3 4 5
B. Syntax 1 2. 3 4 5 -
C. Usage : 1 2 3 4 ~ 5 -
* D, Punctuation . 1+ 1 2, 3 4 5
E. Spelling ! ' 2 3 4 5
r} - ;.
/ . | Total —_—
i = i
~ v . T d]
Dichotomo/.vs Scale
Reader. ‘!, Paper.
YES . NO ‘
L ) / Author’s role consistent
. Interesting personal voice
Theme clearly presented
Background rich and supportive
R Sequence of events clear
Central figure fully developed
II. Wprding unique and developed

Syntax correct and varied
& Usage errors few

Punctuation errors-few
- Spelling errors few

~Total

-l

Yes
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Appendnx B Dramatic Wntmg Scales

<

The language of dramatic writing is different from other types of writ-

- mg because it is- meant to, bé heard. We expect the language to be in the
. ‘present-tense. Pecause the events unfold as we watch afid Tisten. Another
., special aspea of the language of dramztic writing is that there is no narra-
tor Or voice to tell us of descriptions and histories. In dramatic language

\this4nfonnahon is hidden in the face-to-face, ongoing conversations of

the characters While each character speaks, other tenses than the present
are used to talk to other characters. For example, one character may re-
late to another a past series of events leading to the present situation. The
- stage (’a.rect;ms  give hints to the actors concerning their actions and tone
of voice, which the narrator would otherwxse tell about in a descriptive

sectlon of prose.

I Laagua_ge Factors
A. Conversation: -Realism

e «  Dues the conversation sound realistic? -

" High  The characters’ conversations go on as if you were eavesdrop-
/ ping (secretly listening) to their talk. Everything that is said is
| very clear to you.

.1 o Middle The characters’ conversation sometimes leaves out something
important. Almost everything that is said is clear to you.

; Low  The.characters’ conversation leaves out so much that you
[ . . have trouble understanding whiat is said.

!
| B. Co::versatlon Situation °
| Does the way the characters talk match the situation they are in?

f
‘ High . The characters talk exactly as you would expect in the situa-

’ Middle The characters talk as you expect in-the situation most of, the’

{ 2
b o time. ,
“, / . Low  The characters do not talk as you wauld expect in the situa-
A tion,

-
. / C. Stage Directions '
: If stage directions are used, are they short and clear? —-

;’ High  The stage directions tell the actors how to act and speak when

¥

- you cannot decxde from the characters’ talk. -

'/ Middle The stage dxrectxons tell the actors how to act ana speak most
of the time. Sometimes they leave mformatlon out or repeat
__information. ¢

Low  The stage directions confuse the actors about how t _/o act and
speak. ¢

7
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) ’j II. Shape-Eactors N | '
| - .

A. Beginning - -
Doesreading the opening lines of this dramatic writing make you
. ~-~"Twant to continue? Do they make you feel that what follows will be
. . L
- interesting? l/ . _
High 1 am intrigued by the beginning. It seems interesting and
makes me want to continue the reading.- )

Middle The beginning;;mnsting; however, I have seen this ﬁegin-
‘ ning used before. It’s not all that unusual. \

. Lowr  The béginning is not particularly interesting. It gets the\dra-
matic writing off to a slow start. ‘ \

. “B. Stucture - .
Structure refers to the way this dramatic writing is built, or put to-
gether, with a beginning, middle, and end. It has to do with the way the
parts fit together, the overall design which reveals the problem ;and

how that problem is solved. i

-~ High The elements of the dramatic writing are tied together in an
interesting, well-organized manner. There is a good deal of
detail and a resolution that is believable.

Middle Although there is some attempt at proceeding froim beginning
to end in an organized manner, you are unsatisfied. This could
be due eitherto a “forced” conclusion to the writing or to the

¢ writer's failure to tie all the elements together very successful-

ly. ",
Low The sequ. ce of events.is confused, rambliﬂg, ,:bt well-
organized. Very little detail is given. T e e

[R

C. Ending S SR
The ending is the dramatic writing’s conclusion. It is reached after a
problem has been resolved. | ° -t s,

.

High  The ending follows sensibly from the stoiy, is unique, very
well stated, and, possibly, is a surprise ending.

Middle The ending.makes sense to the dramatic writing but is not
S ~~—very unique or unusual. Y %

Low  Very ordinary and usual. The ending is just what you expect-
¢d and does not surprise you. It inay not resolve the problem
posed in the writing, or it may not resolve it in a believable
manner. '

<. 1II. Characterjzation Factors

‘Having charaCters that are well-developed and real to the readers is
an important part of dramatic writing. Making the reader understand
how and why thie charicters act the way they do will give the readera ’
more persona) and interesting view of the entire dramatic piece.

3L
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. A." Development and Crec{ibility ) , .
g All the characters.in the writing should be as much like real people as
. ‘ossible. Thé reader should be able to see the difference between the *

major and minor characters. Major characters (the important or')es)

should be more fully developed. The reader should know a lot about

them. They should see him/her acting and reacting in many different

, situations. Minor characters (less important ones) also have to he realis-

. tic; but the reader doeén’t have to know as much about them.

. - 8 3
v i High  All major characters seem to be like real people. Each charac-
- . ter is a different person, and the reader has no problem telling
which character is which. Minor characters are also real, but i ‘
they aren’t as detailed as major ones. The writer tells the read- s
er much about his characters through dialogue. Narration is -
kept to a minimum. N .

\ Middle Not all the characters seem like real people, all the time.
Sometimes they do things that real people probably wouldn't
—.» “do~The reader has a hard time telling which characters are

~ . iwhich. They alt seem alike.

7 - .
Low kLittle about the characters seems real. They act in ways which
. most people wouldn't.'There is no difference between major
-and minor characters. The characters are almost entirely de-
scribed by narration, with little use of dialogue.

3

- B. Consistency, " ‘ :
The characters seem like the same people throughout the piece of
writing. Their embotions might change (they may change by laughing,
T T, - crying;-feeling happy or sad, etc.), but their basic personalities will re-
- main the same. (A boy who was very stingy with his money at the be-
. ginning of the story wouldn’t-suddenly start-giving-meney-away-for no
- reason.) . ‘ : )
High All the characters remain the same throughout the piece. ‘, .

Their personalities do not change. If there is a basic change, a
reason is given for it in the dialogue.

Middle The charaéters do not always seem like the same people.
‘ There are times when they do things that don’t seem to fit.

Low  The characters’ personalities are constantly changing. “The
reader never.knows what to expect from them. - —

———— "
- -
—
A v

IV. Mechanics Factors —_

A. Dramatic Form,
Dramatic Form refers to the physical arrangement of words orr the N
_ paper. Is the physical form of the paper such.that the reader wants to
« continue reading? The names of the charactérs should come before
their lines, and be set off to the.left, followed by a colon. If stage direc-
tions are used, they should be enclosed i~ parentheses.

High  The form is nearly perfect; stage{directiorhls are set off by par-
entheses. ,
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> Middle There are a few errors in form or occasionally confusingstage
directions. . °

Low  'The paper contains many errors in dramatic form: characters’
nanies are omitted or put in the wrong places. Stage direc-
. tions 4re run into the characters’ lines.
. @ Spelling " .
Dialect spellings are permitted in dramatic writing. Where they are
used, they should be consistent so that the actor would have no diffi-
culty reading the character’s lines.

« High  All words are spelled correctly, even the most difficult words.
; Dialect spellings are consistent.

S . Middle Only afew words are misspelled. Dialect spellings are mostly
. consistent. .

N

| Low There are many misspellings, even of very ordinary words.
i . Dialect spellings are inconsistent.

i/ C. End Punctuation

High End punctuation occurs at natural places, thus making the
dialogue easy to follow.

Middle There are only a few errors in end punctuation, with;)qt mak:
ing the dialogue difficult to follow. il
}

Low End punqtuatio:u/fnarks-a.re either not present or are placed 50
that often the dialogue is hard to_follow.

“ V. Response Factors ' . : ‘
Rather than focusing your atfention on one aipect of drama, in this
Section of the scale you will be asked to assess the dramatic work as a
whole. The questions under this/headini%(/the scale will probably be
the easiest for you to answer because yowknow what you like and dis- -
like. However,"you should try /tx{ use your answers to these qi\xestions as \
» guides in answering the other more specific questions. For example, if
you really enjoyed a work, try to decide what aspect of the work made
it so successtul. -

A. Entertainment .
o ‘ High - 1 felt the \v;)fk was very entertaining.
. " Middle 1 was only mildly entertained by the work as a whole. .
, Low The work was not entertaining.
& B. Originality . . \ )
~ - S
.~ High The work made me think about something ir a way that I

=

shadn't previously considered. 2

Middle While there were some moments of originality in the work,” _
o " there were a lot of ideas T had heard before.

. Low™ "There was nothing new in this work.

9
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~ S
S ) » Reader Score Sheet, - ..
- ‘\ DIRECTIONS* For each quality listed below, circle the number t.hst. ‘moat
I neatly describes the position of th!s paper on the following
i N scale from high to low. . / .
. || LANGUAGE FACTORS - "HIGH ~ - MIDDLE LOW .
.| 11 Conversation — Realism. ...... . 5 4 2" 1 e / L
1.2 Conversation — Situation......... 5 4 “3 2 1 1
| T3 Stage Difections. 5——4 3 2. 1 .
' TOTAL LANGUAGE SCORE: ¢
SHAFE FACTORS’ ) ‘
IL1¢ Beginning. % .o...... . e 5 4 3 2 )
g,é Stracture............ 2 reeaaes 5 4 3 2 1 / e
3 Ending.....coveeneriiiiienennn .5 4 3 2 1 .7
‘ TOTAL SHAPE SCORE: — /
+ | CHARACTERIZATION FACTORS ; r . .
e .11 Development.................0 § 4 3 -2 1 N
¥ 1.2 Consistency......covvueennnss 4 .3 2 1 . :‘f‘ <
TOTAL CHARA-CTI‘%RIZATION SCORE:
MECHANICS FACTORS \ <
IV.1 Dramatic Form....coovvvnarnss 5 4 3 2 1 K,
_IV.2 Spelling......oooevvivnnnninns 5 4 3 2 1 L
IV.3 Punctuation...........c.oevene 5 4 3 2 1 /)
TOTAL MECHANICS SCORE A7
< RESPONSE FACTORS . .
V.1  Entertainment.................. 51 4 3 2 1
V 2" Originality... ..oovneeennn.s . 57 4 3 2 1
TOTAL RESPONSE SCORE: .
“""TOTAL SCORE: -
> z \
* \
> N $
o—— . st O S
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Dicrhbtomoua Scale
, YES  NO. A

. Conversation sounds realistic.
Characters’ talk fits the situa-

* tion. T
There are stage directions.
Stage directions are clear,

. Opening lines are.in‘eresting.

There i3 & definite beginning: -

There is a definite ending.

The ending is interesting.

The chiaracters seem real.

The characters are conaistent.

» Tho forni is’eonsistent. -

. Jpelling rules are obeerved.

. Punctuation rules &are ob-

served. L
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" RESPONSE 14, ‘The:work is entertaining.
. 15. The work made me think a~
bout something in & way I
hadn’t previously considered.
S i N .
Totals: —_— , # .
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L, . Although originally developed as a meqné of surveying the writing gi)iljfy 3

of large numbers of students, Primary Trait Scoring procedures can'be
used for several purposes. They can be used to make summative évalua- | .
tions of students’ writing and to generate numerical data for research

studies and curriculum evaluation projects, but they also provide a de- .
tailed, precise description of students’ performances on aspecific rhetoti-- -.. .-

, cal task. Teachers can use this description as a diagnosis of students’ writ-

ing abilities and as a means of providing students with formative
evaluation. Primary Trait Scoring is not concerned with qualities of

‘writing—syntactic fluency, for example—that are presumed to be charac-

teristic of all good writing. Rather, it asks readers to determine whether a
piece of writing has certain characteristics or primary traits'that are cru-
cial to success with a given rhetorical task. Based on a éarefully worked-
out theory of discourse which can provide a valid and reliable picture of _
students’ writing, Primary Trait Scoring is one of the most promising al-
ternatives to standardized, multiple-choice tests of writing,
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PRIMARY TRAIT SCORING

) ) ) - Richard Lloyd-Jones .

Y

In discussing tests of writing ability, one should have in mind a workihg
definition of “writing,” since that term is used equivocally to refer to any
part of the ]arge range between “handwriting” and “great literary works.”
Here, “writing” is synénymous with “discourse.” And discourse will be
discussed in terms of its aims, which relate to the functions of language,
and in terms of its features, which are the separate elements, devices, and”
mechanisms of language. Judgments about the quality of writing are—or
should be—primarily related to aims (i.e., does the piece of writing fulfill
its purpose?). Yet to be informative about those judgments one must be
able to describe the" writing in terms of its features (e.g., the level of vo-
cabulary).

Tésts of writing ability are either atomistic or holistw Atomistic tests
rely on the assessment of particular features associated with skill in dlS-
coursing, whereas holistic tests consider samples. of discourse only ‘as
whole entities. Holistic tests are of two kinds: those that deal with a piece
of writing as representative of all discourse (such as the method,perfected
by the Educational Testing Servxce) or those that isolate subcategones of
the universe of discourse and rate writing samples in terms of their apt-
ness within the prescribed range (such as the Primary Trait Scoring meth-
od as developed by the National Assessment of Educational Progress).
Atomistic tests are easier to use, cheaper, and probably more reliable;but
holistic tests are potentially more valid, and in particular, Primary Trait
Scoring is potentially more informative.

, - .t - ., o,
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e Atoinistic Methods

The range, of atomistic tests in commonruse illustrates their value. Say-
T+ ing "I\gotta use words when I talk to you” suggests that vocabulary is a
measure of skill in writing. Vocabulary tests are used for so many kinds of
ectunaiﬁs qf hi‘unan ability that we might not even think of them as tests of
. skill in discourse. To be sure, we use the results of vocabulary tests for
placement in freshman English and for admission to college or even grad- .
uate schpol, thus demonstrating that we correlate vocabulary develop-
ment with general skill in discourse. But one look at any academic
journal—or worse, the manuscripts as they are submitted—is enough to
dispel thelidea that the size of the vocabulary is a valid measure, Although
“one must have a large vocabulary in order-to.discourse well on a varjety
of topics,'it does not féllo's that a large vocabulary-in itself is enough to
ensug‘é skill\in discourse. The vocabulary test is, at best, a device for find-
ing out Whether'a person might control merely one feature necessary for
skill in writing. ‘ h o
Variations of vocabulary tests have been designed. NAEP has used one
that counts the average number.of letters per word used by essay writers,
- but the results\\ can't be associated with the quality of the writing, proba-
*- _bly because word length in itself has little to. do with aptness of choice,
and averages conceal the more important issu¢ of- range. Sophisticated |
literary critics have examined short texts in‘terms of the etymology of \
words chosen, the percentage of polysyllables, or the rankings of words
on-word frequency lists for writing. The counting, even when intellectual-
ly complicated, can be satisfyingly exact, but until such counts are related

to skills in discourse, we will not have learned mucl‘l about how to evalu-

ate writing samples. .~ - .
A common test used for college entrance and many English achieve-
ment or “exit” examinations is a test of conventional usage and manu-
seript mechanics. Recent discussion about its misuse has centered on its
billing as a test of writing skill. It is, of course, a test of social corformity,
“~of how wella person recognizes the language forms most commonly used
by those in authority in America. The test undoubtedly sortscut the peo-
? ple whorwill succeed in college, but that does not make it a test of skills in
discourse. T ]
5. We are more familiar with the use of larger syntactical or rhetorical
" units for measuring maturity o clarity in discourse. On one hand, we
measure sentence length and complexity, we search out “T-units” orkinds .
of embedding to indicate the growth of sophistication in expressing ideas. -
The units can be described quite rigorously—perhaps almost as precisely
as one can define words—so the tests can be reliable over a period of time
even though the complexity of description may require expert readers ,

-
.
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dealing wnth small samples. In a parallel but lw; rigorous way, readabllxty
formulae are used-to describe technical and business prose in order to

" identify what might be hard to read. Sometimes features of vocabulary
are counted in the formulae, but most of the issues are related to syntax
and sentence length. Since these larger units depend upon organization
and subordination—that is, emphasis—they are more plausible symptoms
of skill in discourse. The quality of the sentence may seem to be inde-
pendent of the kind'of discourse (a moot proposition, in fact, but conclu-
sions about the maturity of writers based on studies of syntax seem to
make the assumption, as do conventiQnal literary descriptions of style) so
gathering samples of writing is relatively easy and the information ob- *
tained is fairly specific (number of words, number of dependent clauses,
kinds of embedding, etc.). Just a modest extension of the act of checking
subordination within a sentence leads to examining conjunctions and oth-

.er words which suggest emphasis within a paragraph, and thus leads to _\
assumptions about coherence in discourse. Unfortunately we lack norma- ‘\

.

tive data; and our existing observations—the “lore” of coherence—may
. . not be appropriate in a new age of nonverbal electronic communication. |
- Although most moderately educated people have learned to accept
changes in the lexicon of English and most scholars have learned to accept
changes of usage and syntax, we are not well informed about fashions or
basic changes of rhetorical conyentions. Perhaps such changes occur in .
gross ways and are therefore conscious enough to be viewed merely as
stylistic strategies. Still, an analogy to developments in filmmaking might
be Suitably cautionary. A young person brought up on current techniques
_ of cineniatic transition—abrupt shifts of space, time, and point of view—
thinks the elaborate explicitness of films in the 1930s is slow, or even “ver-
bal.” Even those of us brought up on films of the thirties suffer from nostal-
gia when we view the old elaborateness. Similarly, Lecause of our deep .
.commitment to written language; especially to classic texts, we may have
amuch more difficult time respondmg to changes in rhetorical customs in
prose. Research in such problems will always follow the fact of change,
and the problem affects all of our examinations of discourse.
) Some more complex atomistic>observations appear to deal with ele-
< ments of rhetoric and thus seem less atomistic. Rating scales seem to ap- N
ply to the whole discourse. Papers which are scored in terms of organiza- )
tion, evidence, diction, or combinations of these or other rhetorical fea- N
. tures-may be nominaily judged in toto; the named “features” are elements
« ~ of dxscourse; ‘but these features, in fact, are isolated from the context by a
reader and scored separately—an atomistic system tied to abstract cate-
“gories associated with traditional rhetorics. Often the definitions of cate-
T = gories aze quite vague, and at best they may be arbitrary. After all, exactly
* -what "is “diction? The scormg,-—wexw partu,ular category is

. o AL :
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usually expressed in a ﬁxed point system which is not adjusted for dlﬁer- X
ent kinds of discourse; there is no effort to adjust the points to tell, for
.example, whether evidence is as important in self-expression as in persua-
sion. And since organizational patterns may differ widely for different
! kinds o’f discourse—or for different subjects treated similarly—the preci-
. \sion of ategories. is more apparent than real. Various kinds of scoring
. guides, ance popular and still represented in marking guides of freshman
handbooks and on various diagnostic tests, are not reilable or even espe;
+ .cially valid as ways of recording information about large samples of writ-
ing. They serve best as convenient shorthand for explaming Judgments
about writing.to students.
*. . Atomistic tests, then, may deal with the smallest units of discourse (vo-
..» cabulary, e, syntax), the kind which can be easily adapted to machine
" grading, or thh relatively pervasive elements of discourse (concreteness,
coherence, hvelmess), which must be described by trained human read-
ors. A user ofi the tests presumes that the correlation between mastery of
" the feature and the drts 9f discourse is close enough to permit practical
judgments about skill in’ writing. NAEP gives the results of several of -
these kinds of \exarmnatlons in its reports in Writing Mechanics. Even— — __
though they may fiot be valid and persuasive tests of discourse, they pro- . |
vide knowledge about particular features of language which are import-
ant to'many of us a’e often teach in terms of the specifics, and certainly -~
our ability to talk about writing depends on the existence of reliably de-
fined features and categories. We need more data about how features of
writing relate to writing performance in the real world before we can be
confident |of our assumptions in the test world. . ¢

- . ke

- \ Holistic Methods

" Holistic tests are based on the idea that a valid t&s'f‘of discourse depends
.. upon the examination of a sample of discourse as a whole, not merely as a
... collection of parts. One need not assume that-thé whole is more than the
sum of the parts—although I do—for it may be simply that the categoriz-
gbl\e parts are too numerous and too complexly related ta permit a valid
report-Some recent ¢ e!foﬁrt;‘to combine human judgment with a compu-
ter's memoty, at least-at the pragmatic Jevel, -are-based on this less-de-- -
manding assumption.

If one decides that a valid (or publicly acceptable and persuaswe) test
requires both a sample of discourse and a human reaction, then one.must
elect some holistic system, precisely deﬁnmg the segment of discourse to
be evaludted. The writing sample must reflect the writer" s choices rather

& .
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_than the testmaker s choices; the cntxch?esponse must be affectwe as w\ll
"as cognitive, and must interpret unconventional and creative language as
- well as report conventional devices. For purposes such as classroom
\ placement or equivalency credit| where there are other procedures to
\mm individual exceptions, the ETS method and its variants are proba-
ly adequate and relatively simple. See Paul Diederich’s most readable
L ents in Measuring Growth in English for a general review, and see _
~ his ibhography for leads to more technical accounts.
S Tbe\methods perfected by ETS assume that excellence in one sample
S of one mode of writing predicts excellence in other modes—that is, good
" writing 1s\good writing. Some allowance is made for “havmg a bad day”
or other problems of the test situation. In contrast, the anaryJ rait Sys-
tem developed under the auspices of NAEP! assumes that the writer of a
‘good technical teport may not be able to produce an excellent persuasive
letter to a city council. A precise description on zensus of Wwriting skills is
far richer in mformahon if the observations are categonzed according to -
. the purpose of the prose. The goal of Primary Trait Scoring is to define
precisely what segmen\ of discourse will be evaluated (e.g., presenting
rational persuasion between social equals in a formal situation), and to
train readers to render - holistic judgments accordmgly .

The chief steps in using the Primary Trait Scoring System are to define
the universe of discourse, to devise exercises which sample that universe
precnsely, to ensure cooperation of the writers, tf’ devise workable scormg
. guides, and to use the guides. \\ / |

o
S5

 Choosing a Discourse ﬁbdel

o / .
In order to report precisely how people manage diffcrent types o’f dis-

course, one must have a model of discourse which permits the identifica-
tion of limited types of discourse and the creation of exercises wmch sti-
mulate writing in the appropriate range l?ut not beyond it. The three-part
model Klaus and I selected was based on the purpose (goal, aun) of the
discourse and reflected whether the character of the writing grew jout ofa
focus on the writer, the audience, or the subject matter. (Perhaps we show;
the influence of Aristotlc and his inte%reters, and we will take z}hy credit

/ -
INAEP supported a scoring conferehce thch included five people from NC'I' E: Robert
-J

/ o~

Correll, William Irmscher, Richard Lloyd-J¢nes, Louis Milic, and Donald Seybold as well as,
Ellis Page, William Coffman and several staff test specmhsts Later NAEP asked Carl H.
Klaus and Lloyd-Jones to elaborate the system both in theory and with practical scoring
guides. In developing the guides they were joined by Seybold and six others. The guides
were then chetked for feasibility by Westmghbuse Learning Corporation under the direc-
. tion of Louise, Dxana who contributed substantially to the-refining of the ideas.
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we_can earn by that allusion.) Contrasting available two- or four-part .
models may suggest the issues at stake and thus define our choice. We did
not seriously consider more elaborate models, for example, Jakobson'’s
six-part model.

If we had chosen a two-part model—-say, Britton’s notions of * specta-
tor” and “participant” writing—we would have echoed the two main ob-
jectives of the second round of NAEP's writingassessment: self-expression.
and social effectiveness. It is an excellent mbdel for directing observations
of the gradual socialization of children, but it tends to take for granted the
demands of the subject,.of information processing which is important to
responsible adults and thus to the schools. The two-part division may be
said to include some information processing as a part of a Kantian dis-
covery of a priori forms within the self (temporal and spatial issues, for .
example), and on the other hand, to include some other information pro-
cessing in the learning of standard public procedures for getting along in a
society (report writing or business letter writing). Still, by limiting the .
observations about the writing to the participants in communication, the
encoder and the decoder, the twe-part division diminishes our sense of
how the external reality influences our reasons for writing and how the
code itself works.

If we had chosen a four-part model, such as the system e]uc:dated fully
by Kinneavy in A Theory of Discourse, we might have had a more exact-
ing and theoretically satisfying system, but one that was unnecessarily
complex for describing impromptu writing produced in 20- or 25-minute
exgercises. Kinneavy notes that the purpnses of discourse may not only be
self-centered, audience directed, and subject controiled, but they may be
involved with manipulation of language for its own sake, as in literature.
Given time, one may produce literary language in oratory, advertising, or
graffiti, for example; playing with words may represent a pleasantly sub-*

Iversive ‘motive which complicates any effort at writing, either enhancing

or inhibiting its effectiveness in coping with other goals. Fond of language
ourselves, Klaus and I hated to omit evidence of interest in the language in
the code itself, but we also felt that the practical limits of our methods for
getting samples of prose made extensive examination certainly mislead-
ing. We therefore judged playfulness in language—manipulation of lan-
guage forms for sheer pleasure—to be a part of self-expression. That is,
we deliberately chose a model simpler than one we might have selected
on purely theoretical grounds.

Perhaps, too, I should offer a practical caveat which is taken for granted
by model builders. Motives are rarely pure. We write a single piece for
many reasons; therefore, our practical judgments about the effectiveness
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v visions and conceptions on reality, nor do I refuse to play little games with

_'6f.a particular sampie of writing require the blending of the pure colors of
 the theorétical system into the earthier shades of actual performances. For
example, I write to inform you about the system we devised, but I am not

really trying to,avoid Dersuading you of its usefulness, nor am I conceal-
ing the voices of the people who did the work and thus imposed their

the language-In short, the sharp categories of our discourse model proba-

* bly must be blurred into continua, a kind of tri-polar surface upon which

. we might locate any particular rhetorical situation in order to schematize

the blend of purposes implied, so we can then derive what must be the
primary rhetorical traits and the particular verbal devices which should
be associated with the trait.” ~

Figure 1 depicts the model we actually chose. Explanatory, persuasive
and expressive extremes:are 'represented by the.angles of the triangle.
Each point is associated with the features ‘of language ordinarily related to
that goal of writing. For example, we view persuasive writing as audience
oriented and therefore concerned with the appeals of classical rhetoric.
Yet, we note that one of the traditional appeals is to logic, and certain
persuasive situations tend toward the explanatory point of the triangle.
Categorical organization and explicit evidence are important in such sit-
uations. Persuasion more dependent on ethical proof, on expressions of
the character of the speaker, would be located more toward the expres-
sive point of the triangle and would be more concerned with the devices
suggesting the “voice” of the writer.

bl 13

b . .

Explanatory Discourse “ N
(Subject oriented)

Expressive Discourse Persuasive Discourse
(Discourser oriented) (Audience oriented)

Figure 1.

o

Figure 2 depicts a more complex model we rejected as more complicat-
ed than we could*handle. Although the diagram suggests that transaction-
al-writing (perlocutionary) can usefully be divided into referential and
persuasive writing, it also implies that illocutionary writing can blur the
distinction between expressive and literary discourse. I have tried to sug-
gest alternative terms without worrying about fine distinctions in order to
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imply bow categones in the model represent tendencies in related mod-
els.

Hlocutionary Perlocutionary
(Spectator) High (Participant)
personal (Transactional)
involvement .
in situation R
P
Expressive Persuasive
(encoder) (decoder)
Self - . . Other
oriented " oriented
Literary . Explanatory -
(language) (substance)
(code) (reference)
N /
Low .
personal . : =
involvement
in situation
N Figure 2.
A

Evalu/ahon: The Real World and the World of Tests

The model categorizes discourse directly in terms of the purpose of
discourses, so before wying to develop exercises for use in indirect testing,
consider how we evaluate discourse directly. Exercises and scoring
guides must eventually stand up as analogies for the direct expenenc&s of
writing. N

In the real world, as opposed to the world of the testmaker, transaction-
al discourse is judged by what it accomplishes. If one is trying to sell
automobiles, the sales chart to some extent is a measure of the effective-
ness of the discourse, although the facts of a malfunctioning vehicle or
unpovenshed customers may cloud the issue. So too with all of the types .
~ of persuasion outlined by Aristotle; each can be judged by its effect, al-
though each may be perverted by some exigency in the situation, When
the transaction is explanatory, as a set of directions or in a textbook the
juality of the explar~ation may be judged by whether the reader is able to
carry on the procedures as directed. Even the ability tc carry on a discus-
sion in which the understanding of an idea is necessary-becomes-a test of
the explanation. Put <irrply, a transaction implies a response; if the reader
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t makes the appropriate rcsponse, the writer has written well. Not all situa-
. tions are equally demarnding; selling a car to a ba.{'nkrupt cyclist is more
.+ . difficult than selling a drink to a wealthy alcoholic, but each can be judged

. by a practical outcome. In the test world, nothing really happens, so some

~*_ method of analysis and description'must be devised to replace the obser-

vation,of the effect.

In the real world expressive dxscourse makes a writer feel better and
know more—it-is the language of dlscovery To the xtent that an‘audi-
ence is involved, exprecsn{'eness is shared language. We sdy that the au-
“thor expressesour ideas. When James Kmneav/y (1971) ana’lyzes the Dec-
.laration of Inidépendence as a piece of expression, which it primarily is, he
“reveals it to us as if it were our own expression, if we were clever enough
“to have thought it (pp. 409 f£.). That issue of expression for the collective
mind is now confused by the fact that the nation honors the text without
reading it; we might speculate that many people would oppose it, if they
vead it thoughtfully, for it asserts the value system of its authors and not of
many current Americans. The same might be said for most revolutionary
documents love letters, and barroom chitchat. What happens is probably

internal. Even if a revolution or a barroom brawl is generated, the expres-

ion is responsible only to the exten:‘zat it helped each participant find a

+ [form in language which enabled him or her tq discover personal beliefs.
These individuals were not persuadged; rather|they found, borrowed, or
/ stole a form for then' own inchoate feelings. With some qualifications, as
much can be said to define literature as the language of formation and
discovery in symbols Even in the real world it is difficult to judge expres-
sion. Each reader speaks for one person. Some especially sensitive literary
critics or psychoanalytic observers can guide the judgments of most read-
. ers, but even literary scholars prefer to describe expressive pieces as so-
cial commentary that should be judged in a world of transactions. And
since the aims of discourse are rarely unmixed, such evasions have merit.
In the test world the difficulty of dealing with expressiveness has often led
us to pretend that it doesn’t exist.

Developing Exercises

Perhaps I have eased into the second step of using Primary Trait .

o Sconng——dev:smg exercises which in fact stimulate respondents to write
”f . as well as théy can within the narrowly defined kind of discourse to be
¥ exainined. For all holistic testing, any exercise must be within the legiti-
mate range of knowledge of the writer. An exercise about farming penal-

izes city children, one about vacations favors the prosperous, and one

>
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/
about making complaints will vary in its power according to the write
*uaﬁon—whwh—wall—be:e»n&ehdd—mluhreatenmth :
and baffle stlll another. The results will reflect experience in situations as™

* mauch as skill in manipulating language forms. A wide open subject, suchy .

as that allowed in conventlonal-hohstlcscormg, permits each writer to
find a personally satisfying way to respond, but in ‘Primary Trait Scoring a
stimulus must generate writing which is situation bound: The writer can’t
just do his or her/own thing. The more one restricts the situation in order
to define a purpose and stimulate performance of a particular kind, the
greater the chances that the exercise will fall outside of respondents’ expe-

- riences. The testmaker must deal with the problem directly.

Identifying the Kind of Discourse’
b4

First, we must isolate the type of discourse to be evoked. On a theoreti-
cal basis, we might want to sample all areas of the model triangle, and
perhaps a person with a good command of theory and lots of practical
experience in relating the features of discourse to situations would mark
spots on the model and create exercises to fit. Partly because we inherited
exercises from the first round of the NAEP’s writing assessment and from
preliminary work done on the second round, we located existing exercises
on the model. We imagine that most teachers practiced in creating class-
room exercises will also create the situation first. Then they can analyze
the rhetorical implications, placing the exercise on the model; this will
serve as an aid in discovering the features which charactenze writing in
the presgribed mode.

Suppose one begins vith a typical classroom assignment: “Write a letter
to the principal suggesting some improvement in our school.” That seems
to be a routinely persuasive situation roughly conforming to Aristotle’s
strictures about deliverative discourse. We might assume that a principal
is a mature and responsible person who will respond rationally to a de-
tailed, factual description of a condition which requires change, so much
of the presentation wijll probably be referential discourse. A principal
concerned about pupllg feelings might respond to evidence of expres-
siveness, but that would be a secondary consideration. We probably
would locate the exercise fairly close to the line between explanatory and

_r——
persuasive discourSe, closer to the persuasive end. If parents were the
audience, we might posit that a larger expressive dimension would be
dppropriate, and we might consider that the usefulness of wheedling
?vould push the exercise closer to pure persuasion. The specifics of this
example, as in almost any proposed exercise, are open to discussion, but

,the issue for the testmaker is to try to identify the possibilities through .

(3
N




) . “Primary Troit Scoring - . 5 VL 3 \

RE ‘ S : .
- careful examination of the situation and any verbal cues in the assignment
\ itself. So long as the assumptions are explicit, the user of the test can inter-
\- .pret the results fairly. . . &
\ Triaks

.

:* Preliminary trials of proposed exercises are essential to ensure that re-

‘ \ spondents will understand the situation as the designers intend. One does

" not expect a student writer to make a conscious analysis parallel to that of
‘the designer, but the writer must-understand the situation in such a way
" that discourse in the appropriate mode is- generated The writer's duty is
‘to perform aptly, but the designer’s task is to create a situation in which
that apt performance will illustrate the writer's competence thhm a par-
. ticular mode of discourse.
 The trials reveal whether or not the expected kind of discourse is
evoked, and as importantly they suggest what kind of cooperation the
exercise encourages. If an exercise happens to evoke consistently a kind
of writing which the deslgners did not expect, they may simply recategor-

v ize the exercise to conform with what has happened, although they should
. -attempt to rationalize the change. When we found that a hypothetically
persuasive exercise about women’s place in society provoked mostly
statements of feelings about women'’s place, we tinkered a little with the

. . phrasing and tfms created an expressive exercise with an appropriate
. scoring guide (see pp. 60-66). We might also have changed the exercise
drastically to require arguments about the Equal Rights Amendment—a
more clearly persuasive situation—but that would kave required our re-
spondents to have special knowledge and probably would have distorted
excessively our view of the quality of the writing as such. "
‘{/

Motivation . !
One can never wholly separate the quality of the writing from the

knowlcdge of the subject and probably should not try. Yet, if one is to

learn about a national sample of several age groups, and if by law one

cannot identify individuals or school districts, then one has to get the

cooperihon of the writers without the implicit threats of bad grades or

angry s h{)ol boards. Part of that cooperation must come from giving the

writer a satisfying task. Knowledge of the subject is part of the sa 99-

tiop. The ob)ecQons made about lack of motivation in writing for théfirst ,

round cf NAEP's writing assessment may have to be doubled for the sec-

ond because Primary Trait Scoring enforces restrictions which may make -

the tasks less attractive. _ =

\ .
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Still, some illustrative observations about how the exercises affect moti-

vation can be suggested. The more the stimulus includes material in-

tended to suggest prewriting instructions given in textbooks, the greater- *

the confusion. Each prewriting question provokes its own answer Infact,

. eachaddition to the stimulus produces a possible distraction, and distrac-

vt tions'seem to lessen the attractiveness of the task. Certain images create

trouble: “Bananas,” .or exemple, seems to, provoke pornographic or  scat-

ological responses. Bill collectors'seem tolbe exceedingly threatening to

_ some people. When we tried an explanatory-persuasive exercise to evoke

. aserious letter to correct an error in computer. billing, we got a number of

L amusing responses, but when we ‘tried to revise-the exercise to encourage

! —,I*"" -——humof"hterary-expmswe responses by makmg the situation more ab-

R ~ surd, we found that the increase in.the number who could joke about
_ computers and over-due bills was smal! and, strangely, the number which )

: dealt effectively with the problem in serious, highly conventional terms _
became larger. In both versions a substantial number of respondents were . |
merely hostile. . .

In general, expressive exercises seemed to draw more enthusxastlc re-
sponses than did transacrional ones, probably because wntmgexprmsive— ’
ly is to some extent its own reward. Make-believe transactions present a

*_ mild contradiction of terms and that may tempt one to underestimate the
skills in handling practical situations. Especially for nine-year-olds «riting
seems to be fun, but older students more often seem to view writingasa
chore. Probably no simple answer to mativation can be offered for all test

situations, but it should be a concern, and perhaps it would be wise to

7 have uninvolved observers read papers and comment on the seriousness

with which writers approach their tasks. Lis short, finding likely topics

within the range of all the respondents and challenging enough to pro-
mote serious efforts despite the lack of any “payoff” remains a problem.

And a 55-minute test period is still only 55 minutes, so tests arz limited to

extemporaneous production. That does not demonstrate what a serious

person might be ableto do in occasions which permit time for reconsider-
ation and revision. Editing allowed in a 55-minute period should not be
considered revision.

Scoring Gui&w

The practical problems of devising suitable exercises would fill a hand-

L book of operational lore, but creating intelligible scoring guides without
violating the chaste theoretical model requires patient labor, frequent trial-

readings, and substantial theoretical background—on the average, sixty to

l
ot
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", - eighty hours of prof sional time per exercise, nﬁounting the time re-
"~ quired.to administertthe proposed exercise to get samples, nor the time -
" ., required to try ott the proposed guide. Once the guide is created fora
- . part.ular exercise—and the guides are specific for each situation—then
. - presumably any bright and verbal person can use it. ;
~- . A scoring guide consists of (1) the exercise itself, (2) a statement of the
% _ primary rhetorjcal trait of the writing which should be elicited by the
.. exercise (akind of statement of the limited test objective), (3) an interpre-
- tation of the exercise indicating how each element of the stimulus is pre-
* 4o Sumed to.affect the respondent (a kind of hypothesis about performance),
. “(4) an interpratation of how the situation of the exercise is related to the
. Dosited primary trhit (a synthesis of #2 and #3), (5) a system for defining
1.3, the shorthand which is to be used in reporting descriptions of the writing
". - (theactual scoring guide), (6) samples of papers which have been scored
- - {definition of the score points), and (7) discussions of why each sample
.+ . paper was scoréd a it was (extensions of the definitions).
) Most of the guides of persuasive or referential writing use numbers
(sqbres) which indicate a value placed on the observed performances.
~ Usually 4 or 5is a highly competent performance, 1 is a serious but quite
vy 'itlx'adequate response; other symbols are used to indicate a failure to en-
. J5age the exercise. Since score points are defined in detailed discussions,
7/ the usual arguments about using even or odd numbers of scoring catego-
./ ries do not apply. The middle number is not necessarily an “average”
i/ performance. Excellent prose which is an inappropriate response to a sit-
. { uation may well be rated 1; in some writing situations a top score might
. appropriately be awarded to prose judged to be nonstandard dialect. Ex-
\ l pressive prose often was described in terms of the kinds of response
; made—not presuming, for example, that either categorical or associative e
- organizational systems were to be preferred, or even that lots of concrete.—
.detail was sclf-evidently better than well-knit abstractions. Simply, the
_score points indicated what the writer did. Each score point is described ’
" in"detail in terms of what languege features might be expected. 4
%~ Perhaps in an ideal world of brilliant rhetoricians one would know in
:.7» " advance the features which would define a 2 or a 4 paper, but we took
.. .~ papers gathered in trial runs, examined them carefully to see what fea- L
: tures actually were chosen to solve the rhetorical problem, and then wrote ~ )
the descriptions to conform with the expectations established by the sam-
 ple. Usually, we found many quite legitimate solutions which we had not
" . imagined. We were delighted by the inventiveness of respondents and -
. quickly learned that even highly structured situations permit a variety of
appropriate responses. ‘ C
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Cmd&s for some of the released exercises have been published by
NAEP; one example is appended to this chapter. Anyone who wishes, to
use this method should undoubtedly read over several guides before dé-
vising new ones. Each guide was cgnstructed by three people, one acting _
as secretary for the group. Then it was given a feasibility check by an’
independent observer who used the guides to train readers. They, in turn,
rated papers obtained in the original trials and previously rated by those
R \ ‘who devised the guldes The reliability was judged to be at least as good \
-~_as that obtained in more conventional holistic scoring, although, th()se\\
Mteo,@re better presented by the people who worked on them for~ ~
NAEP. Wntm\R‘quLOS—W-M (“Expressive Writing”) provxdes an ex-

.tended discussion of the scoring of three exercises. AR "/‘ ~
4 f'*.

: . When to Use Primary Traits

The questions about whether to use the method concern the conven-\ -
_ience of development and administration, the valldlty, and the amcunt of
information obtained. In terms of convenience for the tester, Prim
Trait Scoring is more difficult than other methods. One hopes that the
evident need for extreme care forces the testmaker to develop a better
instrument, but that argument, I am aware, tastes like sweet lemons.

For validity most tests of writing depend heavily on face values Our . .
usual decision about whether a given sample of writing is to be jndged as
good, apart from situations of actual use, depends on the opinion-of Qali-

" fied reviewers. If enough reviewers of various b:ases accept a piece of
writing as good—especially if the reviewers hveuq widely “separated
places over a period of time—thén the writing is accepted. Such judg-
e e ATE TIO miich lielp o a-person who needs_a quick Zeport on a large
" number of small samples, As a result, the ETS m=thed of searching out
{‘qualified” judges and calibrating their reactions to'a smg]e reporting
'code is a reasonable compromise. To be sure, the validity of ti;s judgment
*s limited by the ability of the .udges, and even under carefully planned
scormg conditions, the judges rate in gross terms. At times one has the
se that a household yardstick is being used to measure the diameter of
a cylinder in an automoblle engine. To ensure high reliability, one must
N
accept very broad-canges. Various atomistic tests may be correlated. to
such holistic )udgm:;ts $and thus acquire the same face validity, although -
necessarily there is somé‘lossonglue in the transfer. Atomistic tests can
also be correlated to other outcomes, suEh as success in college, but this__
does not really provide a valid statement about skill in discourse. anary .
Tx{ait Scoring also depends to some extent on the face authority of the

-
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- . readers, but even more on the competende of the people who make the

- - exercises and the guides. A user of the test'can easily examine just what

" the testers thought they were examining. TheYest thus gains credibility in

" its openness. Not the suthority of the reatler butthe persuasiveness of the
.scoring guide becox:ies the issue.. . L

. . The final advantagé of the Primary Trait method i\the amount of infor-

- -mation which cari-be taken from a piece of writing. To some extent one
must know less to know more. A sharper focus eliminites some of the
peiinmbra of a general skill, but it gives a sharper view, of the complex of
particular skills required to do a given task, and therefore ingreases the

‘Rkelihood that.we-will be“able to identify. strengths and weaknesses pre-
cisely. If we find that our respondents, in trying to persuade responsible
authority, do nhot provide clear objectives, evident ‘transitions, and apt’
evidence, and if at the sime time we find that our respondents are able to
present vividly concrete narratives from a first person point of view wi

. implied transitions (or stop-action associative connections), then we ah
Negin to make far more useful comments about their skills in writ;ng.
Granted, we still need much stylistic study of exactly what features of
g ecessary in different situations,: and until we have such
. ) robably have to create questionable make-do scoring
guides based on describing trial runs of exercises. Still, unless we focus on
one type of discourse at-a time, we will be limited to a vague global view
of the moon. The anaryﬁ‘rai method doesn't offer an immediate shut: -
.~ . tle rocket to descriptions of writing, but it does suggest a research tool
"~ Which might permit more persuasive conclusions than we have yet been
able to.reach. . el

’

APPENDIX

&  To suggest the process of evolving adequate Primary Trait Scoring
guides we are appending scoring guides for two writing tasks. For one of
the tasks (Children on Boat essay), we are including an early draft of a
scoring guide and the revised, final form. For the other task (Woman'’s

+___ Place essay), we are simply including the final scoring guide. Both guides

. togethen illustrate the possibilities of Primary Trait analysis and scoring.

Writing Task: Children on Boat

/ N

./ .
- Respondents we\r‘ given a printed photograph of five children playing on an
overturned rowboat, The picture is copied in NAEP report 05-W-02, “Expressive

7 Writing,” along with addi@nal reports of the scoring of the exercise itself. The

“ \\ \

/ ' | Y




Q

. ERIC

Aruitoxt provided by Eic:

o B ~a
VAN . . .
- .

8 Richard Lloyd-Jones

- : task 'was presented t,o/n sample of ages‘9, 13, and 17 in 1974. The actual task and

the original draft of thescoring guide are reproduced here. The final scoring guide *

given to raters follows that. These guides_do not appear in the report.

Directions: Look carefully at the picture. These kids are having fun jumping on
the overtumed boat. Imagine you are one of the children in the picture. Or.if you
wish, imagine that you are someone standing nearby watching the children. Tell
what is going on as he or she would tell it. Write as if you were telling-thjs to a
good friend, in a way that expresses strong feelings. Help ycur friend FEEL the
experience too. Space is provided on the next three pages. -

NAEP Scoring Guide: Children on Boat
Background .

Primary Trait. Imaginative Expression of Feeling through Inventive Elabora-
tion of a Point of View. “

Rationale. The test is whether a writer can project him/herself into a situation,
find a role and an appropriate audience, and then reveal an attitude toward the
material inrelation to the role—a complex writing task. The picture is full of infor-
mation; as in life, there is more information than a writer can use; the writer must
choose appropriate facets of the situation consistently to serve a purpose. As in
any photograph, time is arrested, so to explain what is going on, a writer must
invent circumstances consistent with what is given. Weak writers will be témpted
to explain the details separately, if at all; perhaps because a weak writer canno*
really get into the situation, he or she gets no sense of the whole. A strong, well-
elaborated point of view will relate and control the events.

Note the important features of the instructions. “Look carefully at the picture.”
The writer is expected to study the facts, to perceive detail, but if he or she has
trouble getting going, the observation that the kids are having fun jumping on an
overturned boat will help. ™

Then the writer is given one of two roles— that of a child in the picture or that of

" a person nearby The latter may be child or adult. It is also possible to have either

role filled by 2 person writing much later in reminiscent response to the picture,
but the writer is still expected to maintain a personal relationship to the events of
the picture. - .

Finally are the three verbs of crucial instruction, “Tell.” “Write,” and “Help.”
“Tell” suggests an oral manner, althougli it probably does not require it, but “as he
or she would tell it” provides additional pressure to be natural. In fact, it encour-
ages role playing, a strong “I" voice, and that can cause some difficulty in reading
papers by mature writers who are trying to imitate children. Probably those who
atternpt extremely difficult peint of view problems should be read leniently, be-
cause they are demonstrating notable competence. The second verb introduces
the “good friend,” an instruction that may encourage dialogue but implies that a
crucial element of strongly realized point of view is an audience to which one
directs a tone. This too may invite private jokes, and sometimes the overt conces-

.. sions to audience may be missing, yet “I" requires “thou” so the issue may be very

]m\portant The issue of feeling finishes the second verb and occupies the third
AN -

-
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= (wkich also makes another reference to audience) so one expects a governing
emotion to unify the paper—the “I” is defined at least in part by attitude (feeling)
_toward the materials of the picture. The selection and ordering of detail, and the

f

invention of self, tone, and attitude should make the best-papers highly structured. ¢

' __So much control in 20 minutes is outstanding, so we judge that even aPaper which —- —— ’
maintains good technical‘control and order with closure is still excellent. - ~
Original Scoring.Guide ‘ . e

Rubric. -,

. Non-rateable. Does not refer to the picture at all. BT T

The paper could have been written by someone who had not even seen the
picture. Any paper that refers either to five children or to an overturried rowboat
(or to both), no matter how minimally, must be assumed to have been stimulated
by the picture; therefore it is rateable. Any paper that does not refer to either of o
those elements must be scored as non-rateable because it then invents its bwn
problems and is irrelevaps to the categories of this rubric.

1. There is no real entry into the imaginary world of the picture even though
there is enough descriptive information to prove the writer tried to address the
{ssue.

Technically, most of these papers are incoherent, thut 1s, the information does
not stick together or drive to a particular point. Details or bit, of information may
be named, but do not fit into a situation; lists of observations do not reveal a per-
spective. There may be relatively few lapses in temporal or spatial point of view

- because the writer attempts so little, although it also is true that notable confusion
of technical point of view justifies a “1.” Some papers may be quite long, but they
represent mere description of the picture, repetition, or irrelevant speculation
Others may be too brief to create aworld. The writer may pussibly name a read-
er, as suggested in the instruction, but no definition uf mformation seems to resuit.
Some merely remain as observers of a photograph. )

2. The writer accepts the world of the picture and thus hus an appropriate and
identifichle point of Liew, but is unable to create any structure to his/her presenta-
tion of that world. The opposite of this can also be true. That is, the writer has
created structure but his/her point of view is either inconsistent or flawed in other
ways, such as temporal or spatial. "

The data in “2” papers may permit the reader to construct an organizational
pattern consistent with the point of view, but the writer leaves the pattern to be
inferred. There are relatively fow internal transitions expressed. Attitude may be
stated but not illustrated; narratives may be suggested but not worked out; theses
may or may not be stated, but they don't control much; in short, the writer enters
the world of the picture, but is not sure where he or she is. As a result the writer

- may cite details which don't actually contradict but don't really harmonize—
clusters of perhaps-related notions that don’t make a whole. He or she may invent
incidents outside of the picture without relating them to items in the picture. Of-
ten there are errors in technical point of view—tens¢ sequence, for example—but
these are symptoms of the failure to reveal the writer’s place in relation to correct
sequences in nonstandard dialects of English. Issues relating to dialect are not part
of this rating, so scorers should be cautious in reporting as failures what might be ,
alternative forms.

1
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3: These papers are generally competent in creating a realized point of view
toward. the world of-the picture. - -

The temporal and spatial-point of view is controlled, expressed in strong leads
or topic sentences or transitions, but the dévelopment is uneven. Elaboration is
flawed, and the attitude may be merely named instead of presented to “help your
friend feel,” perhaps because details are irladequate, excessive, or unclear.

Narratives, if used, are sketched in (more than suggested) but still are left with
gaps or other unevenness. Theses or attitudes may be named, and somewhat sup-
ported, but do not govern the whole paper. Excess detatis, if they occur, are a
flaw when they don't in fact aid the pattern, even if they don’t obscure it. Some
patterns, however, encourage invention well beyond what is actually in the pic-

.. .t‘lre. . ~\V‘\ ——— S -

Note: The scoring of-categories 1, 2, and 3 must be done ona mainmt

- : al asis.
-7 _That s, the paper that contains mere description of the “1” category can bec‘(%&a

™2 paper later on in it. That is to say, that some writers write papers that move
from 6ne category to another—they are not neatly, written in just one category
(some essentially “2” papers can contain a whole section that moves it into “3”
category). Therefore if the paper is mainly a “1” (*2”or “3”) with some elements
of another Gategory, the paper should be scored on what the writer has mainly
done. This consideration does not arise in the “4” or “5” categories because “4” and
'“5” papers must be structurally whole.

4. Temporal and spatial point of view sustained by consistent narrative or atti- ’

tude, developed by evocativedetail, representing a strongly félt perspective.

\ These papers are neat—Iloose ends have been tied up or cut off. The writer’s role
is evident; he or she probably is able to Sreate_the role without even making-an

exﬂ?tn’ﬁssx&%f the relation to the audience, but atthesame time shows concern

for his or her'attitudes and ideas-in concrete terms. The papers often have closure,

although a strong paper without closure can still be rated in this category:

5. These papers have all the neatness of a “4” and shape the facts of the situation
into a highly structured, intelligent statement. The statement can be positipe or
negative and can be accomplished through controlled as well as through explicit
interpretation. : .

. These unusually mature papers represent a perspective that fuses emotion and
, intellect into a single statement. If narrative order is chosen, the story will suggest
“meanings beyond the ev:nts themselves—not as a tacked-or: sentiment, but as

integral development. An essay will show a strong interpretative intelligence.
These papers are likely to-present ideas implicitly rather than explicitly. B

Notes: “3” is not the midpoint of & five-point scale; in this rating “5 is exception-

ally good. “1” and “2” represent failures to realize point of view; “3” and “4” re-
. present degrees of success, “57 is a rarity of success mostly to be found among 17
year olds and adults. s .

Strategies and Devices. Although pomt of view is the trait being examined, this
trait can be perceived only in reference to the information presented; therefore,
especially in good papers, a rater may seem to be judging the quality of the detail.
Such quality is determined by how well it extends and confirms the personality

and perspective of the writer. The imagination is required in order to conceive of |

the perspective and to select and invent details from the picture and its implied

antecedents so that a feeling is expressed. The object of the secondary descrip- !

tions for this item is to identify the strategies by which the point of view is made to
operate. Although particular choices are not necessarily better than others, some

¢
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-ter has assumed a child’s point of view, and one assumiing-an observekw

—
.
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devices allow the writer more: options and therefore more complexlty in express-
ing an idea and more fullness in realizing a situation.

\; F irst identify the speaker as one of the five children shown in the plcture or asan
o

bserver. We will count an adult recalling participation as one of the children asa ,”
child speaker; the distinctions can be recorded in the next item. The issue is that
* the writer records his or her experiences directly. We can hypothesxze that speak-

. Mark 1 0.

NS é

¢ _ ers dealing w{héie:- own experiences wrll be more precxse in controlling point of
, Or

l\Boint of view of one of the five children. 'IEus also includes papers in which -

the writer says, “If e one of the five childrén.” In these papers the writer is not

. clearly one of the chil Nhe/she is attempting to take that point of view. _
2. Point of view of the observer. This catégory also includes papers in which it is

difficult to tell which point of view is being taken.

. 0: Both of the above. These are essentially papers in which “the “writer has

misundérstood the directions to take either the point ot view of the children.or of

the observer. Usually these papers are two separate essays-—one in which the wri.

Note: When an observer joins the children in the play, the point of vi mjﬂi’-
“2” because the observer makes a “6th” person playing and therefore is not one of

/the ongmal five. -, . See e

Descnbm'; the events as they occur is more likely to result in rmmedlacy, al-
though it also may introduce various kinds of complications in transition and de-
velopment Mark either 3 TH, or 4.

3. Viewed from present. If the point of view wavers in time or cr ;a es apresent
frame for past events, then “3” should be marked. If the present'tense\;qﬂtrols a
part of the paper, we can assume a desire to creaté immediacy. Mere absence of -~ _
, the past tense market(-ed) is not, in all dialects of American English, evidence of
present tense, so readers should be careful to observe adverbs as well'as affixes.
“TH. This categoty.is for “time: hypothetzcal papers. These are papers that are
‘written entirely in the “I£.I were on the boat,” or, "If I were an observer I would
do—." These papers often include future references such as “When I get on the
. boat I will do—." It should be stressed that this category is reserved for papers P
" that never leave the hypothetical, as many papers contain somé hypothetical
structures but then settle on either the present or the-past. Therefore any paper
that contains something other than hypotietical strucfures should be scored in the
approprmte other category. R o .
Vigwed as events in the past ] ] S

o Some %tem will choose a framing strategy for some or almost all the

eéxplanations. Basically this strategy calls for a doubled perspective on the events
so the writer can develop an idea by implicit contrasts. Most of the writers will be
other than one of the five chrldren and the frame will create their role. However,

merely creating an outside self is not enough; the, writer must use the contrast
between™his or her perspective and that of the children on the boat. Since we
hypathesize that the simplest development would use a single perspective, that is,,
anyone who has established a double point of view must also have established a
single-point—we suggest merely a “present-not present” marking of whether a
frame exists. By definition, papers scored in primary scoring cannot create a
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successful frame, although possibly a writer may be scored 1 because he has
attempted a frame and simply confused the issue.
5. Uses, at least in part, a framing strategy for the point of view.

Another device of distancing the observer from the évents is to createa fantasy.
Most papers will probably deal with reporting the events and providing logical
interpretations of what is going on. They might even try to create a sense of the
pleasure of games (e.g., king of the hill) but the papers remain in the hteral world.

Some writers will try to reproduce the game fantasies of the children on the
boat. Probably the most lnteremng ones will be wholly set in a world of pn‘ates or
shipwrecks in the child’s mind, but others will use the frame to pemut entry into
the world of fantasy This should be scored as “present-not present * Merely posit;

ing the fantasy is not enough. There must be at least a bare minimum of elabora-
tion which allows the reader to enter the writer's fantasy. !

6 Uses «fantasy as a device of extending thee'\e'{spectwe

Another way to reveal multiple perspecuve is in the use.of dlalogue Although
casting the explanation as a drama would be the most extreme form of realizing
multiple perspective, even trace uses of a dlalogue indicate an awareness' of
different stances, so on a “present-not present” basis scoregs should report the use _
of a dialogue within the answer. Quotation marks are not essential; the clarity of
audience awareness is. This is to say that a statement must be clgarly intended as
an oral statement for a listener, real or imagined. The statement cannot be
speculation or any other remark that could simply be made to one’s self aloud.

« 1. Dialogue is used. -~~~

Final Scoring Guide

ENTIRE EXERCISE ; S

0 No response, sentence “fragment
1 Scorable
. 2 Ilegible or illiterate
~ 3 Does not refér to the pictuze at all
9 1 dont know ~~

USE OF DIALOGUE

0 Does not use dialogue in the story.

1 Direct quote from one person in the story. The one person may talk more
than once. When in doubt whether tv. o statements are made by the same
person or different people, code 1. A direct quote of a thought also counts.
Can be in hypothetical tense.

2 Direct quote from two or more persons in the story.

POINT OF VIEW

0 Point of view cannot be determined, or does not control point of view.
1 Point of view 1 consnstently one of the five children. Include “If I were one




of the children. . . " and recalling participation as one of the children.
2 Point of view is consistently one of an observer. When an observer joins the

. —a sixth-person playing. Include papers with minimal evidence even when
difficult to tell which point of view is being taken. «

. TENSE

0 Cannot determine time, or does not control tense. {One wrong tense places
the paper. in this category, except drowned in the present.)

1 Present tense—past tense may also be present if not part of the “main line”

_of the story. - :

2 Past tense—If a past tense description is acceptable brought up to present,
code as “past.” Sometimes the present is used to create a frame for past
events. Code this as past, since the actual description is in the past.

3 Hypothetical time—Papers written entirely in the “I I were on the boat” or
“If I were there, I would.” These papers often include future references such,
as “when I get on the boat I will.” If part is hypothetical and rest past or
present and tense is controlled, code present or past. If the introduction, up
to two sentences, is only part in past or present then code hypothetical.

Sample Responses.

the monster grabed him by the arm. The other boy is trying to get around th »
other monster and the monster is ready to grab him. The other girl sitting
drowning and gasbin for air.

17 Thechildren are really having a fun time They are throwing it looks Jike
& little stones into the water. All of us were laughing and-have a great timg,/A
;" friend and another friend got on each side of.the boat and started to jur /up

S and down. All the other ones got really exciteq and started yelling. The and

hair kid almost fell in when the boat started to rock. All of us laughed. Weall
had so much fun we were trying to keep our balance but it was really hard.

The boat was rocking so hard that all of us practically fall in. T think nost of
them were relations. They never had so much fun and were fascinat Py the
made it

good be cause we could laugh and joke more we really had a fun d y. I wish
we could do that again Ths time, I want you to come along. We haven't had
this much fun in a long time.

‘ 0 0 1 |
13 Look at the children jumping on the boat. They're balancing pn the over-
turned boat. How looks like fun! We could make it a sliding boafd Iénd every-
onecan play. or tilt it and make a see saw out of it. Maybe if we could turn
it over we could put it in the water and go out into the lake, n;er, whatever it

the sights and boats we were the only ones there at the time whic}

is. Someone could be a captain and the others can be passen ers. Let's do it!

63 ’
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children in the play, the point of view is still “2” because the observer makes,

Categories .
Age Dialogue  Point of View  Tense
R . 0 .0 0 /
13 Well we are playing a game of monsters the boy is trying to swim away but

7 .
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0 I 0

I was having such a great time. It was as though I was ‘doing something that
no other kid was able to. As though I was older than 5 or 6. You should try this
sometimes. Its like playing house and being the mother of all those little kids.
Even though we all are the same age. When playing some of the kids play like
their-younger than me. Thats what I mean mostly by my experience. on the
boat. I hope you can come and play on the boat with me tomorro w. I know
you would enjoy this as much as Mike, Cindy and the other kids did. It was
really great. You can even pretend to be sliding down 2 great blg rock. You
can come and create wnth us.

Wow! We had the best time down at the park today. Ricky Cindy ]lmmyﬁ
and I went exploring. We pretended to be Pirates who were stranded on 2
deserted Island. All of us were trying to Snd a way to escape from the Island.
Then Captain Jinmy found a capsized boat on a derserted beach, at least we .
thought it was deserted. But ther a gang of encmy pirates came and attacked
us from all sides, but we held them back and used the boat as a shelter against
their swords and Guns. Of course in the end we won the fight. We were all
overjoyed at the victory We jumped up and down and all around. Then we
were faced with the problem of getting off the Island once more. but we

——weren’t dummies we knew the other pirates must have had a boat! So we look

17

13

17

all day long till we found the enemies big ship. Onward for home we all
chimed in and we headed across the long wide ocean for home.

But that was all right by me because I was hungry Yor lunch and I didn't
want to miss the cartcons at 12:3011

' 0 | R |

Jumping and running on the boat is very enjoyable. Up we jump dnddown
we float. I feel as if I could sail the boat around the world and back. The salty
sea air blows through my nostrils. My body feels engulfed in this exotic salt
concoction The wind beats against niy cheeks -

The white, glistenirig, enzmel underside of the boat feels hke silk to the
touch. The trees are alive, pulsating watching our childish games.

I feel like I could play.forever. No concept of time, no responsibilities, no
stresses encourage my exuberance.

My body has separated from my spirit. I am no longer encaged in a prison
of bones and skin. These are no barriers now. I can do whatever I want,
whenever I want to do it. .

0 1 2

Cindy, youll never believe what happened yesterday! Four kids and I went to
a dock and we turned over a boat. all of us got on it and we were trying to
kept our balience on it. after a while one boy sat down and started shaking the

»/ e

whole boat. We tried to keep our palience. We all managed it.

Yesterday when we were at the lake we had a grand time. Steve Lori, Sue,

Jody and I had the whole day to paly. It was a chilly day so we didn't wantto

get inthe water or fall in. While going for a walk, we found at someone elses,
at cabin on the dock an overturned boat. We jumped and played king of the
boat whiling we were struggling to keep from being pushed in. This was
difficult because as we moved the boat would rock from side to side. It was a




/
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tieter toter rolhng log. King of the mounhan gone. Stevie won. becauce he
was the only boy.

But he, goti in lots of trouble because he pushed Sue in. Even if he did win,
wn)nmg isn’t rewarding when he had to end our fun in such a way.

. ! 0 1 3
9 I would tlp the Boat over and push it in the water. And ti:en
I, would. -g0 for a Ride.
I would jump in the water. .
I would Push it in the water while evey Body.
* I would push evey Body off the Boat.
. 0 2 0
“'**~~~-9~" Well, five children are standing on an over-turned boat. All of them are
having fur jumping and hopping on it. It was a pretty windy day and the girl
could have fallen in the lake. I thought one of them was going to hurt them-
f:]l(ves by jumping and sprane their ankle. Three boats are tied to a booy in the
e.

13 Me and some of the kids were at the lake the other day. We saw some little
kids playing on an gverturned boat. Some were falling and slipping and slid-
ing. It was fun to (atch them. They acted like clowns. There were six boats
and a house behind some trees in the background. On the other side were -
houses between some trees. There were two girls and three boys. The girls
were wearing coats. one had a bonnet on. the other had short pants. But the
other had long pants. The boys all had coats on.

17 Thxs happen yesterday, their we five kid on a boat. they were all having alot
of fun and if you were there you probaly you play with them. Like they were
jumiping up and down and make believe they were sailing it upside down.

, They were like jumping off and on. It was very great to be so small and do the
same ‘thing there did.

. s 0 2 1 :
9 The children are on top of the boat walking around. They are trying to bal-

ance themselfs so they won't fall. One of them is balancing sitting down on
the boat.

13 Look at those people on that boat. One is acting like he is on a horse. The little
boy is jumping up and down. One girl bending over, the geggest girl is watch-
ing the other girl who is bending over. The other boy is also bending over. It
senes like they are acting hke they are on a boat in a stérm on the sea. One the
side of the lake. .

17 the kid are haveing fun playing on the boat. t::ymg to see who can walk on the
boat without falling. The child siteing down is rocking the boat to make it
. / even harder.

0 2 2

9 There were five children as I see, and they were all jumping on an over turned

. boat. I was standing about 50 feet away. They were all having so much fun.
One was kneelirz, one was jumping, one was running, one was standing still

and one was b! ..ing herself from falling in the water. I wish so much that I

().0.3 < F
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was there to. Because they were having all so much fuh, and I love jumping
on bhoats. s '

13 These five kids were jumping on this overturned boat. Well I was just stand-

17

13

ine there watching them, when this littie girl fell off and hurt herself. It was
not bad. When the kids have left the boat I went over to the boat and looked
at it. It had wholes_and dents in it like I have never seen. I carried the boat to
this boat fixer and he tried to fix it. Then he told me to try it out, So I putiton
the water, got in it, and started drifting. Then sudenly it sunk with me. I got it
out then looked at it and I seen it had a whole in it. I took it back to the boat
fixer and the patched the whole up. Then I went back to the dock and tried it
out and it worked good. The next day the same kids had turned the boat over
and started it. I was disscused .

I saw these kids on a boat one day-and I mean they were really freaking out
on this overtuned boat. I mean they‘Wwere having the time of their lives on
this thing. I really 2on’t know what they saw in it but it looked like fun. So I
kicked them off and played on it by myself for 3 hours. Then they came back
and kicked me off. So then I jusf watched. They were hopping up and down
on this thing. I couldn’t be how much fun they were having on it. | mean I was
there for 3 hours and had the worst time of my life on the stupid boat.

. 0 2 3
I would feel very sad because I couldn't play. I would also feel lonley be-
cause I wouldn’t have any. one to play with.
I would wish 1 had someone to play with me.
I would ask my mom if I coult play and she would say yes and I would be
happy and when I asked my friends it I could stay they would say yesand I
would feel even happier. )

1 1 0

One day we was at the shore. I and Jim, Chip, Brad, and Bill We was play
on an over turned boat and we was pretending that we was pirates on an
stormny sea and was ship wreack and the life boat tipped over and we was
waving for help. When we got back on shore we told everyone what hap-
pened there then we pretend we was on an little island on the coast of Mexico
and the little boat was the island We was waving for help, But we had to
spend the-night there just like I figured. I told them we shouldn't have gone
that far and I said I knew it—I knew it!! And so when got back finnally we
was not glad we wanted to pretend to visit another island like that so we
pretended ‘that we were stranded on another island and we were pretending
that the over turned boat was the island again this was a far off island anmed
Parkerson we like that island very much. even better than the other one we
pretended at was better we had lots more fun.

Boy, today I had fun with my friends today. We were playing by the lakeona
boat that was turned upside down. Christie alinost fell into the water because
the boat got a little wet. I just managed to grab her by the coat! I didn’t know
it but I stepped into the wet spot and I slipped too. Gaye managed to grab
ME by the collar of my coat and she practically chocked me to death. But she
still got me up. It was a pretty funny scene becayse while she was pulling me <
up I was hauling up Christie.

t+

(o

b’ . tar




Primary Trait Scoring . 57

Affer the excitement died down us kids were pretending to be pirates. We
couldn’t play it very good the boat was tumed upside down but we managed.

Little Johnny wanted tc be the captain so we had to let him .or else he
would have cried, and I don't like that! Before we started playing pirates I
~ had to take Christie home so she could get some slacks on because she had on
only short and her leg were so cold they were turning red. With that water.as
cold as it was Christie was lucky she didn't fall into the water.

I'm glad the guys waited for me and Christie because I was the pretty little
lady that gets captured by the pirates, and they are going to make me walk
the plank! But I'm not really going to jump into the water. I thought Little
Johnny was a great chaptain but I'm sorry we had to stop playing because our
mothers, called us to come in and have supper. We'll probably play pirates
tomorrow and I hope to be the pretty lady again. The End

& l B 1 1

13 If I 'was jumping on a boat\ would tell my freind. It is very fun jumping up
and down on the boat. Sometimes when you jump hard enough it take your
stomach. You can slide on the boat. You can play games on the boat. You can
have on slick shoes you can’t hardly stand up. If I were one I would take otf
my coat and put it down on the boat and let us take turns pulling each and
other on it. Or I might just get a pair of skates and skate on it. You ort to try it.
It is fun when you have some of freinds with so there can be more fun. It is
more fun \yith freinds than by yourself. .

1 1 2"

9 There were four other children besides me. We were all jumping on a turned
over boat. I fell in the lake. The water was shallow. The other kids started
laughing at me so I pushed them in. When they came out I laughed at them

and I said I-got you back. Then we all started laughing. We started watching

. the boats. We had a contest on who could jump the most and then jump into
the Jake the farthest.

17 Yesterday Pauls Dad bought a NEW boat. He took it down to!  cabin on
Lake Chelan and took us boating, we asked if we could take it vut on the
water alone. Paul's Dad said no, then he pulled it ashore and turnzad it upside
down, so we wouldn't (or couldn’t) put it back in easily. After Pauls Dad left
ore of us got onto the top of the boat, it was very slippery and hard to stay on
Lut after a while (and a few bruises) we all finally mastered it, except for “ole
weird Harold” he just sat on the end of the boat a flapped his arms like some
sort of bird. We played all sorts of neat-o peachy-keen games like “King of
the boat top” “I can stay up longer. than, you can” And “Ha Ha You can't
knockme off ‘causel” can stay on longer” Butallinallit wasreal B-O-R-I-N-G.

1 2 0

9 They are having fun jumping on the boat they might be playing boats and d got
caught in a storm and they found an un explored island and they were fat far
from any other land and they tried to make a boat to get offthe island and the
boat fliped over and thats why there are standing on the bcat like that tring to
get back and one of them said, “lets swim back were dre not very far so they
swam back to the island and tried to raake a fire out of twigs so they could dry
out and that was a real problem but they had more problems than that there
were indians on the island and were_ready to attact and ‘if the people

s
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-vere attacked that would be the biggest problem to the people that just came
back and they were real tired and couldn’t inove very fastand thats why they

are jumping up ‘and down. . R

13 There was some kids jumping on a overturned boat. Boy how I wish I was

oo __playing with them they were having fun if I was there I would uf had lots of

fun. I hope none of them gets hurt. I like to see kids have fun. It's better than

. git(ing in trouble. What If the owner of the boat comles and see them playing.

. 1 hope the boat dosen't go into the water and then tips ovér. I hope that girl on
the end dosen't fall into the water. . oo

e Good-by kids see you tomorrow

1 2 L

P 9 they are paying on the boat I wish I could play but I had my good clothes on

! my mom said don't go out and get dirty she said watch them play ontheboat

H they are haveing lots lots of fun we are going owt to eat one boy is jumping
onther is seating on the boat ) .

the End . :

13 You should get off that boat because one of you might get hurt. or the boat
may fall in the water and you all might be KILLED.or something so Iets pot
' play here and lets go some where more safe for no one can get hurt becaust
that happened to me and it isn't no laughing matter I could have been killed
so thats why I don't want none of you to share my experence so lets leave
before it Does Happen because I dgn't want such young kids to dieso earlyin
Life
17 See that little girl standing on the end of ‘the boat? Thats my little sister,
i Beth. She looks like shes having a fun time with her friends. They all live
around here and are all very mischievious. They are always geting in trouble
for the things they do. Theyre not being mean or ugly or anything, its just that,
little kids, being little kids sometimes get into things they should'nt. )
Actually, they should'nt be playing on top of the boat because theres mud
all around the boat and any minute one of them is going to fall off the boat &
into thé mud, but they have to fall off the dock before they get to the n:ud,
but it won't be long. . . . . B
- I knew it! There they go, right off the dock and into the the mud. (chuckle,
Chuckle) « <
Beth! You'd better stay out of the mudl Mom’ll get inad!
One thing about kids though they can never stay clean for long and never
mad at each other long. Why, just yesterday-Beth and Bobo got into a fight as
- to who should be the princess in the game they were playing. Beth and Bobo
ﬁ}rl)ally compromised and said the could be twin sisters and they were happy
then. . 7 -
Are kids great? .

Tommy is a happy kid. He always is happy and ic always busy doing some-
thing. Tommy, Beth, Tim and Bobo always through the football around or
play tag together. Usally its just the four of themn but a new boy just moved in
the block so he's started hanging around with them now. They all have a good
time and usally amuse themselves by doing the simplest things. g
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S _\ w1 would of said gd off that boat if he wouldn't of got off I wodigi éo over there ~
j\» .-, and.get himsoff I hate to see anyone get hurt. But I wouldn't let any of my
o . ! - AY

\\Kﬂ‘f"tg \h{" «\’\ . R B \- 0
: \ “ 2\ 1 Y

9 We a\reh\{g fun o the boat, What if I mother catch us playing on}xgq boat.

But we mighit-fall in the lake and my mother will kill hehself. I ami going
o before I fall in thelake. Youp}ﬁf}lien and the kept on meling\So one boy fell
. in the-lake-and got drapded: Allthé others kid ran home crying and they
. mothers ask ih@ whats wrong my:-friend fell in the lake. yng%jid’{ have

\\7\ any buines down I am going towhoup you when.your daddy gets here. Iam

"~ going to tall hill and for him to whodp you again. Mother please dont let

5 daddy whoup Tig. I want do it any more Then I will ponish you. All'the other
-0 kid did’t get no.whaupen:They got to goback and play. 3

. ~ 2 h 1 ~

17 Whee, isn’t this fun. Lets imagin\gx(e're outcast pirates-Jump for that'gail,
tie the brigging. This is our faithful ship, sailing over the tropical seas. Feel the
. strong, salty-wind whisking over your facell can almost feel the waves mov-

ing under our feet. Now all jump up! There wejust missed getting dunked b:
- that big breaker. How's the weather up their at the top of the crows mast, Jack.
. Just fine? Good.Now lets be off on our way on another adventure. Lets go to
— the arctic this time. Bu, its geting mighty-cold now. Look! Theres a giant
whale! Lets spear him and take it back to our homeland. I can even hear its
__heaving lungs. Closer, closer, now. Good, we got her. Pull her in. What, she’s
pulling-us. Hold on! Pull harder! Wow, we're gaining speed. Wheres she go-
.ing to take-us? Whats going to become of these poor lost souls in this perilous
situation. Well stay tuned to this,program, next week for further adventures. -
Same time, same shanned! See you now; this is the hearty Kaptin Kidd signing
_ offnow. And remember, if you bad breath and rotten teeth use goopy. Goopy

.. brand tooth paste is the most fantastic product now on the market. If your .
L eyes look kind of soupy, use goopy. . ) -
N f{Now that was fun, what shall we do now. Sail for fantistic Australia well its
~ off now!

.

2 1 2

g 9 Yam going to tell about if I was on the top of th boat. playing. one day me and
my friends went vlaying there were six of us and we wanted to go down to
the lake and so we did we went Down to the lake and we saw a boat and it
was tiped over and they wanted to go play on it and so they did But I told
them not to But they didn’t Listen so I Just went on walking But then Sandy .
Shelly Sherri Kim and Renee called out to me and said hey Lori comeonso] -
went over there and said ok But just for a Little while and so I Just played for
a lite While and'then I said I am going to go home now and I said to my
friends hey you guys are you comeing )

and they said ok’and so we went home and we were heard something and

the boat fell in and they ran to see what happend and I said tp them see If you /
didn’t come you would of been in the water come on I said lets gohomeand -
so we went home and they never went down by the lake by there selves and

. neather did I e Tt el
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S Th&\ce\k'\c‘ls are jumping on a boat. I said'be careful.” You Tnight get hurt. .
D(in't pushiEverybody could have a chance. Take it easy. Why d‘i)\nTer —
want him tp‘ﬁagqloo. He could play. If you could play he could play! Why
don’t you ask him:¥{you won't ask him I will. Do you want to play.I ca’nt my
.y - _ mother do'nt want to'play with people I do'nt know. Where is you imother.

) She is over there. I'll ask liegcould your son play. Would you take care of him.
Surg I will take car of him. Ok!
pla ‘ jumping! Ok! Kids you go

2

17 Sunday afternoon was taking a walk alorig the lake and I came across five
' kids playirig on an overturned boat. I stopped to-yatch them, and they were
having so much fun I wished I was one of them. Tt really took me back to
\ w'herﬁ I was little, those days were so carefree. At first:they were playing a
+. modified version of King-on-the-mouritain, modified to fit'the boat. One boy '
was zi(little bigger than the rest and usually was k.g, except Wheg he lost his
iaanpe, or footing. As young children usually do they soon lost intérest in this
gameiand began skipping rocks across the lake to see which one could get it
to go the farthest. After the “victor” was established they went on to a game: ]
never seen anyone play before. They turned the boat upright and did a so§t of
dance'inside it. I have no Idea why they were doing it but it was fun to w3tch
all the'same. Finally they tired of playing with the boat and started plaﬁing
“Ring-a-round-the-rosie’s”. Now'this was a game I could understand, and I
longedito be part of. After about‘*\5 minutes went by I finally got up enough
coarage to go and ask them if I cauld join them. they said sure so I did. R\nd
you know I don't think I've had so much fun in years! Y

! He could play! Thank You! Do you want to
new freind! We do! His name is John!

1
! » 2 2 3 ) \
9 1 would.go over to them and ask them if I can join them and I would ask them
what they are playing I would play that game with them we
would have fun playing with each other. I would say be careful you might fall
and hurt yourself They would say we are playing a game and we are having
alot of ﬁ\m playing the game with each other.

\

’ -‘yriting Task: Primary Trait Scoring Guide for “Woman’s Place” Ess;y

Qs\égne peopll(‘; believe that a woman'’s place is in the home. Others do not. Take
ONE side of this issue. Write an essay in which you state your position and defend

it. N, ,\ \ : i
ENTIRE E El}CISE ‘\ ’ T
0 No resp !'ise; fragment N o~

Restatement of stem
Position given\then abandoned

-

1 Does not t%!\{? clear position, or takes a position but gnv\{s no reasons

i
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‘Position confused o not defined at all*
Position g gwen, no reasons for it
~ Note: T a “middle of the road” posmon is acceptable

* If alady wants to work she should be able to “cos of womans lib.
man's place is not at home because I know she wouldn like to be at

" home all the time doing housework everyday, but if she has kids she would

have t0\pay somebody to watch them, that's if she had a )ob

I believe that a woman's place is in the home. Wome\n need t\o stay home
and take\care of their house. If a woman has children she should be home
spending'time with the kids. If a woman is home she has moretimeto clean

. the house§ cook and prepare meals. I think the man of the house should be

able to support his wife. She should not hurt ‘his pride by worlcmg

I think that a woman who have kids should be at home. Thewoman \xld
take carry of the home and the kids and her men. If the woman 4o not have
any kids I ihmk the woman can go out and geta job if she wants to.

Women should stay. home and clean.their house. What I mean therebetter
off at home \washing dishes washing clothes and etc, Some of the Women
know a days just want to get out of the house and want to know what'’s
happening lately around their nelghborhood for that they should'nt have
gotten marni \

5

In the money i situation it doesn't really bother me if my husband gets more
than me. It all #iow to the same thing. If I weren't married and I weredomg
the same as a I think we should be paid the same. If we could do the .

same equal things. .

I believe thata womens place is where ever she wishes it to be just so she is
happy with what he dces and is good at it.

I believe thata whman's place does not necessanly haveto bem thehome.

-Women who would ratlier pursue a career in a variety. of different ﬁelds

should be granted the opportunity to do so. They should not have to feel
obligated toward becoming a good housewife if they have other interests.
Women who have the intelligence, drive, and courage should use these qual-

ities to become involved in any area of work ‘they disire. Men must give
them this right.

I think that a woman's place is in the home. I don’t thmk that women
should have to work, Its OK I wouldn’t mind it. If a women wants.to work
which some do. Th {s fine. But if you have children I think you should stay
at hl(:me with them If its necessary to work then I guess that you have to
wor

Takes a position and gives one unelaborated reason

I do not believe that a woman’s place is in the home. Women shouldn’t
have tostay home all day cooking and cleaning, just because they're women.
All human beings should be treated equal and this includes a well-educated
;vuog)an being able to work at a job, instead of doing menial housework tasks

ay.
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“A woman’s place is in the home”, also sounds to me me like to be a wo-
man you have to be married. If women werea’t educated and couldn't geta
job then single woman would have to marry to survive?

I velieve that the woman's place is in the home only when the man of the
house is capable in providing a comfortablessize income. I believe then if the
.man can 't provnde, the woman should go out and help this man. Also a wo-
‘'man’s place is in the home when there is little children, like from ages new-
born until let say 2 to 3 yrs. of age, when they most need the comfort and the
.love of the mother. ’

/I think that a woman should do what she wants if she wants to say home

she can do the housework. If a woman have children and he husband is dead
there is not another person in the house that can do any work so she has to go
out get a 1ob and do the b&st that she can_to_do to support her family.

~I thmk a woman should work in a home becuase she knows want to do

I tlnnk tha't""Wmeﬁ"lace is‘at home. I don't think a women should have .
to work in a factory unless people don't have enough money to live on. A
women should be at home with her kids. A women at work don’t have
enough time to spend with her kids, or her family and clean house like it
should be. A women at work don’t have much time to do what she wants.

'3 Takesa position and gives one elaborated reason, one elaborated plus one
unelaborated reason, or two or three unelaborated reasons

A womans place is not at home she has the same right to have a job and

work. No woman should be at home all the time. Most women can do the
same work as-men. Some women are as strong as men.

I say that this really depends upon the individual but I don’t agree with

—- this statement. I feel that if a woman can work and wants to work that she

should. This way she can also help her husband out with some of the bills or

what ever. Also the women won't always have to depend on her husband for
money to spend on herself or him like for a gift.

‘I believe that a womans place is not in the home. I feel that if a woman
wants to work that this is her right as long as she can take care of the children
in the family. As long as a lady can perform her ]Ob adequelly let her work.
Woman can be just as reliable as men, but they can't do the physical jobs that
men can do. That is why I feel women can work and that their place is not in
the home. If they can find a job let them work.

I beilive that a woman's place is at home because it would be easier on her
to stay home and clean house, cook the meals and take care of the children if
any. A working wornan is usely easiler to be tired or ran down and taking
care of the home too. She might not even have time for husbard or children
maybe even her home by trying to hold down a job. She wouldn't have time
to take care of herself as she normally would or to have kids.

One should not generalize about “a woman's place” because like men, a
woman should have the choice of her profession. Being a housewife is like
any other full time job which should be chosen by the individual. Keeping
women in one prolession is like telling all men to do the same job. In this
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Z way, our soclety would not be well rounded or prosper because of the im-
balance. Women are human beings like men and should be given the full
right of choice.. .

I believe that a women should go to work. The money she’d make at a full
time job would compensate for day care of her children plus leaving her
money to help with-the weekly needs, banking account, or some other

. emergency fund.

I agree with the statement that a woman’s place is in the home. For many
years this has been a major social issue. Yes, the issue of women's rights and
equality in a man’s world has plagued us since Atom and Eve. I say that if we

_ are to survive in the future the woman should stay in their own domain

§ whete the belong, in the home. If a hard working man gets home and has no

nutrition weiting for hirh, then how is he to live. If he cannot live and func-

¢ tion, then how will his job get done. And if his job is not done, then what

; about other men and theéir jobs. If this should come about then how is our
strong nation, dependent on our men, going to survive in the future.

3 .
4 Takes a position and gives two or njore elaborated reasons, one elaborated
plus two or more unelaborated reasons, or four or more unelaborated rea-
sons ‘ [

Women do belong in the\house for many reasons. If women aren't in the
house who would do the cleaning? If the woman went to a job everyday she
would just have to give up her paycheck to restaurants for food, the cleaning
lady, and to a laundry for her dirty clothes. If the lady of the house stayed
home she’d prabably do a better job cleaning her house because it is her
own. Anything ﬂmt's your own, you take better care of it. When the woman
of a house goes to work it often puts great pressure on her to do all the
chores of the house plus her job. This could cause many family arguments
and splitting of f\amilies. \ ‘

If she didn't work, she could take care of the children, hbuse, etc., but |
think of the additional income that she is missing. I'm sure that if she had a |
job, it could very well cover the expense of a cleaning women, maid or some
sort of house keeper as well as child care-taker. As long as the woman is
working, it relieves much tension and harder wo-k from’the other part (hus-
band). As a result he might even be able to work as many hours as the wo-
man or the woman work as much as the man. In eith;? case, there would be

- a positive outcome at the end. ’

A woman'’s place is not in the home. Woman are human beings, it is their

God given right to pursue what ever career they desire. Life, liberty and the

/ pursuit of happiness have been mentioned in the Declaration of Indepen-

dence yet women have been denied their rights in this sexist’society. Not

everyone wants to do the same job or pursue the same goals, must women
be limited to a narrowly defined sphere of activity? No, a resounding no! We °

are people, human beings with as complex mental, emotional, physical

. n as men, a fact ignored. We are regarded as the second sex, the incom-

plete sex, satisfied and made whole only by a family. And it is this false

, assumption shared by many men and womeu tgo, fostered by the society we
. live in that has destroyed many lives becaus¢ people were not allowed to
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express the full range of their God given gifts and creativity. This attitude
has been, is reinforced at every turn and what seem to be the most trivial
pdints are often the most telling because they “go without saying”. A fine~
example would be that in filling out the front cover, we are identified as
fémale by number 2. These slights aré equivalent to the demigration of
Blacks in Westerns where the villains always wear black hats.

7 llegible, illiterate
8 Misunderstands the question

I P S v N . ~N . . .
97 I don't know; I don’t want to do it; any reason given for refusing to write a
response . \_

Note: Score points S‘ﬁad 8 were not used for séoring this exercise,

_APPEALS
CONVENTIONAL WISDOM

1 Contains this type of appeal ~\

We are regarded as the second sex, the incomplete sex, satisfied and
made whole only by a family '

People label her
Even in the Bible the scriptures show that the woman is in the home

L Stereotyped as “the weaker sex”, women have endured prejudice end-
lessly

I think this is just because the husband has always been knowa as the
bread winner

\ 2 Does not contain this type of appeal . B
\\f PERSONAL EXPERIENCE
v 1 Contains this type of appeal

I'm not used to having my mom at home all the time

A woman was promoted to seargent in the police. she was in the patrol
car the a police man. A bunch of ruff bys were loittering a patrolman got
out and the guys startting beating hiin up the lady sergent sat in the car
and just screamed .

b
I saw a woman driving trucks, buses even trying to clean off the strcets
and sidewalk

2 Does not contain this type of appeal

But I know that if I had no kids I would take a job to have a little of my
own money

AUTHORITY
"1 Contains this type of appeal . -
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If God would of wanted us to be the same he would of given us the
strength he gave men to do

Many famous American authors have said woman can take life better
than men

<o
Also, in recent scientific discoveries, the woman'’s new position

2 Does not contain this type of appeal

1 Contains this type of appeal

Such duties should never be left for one person alone because that -
would be like a skunk in a daisy field—breaking up the beauty of marriage*

Russia is « good example of equality for women, more women are Doc-
tors and women work in steel factories and do manual labor. Women are
Road Repair workers. Russia sent the first Women in to space

.2 Does not contain this type of appeal
HISTORY
1 Contains this type of appeal

Also, look at the contributions Martha Mitchell has made. If she had lost
her courage and remained a happy homemaker we would still believe
everythmg Pres. Nixon would be saying and Watergate would still be a
hotel, not an incident -

Taking the dilema in Israel, if the former premeir, Golda Mier had not
- come out of her shell, where would this country be

Suppose great women like Mary McLead Bethune had stayed in the
home

Women such as Marie Curie, a scientist, have helped a great deal in
treatrnents and research in many fields of science

History has shown that wher; a women strays from home she get; her-
self or someone else in trouble, Look at Helen of Troy. She didn't stay at_
home and she starts a war 5

Mrs. Nighengale, she a famcjus women in her days. Mrs. D an England
school teacher taught at"the first public college

If Woodrow Wilson's wife has stayed at home who would have taken
his place in office, and Franklin D. Roosevelt must have thought his wife’s
place was by his side because he asked for Advice instead of using the

.presidential cabinet for advice

Women have been fighting for equality for a long time and I feel just as
sure about the subject as Lucretia Mott, Lucy Stone, or Elizabeth Cady

— — Stanton

~

2 Does not contain this type of appeal
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LEGAL RIbHTS ]
1 Contains this type of appeal
Either way whicT; ever women prefer, to do she has the right to do so
They have a right just as men to go cut and work ~
Each human being has the right to do what he or she wants to do
2 Does not contain this type of appeal

But if they should get equal rights, that means that the ones that do not
support ;/M“ have to suffer to

I feel that if a woman wants to work that is her right, as long as she can
take caré of the children in the family

Every woman should have just as much right to work as a man
PURPOSE OF APPEALS
1 Appeals advanced in own cause ° r
2 Appeals to refute opposing position - ‘
3 Appeals both advancing and refuting»_‘
4 No appeals given
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Looking at a piece of student writing, we can make judgments : about both
the appropnateness and the maturity of word choice or diction. Appro-
priateness is a matter of the particular relatlonshlp among writer, audi-
ence, subject, and the purpose the writer is trying to achieve. Our judg-
ment about. the appropnateness of a writer’s diction depends almost’
entirely upon our sense of this relationship. Judgments about maturity of
diction are another matter. We are no longer pnmal;ily concerned with
the relationship among speaker, audience, subject, and purpose. We are
interested, rather, in the probability of 2 given word’s appearing in the
discourse of writers of different ages. In the following chapter, Patrick
Finn shows how the computer can give us very precise characterizations
of the maturity of word choices in a piece of writing by comparing the
writer’s choices to standard word frequency indexes. Finn conjectures
about how students, teachers, and researchers might be able to use this -
kind of information about writing.

'/




: COMPUTER-AIDED DESCRIPTION - °
OF MATURE WORD CHOICES
. IN WRITING

N . . ) Patrick ]. Finn

- " The Computer and Evaluation of Writing

Two convictions frequently held by teachers of writing regarding the use
of the computer in evaluating writing have a devastating effect on com-
munication. One cdnviction is that the computer can, and someday will,
replace human evaluators and do, a better job of evaluating writing. Peo-
ple holding this belief begin to read a discussion like the one presented
below with high hopes that the day has arrived. When they see at some -
point that what is being suggested will not replace human raters.(thereby
relieving them of an onerous task), they stop reading and are disappoint-

- éd. Such readers should be forewarned that this paper contains no pro-
posal that will replace human evaluators of student writing.

The second conviction is that writing is a product of intelligence and
creativity and that a computer cannot evaluate this product. A corollary
to this conviction is that suggestions to evaluate writing by computer are
symbolic of a basic struggle between engineers and humanists. Readers
holding this conviction may be assured that this chapter does not propose
that a computer evaluate themes. A computer cannot evaluate themes; it
cannot even add numbers. Adding is an intelligent process. A person can
wire a computer so that holes punched in cards (representing numbers)
will close certain electrical circuits and cause a number to be printed
which will be the same number a person would write if he or she were
adding. But the computer is not adding. Circuits are simply, opening and
closing within the computer because a person designed the circuits to do
so under specified conditions.

In this chapter I will propo' : some ways of making judgments about
word choices. These judgments are based on human observations about
the nature of language in general and the nature of the writing of individ-
uals; some deductions can be made from these observations. But first, a

69
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~, ° great deal of -counting of word frequencies is necessary. The compiter,-
~, receiving and transforming electrical impulses, will print the same lists
and numbers as a person who is countipg words, but the computer can
roduce the lists and numbers in a minute fraction of the time it would
e a human to do so. Therefare, the computer is not making judgments

or evaluating anything; it is simply a tool. - .

When any suggestion is made (involving the use of the computer or not)
reguﬁg the improvement of teaching writing, responding to writing,
evaluating writing, etc., someone is dissatisfied. If one person proposes a
way of diagnosing spelling difficulties, another says “Yes, but it doesn’t
improve paragraph structure.” When a speaker proposes a way of enhan-
cing student creativity, there is the inevitable “Yes, but it doesn't improve
spelling.” This chapter describes and responds to only one component of
students’ writing—word ‘choices.

Pitrick J. Finn

Earlier Exploration into Using the Computer to Evaluate Writing

In an article entitled, “The Imminence of Grading Essays by Compu-
ter,”, Ellis Page (1966) argued that some features of written language can
be measured by computer, and he proposed that it is reasonable to deter-
mine grades for students’ essays on some of these variables.

Page coined the words proxes (for “approximate variables”) and ¢rins
(for “intrinsic variables”). For example, there is an intrinsic feature_of
v writing which we may call “syntax complexity,” One may season that

persons who produce more complex syntax are apt to use more preposi-
tions and sub ordinating conjunctions than persons who produce less com-
plex syntax. A computer can be programmed to produce alist of preposi-
tions and subordinating conjunctions found in writing. Here is a variable
which is intrinsic in writing, and a second variable which one can pro-
gram a computer to tabulate. Page proposes that such tabulations of the
prox (the number of prepositions and conjunctions) reflect the true value
of the trins (syntax complexity). - ) .
Page (1968) demonstrated that grades arrived at by computer tabula-
" tion of some 30 proxes (e.g., sentence length, number of subordinating
conjunctions, avérage word iength in letters) correlated as well with the
grades assigned by four human judges as the grades of the four human
judges correlated with each other. Slotnick (1972) demonstrated that fac-
tor analysis of 34 proxes accounts for six factors which he named Quality
. of Ideas, Spelling, Diction, Sentence Structure, Punctuation, and Para-

graphing.

“Y




Computer-Aided Description of Mature Word Choices (4!

Slotnick and Knapp (1971) concede that grading by counting proxes

* does have limitations, but they point out possible applications of compu-

ter tabulation which may be more important than assigning grades.-For

~ example, the correlation betweerf tabulations of proxes and grades given

~~_ by human raters may give us valhable insight into the bases of judgment

W&nm\asw graders. One rater is cited who, upon discovering

I that his grades correlated-more highly with proxes associated with vocab-

_ ulazy than those proxes associated with syntax, claimed to have been sur-

prised by this-finding and said he gained a heightened awareness of his

own processes in evaluating themes as a result. Secondly, computer tabu-~

lation might be regarded as a source of data analogous to having a second

reader. Finally, computer tabulation might be put into a format which

would suggest possible problems in an essay directly to the student wri-

ter. These suggestions might be used as & basis for rewriting belore the
theme is handed to the. instructor for evaluation.

These three sugg&stmns—(l) heightening awareness of intrinsic vari-
ables to which human evaluators may respond, (2) using the computer
tabulations to check on evaluation as one would use a second reader, and

\ (3) presenting tabulations to the student as suggestions for possible
rewriting—are more relevant to this chapter than the notion of actually

* assigning grades based on computer tabulation.
The following demonstration of how these suggestions may be imple-

assigned topic. This demonstration is not meant to be definitive but illus-
trative. What appears to be useful here might not be entirely appropriate
with themes on a different topic. However, it will be* argued that the
techniques employed are valid and generally applicable, eveén if the
details might need adjusting as the topic of the written sample changes.

The Sample

A set of 101 essays written by students in the Rochester, New York area
forms the basis for this discussion. The themes were collected as part of a
project directed by Thomas R. Knapp and reported by him at the annual
meeting of the American Educational Research Association in 1972. The
stimulus for the themes was as follows:

Imagine that a large company near you’has been found to be
seriously polluting a local.river. Some people have been talking
about closing the company down until somgthing can be done
about the pollution. If the company is closed down, many people
will [be out of work. Write your feelings about whether to shut
down the company. Be sure to indicate why you feel the way you

mented is based on a set of student themes which were written on a single-



The themw’(vere written by boys and girls in grades 4, 8, and 11. Some
statistics déscribing the sample follow. Note the distinction between the
word tokens, the total number of words, and the word types, the number

T of diff{fent words.
: . A ' < All
3 Grade 4 Grade8 *°  Grade 11 Themes
/Number of Themes 36 34 31 101
— Number of Tokens -~ .--2,818 _ _ 5,852 6,134 14,794
Number of Types 592 012 1,145 1,817.

Knapp (1972) warns that thls is a “grab sample,” meaning that the sam-
ple was not scientifically chosen to represent fourth, elghth and eleventh
graders. For his purposes a representative sample was not necessary. He
also states that there was attrition in the original sample particularly be-
cause of the inability of some students to write on the assigned topic.
Therefare, this sample probably represents the better fourth-grade stu-
dents and the more cooperative eighth- and eleventh-grade students.

These themes are satisfactory for the present discussion because this is
not a report of an experiment; it is a discussion of some principles of word
frequency with suggestions for how these pririciples might be employed
in the analysis of students’ word choices. A representative sample of
themes would probably reveal more striking differences between grades

_ and better demonstrate the feasibility of using these principles for evalua-

tion. However, establishing norms for word choices is only suggested
here and is not represented as an accomplished fact.

Two themes from this sample, each followed by an alphabetical list of
word types appearing in the theme, follow. In several respects Theme B i is
superior to Theme A, but for the purposes of this chapter, only the word -
choices will be considered. Theme B yields what appears to be a more .
mature list of word types than Theme A. But this is a subjective judgment.

"The task set forth in this project is to devise a way of making more precise

and objective statements about comparative maturity of word choices as
exemplified .in Themes A and B.

Theme A: Grade 4
Types: 72 Tokens. 141

I think they shouldn’t because the people need jobs to support there family.
That is why we have poor people is either because of there color or they didn’t go
to school. More and more people are moving they need jobs badly. Look at the
people in Rochester that just hang around because they have no money because

_there Black. All of the white people blame them for stealing the money that they

need for there family or some of them steal it for dupe or drinking money. The
people are polluting in the niver and killing fish. Why can’t they put it in something
so that it didn’t pollute the water. Now we can't get clean fish and eat the fish
because they have grease or something else. We see fish floating on the Jake be-
cause they pollute in the water.
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alt eat it or steal
and either jobs people stealing
are else just pollute support
around family me-mw - killing - -- -~ polluting——-  -that —-
. at fish 2 lake poor the
badly floating look put them
because for moypey river there
" Black " get mote Rachester they
blame g0 moving see think
can't grease need school 0.«
clean hang > no shouldn’t ,W'z—xtcr,.
N cqlor -have now so we
- didn't l ¢ of soimne white
dope o on something why
- fdrinking {‘ »
7_“ ! -

gy

People have been protesting against the evils of industry since the 18 hundreds.
I think that it is very unnatural, unsafe, and also unhuman to pollute any river with
illsmelling dye or any other form of industrial waste. So feeling this strongly
against pollution I would form a group, an antipollution group and get the support
of some lacal critics and p:t into action some means of closing down the com-
pany. If this does not wora then I think I would cail'for the government to helpto _
corréct the abuse. And woul;l advocate a new system of purifying the water.

people

a critics if the
abuse - does illsmelling pollute then
action down industrial pollution think
advocate dye industry . ~ protesting this -
against evils s into \ purifying to
also feeling is put unhuman
an for - it river unnatural
and form 7 local since unsafe
antipollution get means S0 veiy
any govermnent ‘new’ . some "+ . waste
.beeri . R group not strongly > ovater
*call. have of support Awith
closing help or system work
company hundreds other that would
cotrect I

v

Mature Word Choices and Word Frequency .

If one panel of judges was asked to choose-the words from Theme B
that indicated maturity on the part of the writer, and the second panel
was asked to choose the words from Theme B which were comparatively

. uncommon words in English, they would probably compose the same -

list. It would include the words abuse, advocate, antinollution, critics,
cvils, illsmelling, pollute, pollution, purifying, support, and unnatural. -
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Again, if one panel of judges was asked to choose Theme’A or B as the

theme reflecting more maturity of word choice and a sécond panel was _

asked to choose Theme A or B as the theme having more uncommon
words, both panels would probably choose Theme B.

Word frequency has been used as a measure of word * ‘quality” for -
. many years; it has been used to estimate the amount of “work” accom-

plished by a word (Zipf 1965), the amount of “information” delivered by
a word (Cherry 1957), and the degree of “importance” of aword in a text
(Luhn 1959). Lorge (1944) reports that Talmudists used word frequency

. in text analysis over a thousand years ago. The analysis suggested in this

paper is based on word frequency as well.
Three large-scale word counts have been done in America by Thorn-
dike and Lorge (1944), Kucera and Francis (1967), and Carroll, Davies,

. p and Richman (1971). The 1971 word frequency list is used in the study

reported here. Carroll, Davies, and Richman tabulated word frequencies
in a corpus of over five and a half million words drawn from over a thou-

sand textbooks used in American schools in 1969. The study reports not”

only the actual number of times each word appeared, but also the distri-
bution of the word by grade and school subject. Since the sample was

) drawn by a sophisticated statistical technique, the authors were able to

estimate the probability of each word’s occurrence in a theoretical sample
of all textbooks. This estimate is reported as a Standard Frequency Index
(SFI). If a word has an SFI 6f 90, one would expect to find it once in every
ten words. (The word the has an SFI of 88.8.) If a word has an SFI of 80,
one would expect to find it once in every 100 words. (The word éshas a
standard frequency of 80.7.) The SFI in increments of ten, the probablhty
of appearance in an indefinitely large sample, and-an example ward ap-
pear in Table 1.

Words having low SFI's are not bizarre words Using frequencies to
identify mature word choices is not equivalent to looking for freakish
vocabulary or words whose meanings are known to a highly select group.
When I refer to words as uncommba, the qualification rélatively uncom-

" mon Is always intended.

If the relationship between mature word choices and word frequency
‘were uncomplicated, a person would merely have to find the word fre-
‘quency for each word in a theme, average this frequency (the sort of

judgment-free tasks for which computers are useful), and compare

themes for average word freqiency. This would constitute an gbjective
measure reflecting relative maturity of word choice. Unfortunately, this
relationship is complicated. Other factors affect word frequency besides

““difficulty” and other factors affect word choices besid‘@s “muturity.”
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When these other factors are recogmzed and accopinted for, however, the
knowledge of frequencies becomes very useful if) identifying maturity in
word choices. ‘\Y

The first source of comphcanon is that stud

—

" reasons other than maturity. One reason ;,that most topics. dictate the

choice of certain words. If the assignment calls for a discussion of the
relationship between pollution and employm Y,‘w ich is what our sam-
ple calls for, it would not be surprising to find Q{prﬂs like company, facto-

v 1y, jobs, pollution, and ‘waste on the papers pf"the most immature stu-

s e o

.

dents. Itis difficult to imagine a paper being Wnttén on this topic without
some of these words, but these are not lughly frequent words. Their SFI’s
are as follows: company, 58.0; factory, 56. 02 jobs, 56.1; pollution, 43.6; and
. waste, 54.9. K

The question then becomes, how does One ldentify words that are de-
manded by the topic of the paper :\nd therefore do not indicate maturity
of word choice regardless of their SFI. Inférmatlon scientists (L 1959;
Carroll and Roeloffs 1969) are asking essentially thé same question when
they ask how word frequency information might be used to ﬁ/nd a list of
words in a téxt that ought to be inclided in an index. Luhn was the first to
suggest a very simple solution. If a word is very rare in the language and it
appears repeatedly in a book, it is probably essential to the bopk’s topi¢
‘and should appear on the index. For example, the word d{eaelogFI&tz 4)
i expected to appear about once in 900 000 words. If diesel appears ten

. tlmes in a ten thousand word chapter, it is probably a very important

b“‘.r b

«
\

word in the chapter and should appedr on the book’s index. Of course,

tabulatmg a word’s appearances. in a chapter and finding its SFI on the list

?be’done in seconds with the aid o\z: computer. Luhn called words
entified in this manner “Key Words.”

Exactly the same reasoning can be applied to students’ themes. If a
word is quite infrequent in the language ahd appears repeatedly in a set of
themes, the word is probably intimately related to the topic. For example,
one would expect the word environ (SFI=55.4) to appear once in
about 50,000 words and pollution (SF1=43.6) to appear once in about
700,000 words. In the 14,794 word tokens i n the sample, environment ap-
pears. 14 times and pollution appears 148 times. Obviously, the use of the
word gollution is dictated by the topic and\the use of the word environ-
ment is strongly suggested by the topic. Rather than use the term “Key
Word,” whnch has been used to name several\concepts over the years, the
term “Topic Imposed Words” will be used to name the class of words
discoveréd in students’ themes usmg the concept explained in this para-

graph. N
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‘write rare words for -
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Table 1

Patrick ]. Finn

- Interpretation of the Standard Frequency Index

SFI1 ' Probability of the Word’s Qccurrence Example of a Word
’ in a Theoretical Indefinitely Large Sample with Designated SFI
90 1-in every 10 words the (88.7)*
‘80 1 in every 100 words is (80.7)
70 1 in every 1,000 words
1 in every 10,000 words cattle
! Ve { in every 100,000 words quit
40 1 in every 1,000,000 words fixes o
30 1 in every 10,000,000 words adheres ’
20 linevery 100,000,000 words cleats :
107 in every 1,000,000,000 words votive (12.7) .
*Where no word has the designated SFI, the SFI of the closest word appears in paren-
theges. p
Table 2 \\ M
Topic Imposed Words
Word Typle SFI1 Frequency in Sample
company 58.0 - 191 "
pollution 43.6 148 },
factory 56.0 98 /
T polluting 33.7 81 ¢ .
jobs 56.1 51 ~
shut 56.7 50
companies 54.5 .29
clean 59.7 - 28
closing 52.5 26
polluted 44.2 23
rivers 58.7 & 17
pollute 37.1 i 16
unemployment 43.0 ' 16
factories 56.5 : 14
seriously 52.0 ; 14
waste 54.9 14
workers 58.6 -14
cause 59.4 12
sewage 45.9 12
killing 51.5 10
lose 56.8 ‘ 10
/ «
/
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. The Relationship between the Assigned Topic and Mature Word Choice

." . How rarely must a word appear (Fow low an SFI must it have) before
* < jtis “very rare ? How often must it appear in a book before it is thought
to appear ‘repeatedly? In indexing, as in identifying Topic Imposed
Words, the answer-may vary. One advantage of using a computer is that
-one can try out combinations of values until the list-of words appeéafsto fit™
. the concept of Tapic Imposed Words. The list of Topic Imposed Words
~ . . inTable2 wasderived by.finding-words which have an SFI of less than 60
.- and whicl appear at least ten times in the entire set of themes.
The list appears to have face validity. All the words seem to be sug}qst-
. ed by the topic and those having higher frequencies in the sample appear
to.be demanded by the topic. It would be possible to refine the analysis of
Topic Imposed Words if it served one’s purpose. For example, the words
waste and sewage appear in eighth- and eleventh-graders’ themes, but not”
at all in fourth-graders’ themes. It might be useful for some purposes to
identify. words which the topic suggests to older students but not to
younger ones. However, to keep the present discussion manageable, the
Topic Imposed Words in Table 2 will not be further analyzed.
The basic premise of this discussion is that word frequency can be used
. to identify mature word choices. This simple relationship is not demon-
" strated by simply averaging word frequencies of mature and immature
. writers; there are complicating factors. One is that some rare words may
\ " be chosen by i‘zmature writers because the topic demands using these

.- wolds; When,such words are identified and sorted out, the relatiouship

o

x between wor({'\frequency and maturity of choice becomes clearer.

Low Frequency Words that Do Not Indicate Maturit y

Classes of words that are fsre in print, but do not reflect maturity or

sophistication, are a secord complicating factor in the relationship be-

| tween word frequency and maturity of choice. These classes of words

become apparent when rare words (SFI less than 50) are identified in the

themes of fourth graders. Only fifty such words appear on fourth-grade

| themes. Eighc of these words (16%) are proper nouns. It is probably the

highly specific referent, a unique property of proper nouns, which makes

these words rare. Slang words, such as dope, fake, funk, messy, skinny,

and stinks, make{up a second class of rare words used by fourth graders.

These words are so highly ‘informal that they are not apt to appear in
print—particularly not in textbooks. Contractions, such as isn’t, can’t,and
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wouldn’t, make up a third class of words having low SFI’s but not reflect-
ing maturity. The informality of contractions causes these to be rare in
print but fairly frequent in students’ writing.

If we eliminate “Mature Word Choices” from Tables 3 and 4, that is,
"words with an SFI of less than 50 but which are not Topic Imposed
e Words, proper nouns, contractions, or slang, we would discover that elev-
enth graders produced 241 Mature ‘Word Choices and the fourth graders
only 34. The words themselves, plus the fact that seven times as many
e . such words are produced by eleventh graders as fourth graders, are of-
- fered as evidence that this category of words is aptly named.

Table 3

Words on Fourth Grade Themes
Having SFI's of Less than 50

bake donation junk . Ontario smartly

bud dope kills payed scmeplace

Burman dump Leo pills stealing

cleaner empties lima reverse stinks

clubhouse expense Lisa Rochester sues

complain fake manages rumm g tractor

complains Freddy messy seaweed transfer

complaining Freddy’s mit sediment volunteer

crabs grease mow self wells -
destroying Janie nay skinny worrying o

A

*

Identifying Words_that Do Not Discrisninate between Grade Levels’

The words in Table 5 were identified by searching for word types that

appear on themes from each of the grades in the sample, 4, 8, and 11.

Many. of these words are function words. Those that are not function

words are so common that their use in a theme does not suggest maturity

on the part of the writer..In earlier drafts of this chapter, these words

were called Non-discriminators, indicating that their use did not discrimi-

. nate between mature and immature writers. However, it is probably true

that the proportion of words in a theme that appear on this list will dis-

criminate. Themes with larger proportions of these words will be written

by less mature writers. Therefore, this class of words is called “Undistin-

guished Word Choices.” The list in Table 5 is offered as the best evidence

' that words appearing at all grade levels constitute a cohesive set and that
/ this sgt is properly named.
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Computer-Aided Description of Mature Word Choices
Table 4 ‘
Words on Eleventh Grade Themes ..
Having SFI's of Less than 50
abuse controversial gals minute Sandy's
accepting corrected  ° gee minutes Sarah's
adequate correcting Genesee modified selfish”

* advances corrections genuine Mom severely
‘advise crisis gross multitude Sherwood
advocate critics guilty naked shutdown

. .agencies damaging gutters neglect shutting
agrees deadline halted nitty-gritty sights

" aiding dealt . halting nonchalant signing
algae™ . decline hardship _ nowadays smarter
allotted deduct * hazards offending solving
alright definitely heaven opposing specialists
alternatives dependence hinder ourself specifications .
ample deceased hippy overall springing
analyze designing holders ownings stake
Andrews disastrous honmeowners  participated  starve
anticipate discharge how’s personally statesmen'’s
antipollution  disgusted hurting petition suds
arises disposal ideological philosopher suicide
assignment disregard ignoted pollutants swaying

T~ assure drain ignorant pollutes talkers
assured drastic ¢ ill-smelling  possibilities technicians
availability dye illustrates potential temporarily
awhile eaming imposed preservation  temporary
backing Eastman improvement preserve terribly
Ballentine ecology incoming ,  pressurized thereby
basically egotist incomplete  presumably there's
beaches eighty inconvenient  priority Thompson
bug eliminating inflation profit throws
builds empluy inform proposals trash
burden employees innocent prospects ultimatum
butts employers inquire prosper undersigned
cares employing instrumental  protesting unemployed
Catherine endangered insurance punishing unfortunate
cheaper enforcing investigating  purifying unhuman
chicken out entails irritated Rd. uninhabitable
Cindy environmental irritating reactions unnatural
citywide estimation jeopardize relevant unorganized
closes eventual jobless realist unsafe
coatless everything's justify . recycled unusable
commit evils K. . | refuse versus
compensating  facilities Kay i refuses | voters
complain fade Kodak . regulations wastes
complaining fails layed-of ' replacing waterway
compliances failures litter representative  well-planned
conceivably financial logical . reputations wildlife
conc filter long-range , researchers worsen
confessed filters Marlene i rgsolves wrecks
consequences  finance menace i "I{PIL’S Wrongs
consideration  fined merit i ruins Xerox
contribute forbid mess “ rusty You've
controlling funds minded : salvage

O
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Table 5
. . 3. Undistinguished Word Choices
< “a doesn’t house no :
able . doing how not ::{(kei )
about - done 1 now that g
again _ don't < if of that
air down I'm _ off thans
all drink important |/ on the
alo dumping in once their
* . and each into one hundred o,
-~ Y. animals earth is . open then
P another either it , or: there
: « any else its + other the
- anything erough job . our thinyg
are even just out things
around every keep over think
as everyone kill own - this
ask everything know part time
asked fair lake pay to
! at . family lakes people too
away feel let person N
bad few like place ur:til
be filter little plants w
because find live problem u?
been first living put use
before fish long rather ve
being fishmg . look reason war:t
better . food lot right was
; big for make river water
[~ build form making run wa
business from man running \vey
but get many said well
buy getting may same what °
" by give . maybe save when
call go nie say where
called going mean see who
came good men should why
cdn got might since will
children had money so with
cleaning happen months some without
clear happy more someone * o .
close hard most something work
e closed have much soon " worked
N come having must source workin
A cpuld . he my start world 8
couldn’t health near , stay would
day help need still ea
" did him never stop A
did't his new support ) our
do Lome next swim y \
\
!
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Coinputer:Aided Description* of Mature Word Choices 81
Describing and Responding to Individual Themes |

The task proposed at the beginning of this chapter was to describe an
ob]ectlve system that would enable one to compare the word choices

‘used in Themes A and B. In the preceding section several classes of words

were identified among all the word choices made by all the 10 students
in the sample. All of these classes were identified empirically, except the

_ classes Slang, Contractions, and Proper Nouns. I feel that these classes

would be reliably identified by judges; if this system were to be applied, a
panel of judges might be used to check the judgments of the experimen-
ter, particularly for the class Slang. Once these classes have been identi-
fied and lists created, one can classify words on individual themes in sec-
onds with the aid of a computer. The words in Themes A and B have been

_ so classified. The analysis appears in Tables 6 and 7. Although A is longer,

both themes used 72 different words. (Theme A repeated words more
often, creating a longer theme. The relationship between the number of
word types and the number of word tokens has been explored elsewhere
as a method of recognizing maturity in writing. See Fox 1972.) Student A
uses more Undistinguished Word Choices, more Contractions, Proper
Nouns, and Slang, and fewer Mature Word Choices. The two students use

‘the same numbers of Topic Imposed Words and Unclassified Word

Choices.

Perhaps with a set of a thousand themes instead of one hundred, norms
could be established for the proportion of Undistinguished Word
Choices, Mature Word Choices, Topic Imposed Word Choices, etc.
Possibly the norms could take into account grade level and length of
theme. One might do the same sort of thing with ten different topics so
that a student being evaluated could choose a topic and so that the same
student could write on different topics on different days to get a mote

. reliable measure of word choices.

Furthermore, the rank ordering of papers and comparing of papers to
norms on the dimension of word choices are useful for purposes other
than simply assigning grades. A theme may have s0 many usage prob-
lems, for example, that the evaluator is blinded to other components of
the writing. The proposed analysis permits the evaluator to look at word
choice in isolation and may permit him or her to discover a strength in the
theme or perhaps to consider strategies for improving word choices as a
response to the writer.

For example, the analysis of Theme A suggests that some specific atten-
tion might be given to the maturity of word choices. Is the student aware
that in expressing opini¢ns in writing, a slightly less informal tone would
be more convincing to most realders? Writing out cannot, did not, and
should not would add tolthe formality of the paper. One might ask, “What
word would a writer in [The Weekly Reader have used instead of dope?”

§
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‘Table 6
Word Types Sorted by Objectively Defined Categories

Theme A: Grade 4 Theme B: Grade 11
Types: 72 Tokens:’ 141 Types: 72 Tokens: 101

Undistinguished Word Choices .

all is see a - if some
and it - 80 -1 also into support
_are just some an is that
around lake something . | ;and it the
at look support any new then
because money that been . not think
either more the call of this
else . need them does or ! to
. family no there down other very
fish now they for ~ people water
for of think get put with
get on to . have river - work
) g0 or water help since would
have people we 1 80
o I put why
in river

Contractions, Proper Nouns, Slang

can’t
didn’t (none)
dope ’ .
Rochester
\ shouldn’t
. Topic Imposed Words
clean closing
jobs company
killing pollute
‘pollute . pollution
+ - polluting waste
‘l Mature Word Choices
grease abuse ill-smelling
stealing advocate protesting
antipollution purifying
correct unhuman
! critics unnatural
dye - unsafe
evils -

-
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o Computer-A}dL;d Description of Mature Word Choices 83
Table 6—Continued
.,
‘\ . Theme A: Grade4 ' Theme B: Grade 11
) Unclassified Words
*-badly hang action industrial
block * moving against industry
blame poor feeling local
color achool form means
, drinki steal government strongly
~ ent © white group system
floating ) hundreds
Table 7 ..
Comparison of Word Categories
Represented oh Themes A and B
Theme A Theme B
. - >
Number Percentage iiumber . Percentage
Category of Types of Types of Types of Types
Undistinguished
Word ‘Choices . 47 65 41 57
i Contractions, ’
Proper Nouns, .
Slang 5 7 0 0
Topic Imposed
Words 5 7 5 7
Mature Word
Choices 2 3 13 18
Uncdlassified
Words Choices 13 . 18 13 18

cmb 4w -

Total Words 72 100 72 l(y
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>

riting is a lack of relatedness or
consecutiveness of ideas—the quality of writing that rhetoric manuals re-
fer to as “coherence.” Lack of cohérence springs from the writer’s failure
to see that the reader has a different mind from the writer’s and, therefore,
the connections between the ‘writer’s ideas must be made explicit. It is
very difficult to get a writer who suffers from this difficulty to understand
what the trouble is. LT TR .
A teacher might djscuss this very difficult concept of coherence with a
is Unclassified Words against the question, “How is
this word, as uséd in the theme, relevant to the stated purpose of the
theme (in the Case under discussion, the assigned topic of the theme)?”
;The student'who wrote Theme A might be asked how the words color,
, black, white, drinking, moving, school, and steal are relevant to the topic.
. He might be made to see that the connections among race, schooling,
employment, and factory closing are not made explicit in this paper. The
student might either be able to develop the logic of his argument, or he
1hay see that he has responded to a question about economics with a stere-
./ otyped generalization and has failed to analyze the real question. ' .

This writ ¢ could be helped to build on a very weak paper. By eliminat-

ing contractions and slang and by making explicit the socio-economic
* relationships he only hints at in the paper, he could develop a superior
paper. :

Theme B, on the other hand, is a coherent theme. One is struck by the
appropriateness of this writer's Mature Word Choices and Unclassified
Words. However, a person experienced with the technique and with the
topic might notice something missing from these word categories. Earn-
ing, employ, employees, financial, funds, hardships, income, inflation,
jobless, layed-off, starving, and unemployed are examples: of Mature
Word Choices used by ocher writers on this topic. The présence of these
words indicates that some writers have considered the plight of those who
will lose their jobs if the factory closes. The absence of these words from
Theme B calls attention to a fact that might have otherwise' gone unno-
ticed: This writer has not considered the problem of the unemployed and
has, therefore, ignored half of the assignment.

Another fact revealed by considering word choices in isolation is that
Theme. A uses words referring to people 17 times (family, twice; people,
six times; them, twice; and they, seven times). Theme B uses the word
people once, which, along with the other references to people (group,
critics, and government), is an impersonal, abstract reference. It is beside
the point whether Theme A or Theme B is superior because of the kinds
of words used to refer to people. The point is that the analysis proposed
here makes such observations more probable and gives the evaluator ave-
nues of response to students’ writing that are not otherwise apparent.

l{lc Y3
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Con_ybuter-q'idéd Des'criimon of-Mature Word Choices ‘8
Creating a Topic Specific Data’Base

I have shown that words relating to unemployment and words relating
to people can be identified on an ad hoc basis by using the objective word
analysis to respond to themes of individuals. It is possible to make such
observations a standard part of the word choice analysis once we have
observed that the presence or absence of certain categories of wordsf,

- might direct the attention of the writer or the teacher in useful ways.

The ahalysis of the themes might be done as follows: 1) The themes are
typed onto IBM cards. 2) A computer is programmed to process-all th
themes and print an alphabetical list of all the types used, followed by the
Standard Frequency Index (taken from the American Heritage WoryfFre-
quency Book list on computer magnetic tape), the frequency of the word
type on all themes, and the frequency of the word type in grades’4, 8, and
11. (See Table 8.) By simple arithmetic, lists can be compiled of Topic
Imposed WO?, Mature Word Choices, and Undistinguished Word
Choices; by a quick scanning of the list, a judge can identify contractions,
proper nouns! and slang terms. _ S

But scanning thejalphabetical list of types, particularly after the Topic
Imposed Words and Undistinguished Word ‘Choices are eliminated, one
is struck by [the fact that there are other ¢ ifications of words whick
seem, to reflect maturity, but which require intelligent and subjective
judgment. For example, in the preserit sample, the following categories of
words appear to reflect maturity of word choice on the part of the writer:
Abstract nouns (e.g., altematives, efforts, e’bils, menace, reasons, suicide);
verbs that indicate cognitive activity rather than physical activity (e.g.,

- abuse, blame, complain, investigating, manage, support); adjectives

which reveal a judgment on the part of the writer regarding an abstract

“state (e.g., adequate, controversial, drasic| genuine, potential, unnatural).

If judges were to scan the alphabetical list of types produced in a hun-
dred themes and identify Abstract Nouns, Verbs Denoting Cognitive Ac-
tivity and A djectives Judging an Abstract State, the words that were relia-
bly classified could ‘make up semi-objective lists which would define
useful categories for describing word choices. A data base cou!d then be
created to identify each of the approximately 1800 words produced in
these 100 themes as in Table 8. .

A data base of this sort could be used to describe word choices of stu-
dents who are not included in the sample but who are asked to write a™
theme on the same topic. If Theme B had been written after the data base
had been compiled, the analysis would have revealed that this theme has
five abstract nouns (action, government, means, support, system) and
four verbs denoting cognitive activity (correct, form, help, think). How-
ever, the words evils, abuse, advocate, feeling, unhuman, unnatural, and

9
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unsafe would not be in the data base since they do npt appear in the sam-
ple outside of Theme B. The computer could be programmed to find the
SFI for these “Unique Words™ and print them out with a few words of

| -coiitext from the theme so that they could be classified by the analyst. _

These new classifications could be added to the analysis in Table 6.
Sets of themes on specified topics might be sent by a teacher to the data
- processing office of the school district. The themes would be typed onto
cards and submitted to the computer which would be programmed to
count words in a theme, match words to appropriate lists in the data base,
find the SFI of the words it does not find in the data base and print the
word:types in each theme in appropriate lists, and finally print a list of
words that are in the theme but not in the data base, with the SFI and the
context in which the word occurs in the theme. An analyst would then
classify the new words, type them into'a terminal, and obtain a new anal-

sysis.

N Table 8
Data Base for First Twenty-Five Word Types in Sample
Frequency Objective | Semi-Objective
y 3 Categories| Categories
Word Type |.SFL | 0y | Gt G | Gril
a 83.9 308 40 135 133 Undist.
able ' 63.7 21 4 8 9 . Undist. Abstract Adj.
about 73.8 62 8 33 21 Undist.
absolutely 50.7 1 0 .0 1
abuse 40.0 1 0 0 1 Mature Cognitive Verb
accept 54.5 1 0 0 1. Cognitive Verb
accepting  45.4 1 0 0 1- Mature Cognitive Verb
achieved 51.4 3 0 ] 3 Cognitive Verb
act 59.2  1_— 0 1
action - 59.4 6 0 3 3 Abstract Noun
actions 53.1 2 0 0 2 Abstract Noun
actually 59.3 2 0 0o 2
addition 60.2 1 0 0 1 Abstract Noun
adequate 46.6 2 0 0 2 Mature Abstract Adj.
advances , 48.9 1 0 0 1 Mature
advise 46.7 2 0 1 1 Mature Cognitive Verb
~advocate. —.__40.6 1 0 0 1 Mature Cognitive Verb
affected 52.4 2 0 0 2
affecting 44.6 1 0 1 "0 - Mature _
atford 51.9 3 2 0 1 Cognitive Verb.
after 70.6 13 - 0 7 6
afternoon  59.6 . 2 0 1 1 Abstract Noun
—again —_ 08.5 10 1 7 2 Undist.
.against 65.1 4 0 1 3
" age 60.7 2 0 2 0 Abstract Noun

.
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N ;In high schoo‘s and colleges smde?its _might have access S to computer -

terminals or keypunch machines and type their own themes into compu-
ter readable form on a fairly regular basis, assuming there was a data base
for a variety, of writing assignments. The compu‘er could be programmed
to write out messages showing discrepancies between the student’s theme ,
and norms developed for that grade level The student mlght use the sug-

. gestions for revisions.

For example, the computer might be programmed to receive themec

. and to print out questions like the following under specified conditions:
—Have you considered the problem of unemployment in writing your /.

. theme?
—Vt;ould )i;our argument be more convmcmg if you used cannot mstead
of cain't )
—Is the word pollote spelled correctly? !

—You use the word workers seven times. Could you combine some of L

the ideas about workers inte the same sentences? *
—You have used the word they eleven times. Is the reference always

- ce - ,

_ For themes written to fulfill different assxgnments the computer might
be programmed to write the following questions under specified condi-

"—Have you told what the boy in the’ picture is tlunkmg? '
" —Have you described the setting for this stosy?
—Can you make the relationship between your ideas clearer by using
such words as although, however, but, or therefore?

If the anaxysx& is to be used by the teacher rather than giyen directly to.

. the student, the message might refiect the basis ﬁ observation as well as

the suspected problem. For example: _ -

—An extraordinarily high proportion of Mature Word Choices. Check
for slang and/or a tendency to overwork vogabulary at the expense
of c!anty or simplicity.

—Very few Topic Imposed Words. Has the student written on the as-
signed topic? -

—Extraordinarily high proportxon ‘of pronouns. Is reference always
clear? Might: sentence combining be in order?

—Few Cognitive Verbs. Many action verbs. Has the student discussed
‘he motivation of the characters?

The kind of data base suggested forthe topic discussed in this chapter
could be developed for any number of topics. Word categories used in
the data base would vary from theme to theme. One can imagine a theme
topic where adjectives denoting duration (e.g., constant, extended, fre-
quent, lingering, prolonged, repeated, sustained) or mental states (cheer-

ful, furious, gloomy, happy, sober, wedry) would constitut—aclass of ~
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words identifying mature themes. With scme topics the catégori&s based
on word frequencies might be highly discriminating between mature and
immature writers, while with other topics these categories may not be
very discriminating. With some topics the semi-objective categories veri-
fied by a panel of judges may be easily identified and highly useful in
suggesting ways to improve themes; with other topics such categories
might not be obvious or highly useful.

The techniques outlined here should be tried with many, many topics,
and those topics which lend themselves best to these techniques should be
used to generate data banks (using 1000 themes rather than 100, perhaps).
[ This-may-help-a-classroom teacher, a Janguage arts diagnostician, a re- )
searcher in language development, or a school evaluating institution like™ =~
the National Assessment to isolate, analyze, and organize one component
of vriting, word choices, in order to respond to that component more
consciously, more intelligently, and with heightened sensitivity. T
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Recent research in syntax has given us a'precise, comprehensive descrip- *

tion of the dévelopment of syntactic ability through the school years and
_of the possibilities of syntactic fluencyin the writing of publishing profes- .
" sionals. The/two names most often associated with this research are Fran-
cis Christensen and Kcllogg Hunt, Within the classroom, teachers are
learning use this research, along with other insights from trans-
formational-generative grammar, for formative evaluaticn, demonstrat-
ing to student writers the possibilities in their writing for various
embeddings. conjoirings, substitutings, and loose, additive modifications.
Teachers are also beginning to use special materials which provide
intensive sentence-combining practice for students, practice which
produces marked increases in their syntactic fluency. ’
In this chapter Kellogg Hunt reports recent research which confirms
findings from his initial research, of the 1960s. His new findings will reas-
sure/teachers and researchers of the usefulness of key syntactic structures
for 'describing writing performance and measuring growth in writing.
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/ Kellogg W. Hunt

For a dozen years now I have been interested in describing the syntactic

structure of tlgsentlences produced by schoolchildren as they pass from |

the early grades to maturity. The children and their sentences obviously «

do mature, and\che more we know about the process, the more we can

hope to help them in their writing, and pcrhaps also in their speaking and

. reading and thmkmg If the description of such a proces ‘i§ is Comprehen-
sive enough, tha,t description becomes a scientific theory,'a model It can
then be tested, in unanticipated ways, and thus be either confirmed or
dlsconﬁrmed by the data obtained with the new procedure. In this E’Hap-
ter I will pr&sént certain new data that bear upon-an earlier theory, con<_
firming it at certam points and refining it at still cther points. ° - -

« My first stqdles (Hunt 1964, 1965, 1967), like other studies of the sixties

“and before, worked on a large body of writing, one thousand words from
. each student. For a fourth grader to write a thousand words sometimes
took a whole school year. This writing was on whatever topic the children
happened to be concerned with in the normal course of their schoolwork.
The writing was free of any control from me, the investigator, including
subject matter and style. I w1ll refer to such writing hereafter as free writ-'
ing.

Since completing those two studies in the 1960s, I have conducted two
other studiés (Hunt 1970, and 1974 unpublished) using a carefully con-
trolled; method for eliciting writing from students of different ages. I call
this kind of writing rewriting, in contrast to free writing. Obviously itis a
spec:Al kind of what we ordmanly think of as rewriting. A student is given
a passage written in extremely short sentences and is asked to rewrite it in

i
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a better way. Once this is accomplished, the researcher can study what

* changes are made by students at different grade levels.

There are several advantages to this procedure. For one thing, smce all
students rewrite the same passage all students end up saymg-th same.
thmg—or almost the same thing. What differs is how they say it! Their
outputs are strictly comparable The differences are unmlstakable s0a
smaller corpus of writings can be used. A second advantage of the re-
writing technique is that students can be confronted with specific syntac-
tic problems which the investigator wants them to handle. To discover
their method of handling an unusual problem in their free writing, the
investigator might have to wade tediously through a vast corpus. A third
advantage is that a student’s syntactic, maturity can be tested with a re-
writing instrument in less than a class period, but to get a representafive

sample of a fourth grader’s free writing would take many hours. o

“There is, of course, a danger in generallzmg from a single rewritin
mstrument The results obtamed will depend to some extent on the prob-
lems set. In ofar as the investigator sets an abnormal task he or she will gét

“an abnormal result. These results need to be checked against free:writing. _
For instdnce, in one of the rewriting ‘studies, not one of the 250 stude
participating, some of them twelfth graders of superior 1Q, produce3
smgle noun clause. But in another rewriting study, covering comparable

groups, noun clauses were produced with an average frequency of
aBout one per student. There is nothing mysterious here. The dlfference in
- the outputs was determined by the difference in inputs. One instrument
provided abundant opportunity for the production of noun clauses; the

. other provided none. We predlcted that difference when we designed the

two instruments. ,
In order to review two of the claims I made in the sixties about syntac-
tic maturation, I must first izstroduce the term “T-unit.” The easiest way to
explain what I mean by this term is to use examples. My favorite example
is the following passag€ written by a fourth grader. As you will see, this
fourth grader wrote intelligibly enough—even forcefully—but he didn’t
punctuate at all, He wrote all this as a 'single sentence.

‘ ) I like the movie we saw about Moby Dick the white whale the
captain said if you can kill the white whale Moby Dick I will %:v
. this gold to the one that can do it and it is worth sixteen dollars t ey
tried and tried but while thev were trying they killed a whale an
used the oil for the lamps they almost caught the white whz{le

single main clause' (or independent clause, if you prefer) plul whatever

f . l

1A clause is defined here as a subject (or coordinated subjects) with a finite verb (ot’
coordinated finite verbs). |

Now let me cut this passage into its T-units. I will define a T-unit as a '

5
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other subordinate clauses or nonclauses are attached to, or embedded

within, that one main clause. Put more briefly, a T-unit is a single main | /
clause plus whatever else goes with it. Here is the passage reprinted, with /

i}

each T-unlt numbered and beg1nn1ng a new line. ; ;
hke the movie we saw about Moby Dick the white whale
the captain said if you can kill the white whale \40by Dick F willgiv
* this gold to the one that can do-it
and it is worth sxxteen dollars
they tried and tried .
; })ut while they were trymg they killed a whdle and used the oxl for the
. lamps ‘ f
"6 they almost caught the whnte whale, j I

e b

As you read those T-units, you may have notlced that each one is a
grammatically complete sentence, regardless of ‘the fact that oné begins
with and and another with but. (Of course they are grammatically com-
plete; each contains a main clause.) You may also have noticed that hey
are the shortest stretches of wordage that the passage can be cut mto ith-
out creating some fragment. (Of course they ciannot be reduced further;
_each,contains only one main clause.) For example, if we cut the first of
these into two pwc&s one of the pieces wou;id be a fragment

I like the movie (grammatically a sentence) ‘ I
we saw about Moby Dick, the white whale (grammat-
ically a fragment)

Perhaps it would be safe for us to think of, T.units as the short&s gram-
matically complete sentences thata passage can be cut into without creat-
ing fragments—but it is safe to do so only sc long as we remember that
two main clauses must be counted as two T-units. The T in T-unit stands
for “terminable.” Grtammatically, a T-unit éan be terrmnated with a pen—

The reason for defining a T-unit, as distinguished from/a se tence is
simply that the T- nit turns out, empirically, to be a useful concept in
describing some o}ﬂthe changes that occur in the syntax of the/sentences
produced by schoolchlldren as they grow older. When we knpw what a
T-unit is, we can understand certain measures “of maturity that we could
not understand wnthput it. i

On the basis of my studies of free wntmg in the sixties, Il made two
broad claims. One was that as schoolchildren get older,'the -units they
write tend to get longer measuring length as the mean numz)er of words
per T-unit. This clanm might be called the T-unit length hypothesis. To
get the mean T-umt length of the pagsage already analyze({ one simply
counts the total number of words (in this case 68) and divides it by the

] number of T-unltsl(ln this case 6, giving a score of 11 .3). Thé score for any
. other passage woluld be arrived at in the same way.

i
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. The T-unit length hypothesis is easy enough to prove true or false. All
one has to do is get a represcntative sample from a school population of
one age and anodher from a comparable’ quulatlon of another age and
compute the scores for the two samples. I€ the score for the older group is
larger, then that evidence tends to coufirm the claim; if not, then that
evidence tends to disconfirm the claiia. So many researchers have found
that their evidence tended to confirm the claim, that I suppose it is now
accepted by all persons who know about such matters.?

v

A second broad claim which came from my study of free writing in the -
sixties is that as schoolchildren ge: older they tend to consolidate into their
T-units a larger and larger number of what transformational grammarians
call S-constitucnts. An S-constituent is something abstract, not something
concretely and tangibly observable like a word. Roughly spéaking an S-
constituent is the abstract structure that underlies the sxmpl;\s’t \Qf
senteaces—what used to be called kernel sentences.’ Several S\
constituents may underlie a single sentence of ordinary complexity. For
instance, in Aspects of the Theory of Syntax (1965), Chomsky indicated
that three S-constituents underlie the sentence “The man who persuaded
John to be examined by a specialist was fired.” One S-constltuent would
be the abstract structure underlying “Someone fired the man.” A second
would underlie “The man persuaded John.” A third would underlie “A
specialist examined John.” My claim was that as schoolchildren grow old-
er, they consolidate a larger and larger number of such S-constituents into
. their actual T-units. We might call this the “number of consolidations”

- hypothesis.

Since.S-constituents are abstract and theoretical, it is not possible to .
prove or disprove this hypothesis easily and dlrect]y like the other one.
Nonetheless, it is an interesting experiment to study how schoolchildren

sentences, but extremely simple sentences themselves.

That is what a rewriting instrument can show. And now we will look, in
some detail, at the changes made by schoolchildren on the first six sen-
tences of the “Aluminum” passage. Here are those six.?

1 Aluminum is a metal.
2 It is abundant,
3 It has many uses. v

2V arious extensions and refinements to the claim have been made, One of the first (Hunt
1967) was that T-unit length tends to vary with mental age, not just chronological age. ,
Another (O'Donnell, Griffin, and Norris 1967) was that T-unit length in speech as well as
writing tends to increase with age. Another (Pope 1974) is that T-unit length for fourth grad-
ers varies somewhat with the mode of discourse,

¥The “Aluminum” passage can be found in its entirety at the end of this chapter.

1\,\,
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4 It comes‘?;;m bauxite. Y . -
5 Baufite i$ an ore.
..8—Bauxite looks like clay.

- —How would students of* “different grade levels rewrite this passage? )
»~ " A typical output of a fourth grader is printed in the right-hand column .
below. Tbe input is re_prmted in the left-hand column.

‘., 1 * Aluminum is a metal. “Aluminum is a metal and R
‘ 2 It is abundant. . it is abundant. It has
3 It has many uses. — —~ - - -- ~many-uses—and-it-comes - - -~ ——
4 It comes from bauxite. from bauxite. Bauxite is
5’ Bauxite is an ore. “an ore and looks like clay. *

"6 Bauxite looks like clay.

What syntactic changes has the fourth grader made? In the last T-unit he

has deleted the subject, coordinating the two predicates. In addition he

has put and s between two pairs of T-units. In summary, then, he has

coordinated two pairs of T-units and one pair of predicates. That is all.

How _would a typical student rewrite these same six input sentences

* fouryears later, that is, as a typical eighth grader? His output i is printed in
e nght-hand column below. ] . ’ -

1 Alumirum is a metal. Aluminum is an abundant
! 2 It is abundant. metal, has many uses, and

3 It has many uses. comes from bauxite.

4 It comes from bauxite. Bauxite is an ore that

5 Bauxite is an ore. looks like clay.

6 Bauxite looks like clay.

i

The eighth grader takes the predicate adjective of the second input and
makes it a prenominal adjective, abundant metal. He coordinates three
‘predicates, inputs 1, 3, and 4. He transforms input 6 into a relative or
adjective clause. He does not coordinate any full T-units.

To avoid tedium, I will not show how a typical tenth grader or even
twelfth grader would rewrite this. Instead, see how a typical skilled adult,
someone whose articles appeared in Harpers and Atlantic, would rewrite
it. :

1 Aluniinum is-a metal. Aluminum, an abundant )
2 It is abundant. metal with many uses -

3 It has many uses. comes from bauxite, a

4 It comes from bauxite. clay-like ore.

5 Bauxite is an ore.
6 ' Bauxite looks like clay.

This ‘typi'cal'skilled adult transforms the predicate adjective of input 2 into
a prenominal adjective, abundant metal, as did the eighth grader. He re-
duces input 1 to an appositive, Aluminum, an abundant metal. He

Q -‘ ( IU’:\;
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changes the verb has from input 3 to the preposition with. He changes the
predicate looks like clay into the modlﬁer clay-like. He transforms input 5
into a second appositive, bauxite, ,a clay-like ore.

Looking back at these three sample rewritings, let us see whether they
tend to confirm or disconfirm the two claims made earlier. You will recall
that one of the claims made on the basis of free writing was that the num-
ber of words per T-unit increased with the age of the writer, at least
through twelfth grade, and the number was still greater for skilled adults.
Even in our tiny sample of three rewritings we can see this tendency man-
ifest. Qur fourth grader produced twenty-five words in his five T-units,

.. for an average of five words per T-unit.. The eighth grader produced
twenty words in two T-units, for an average of ten words per T-unit. The
skilled’adult produced thirteen words in one T-unit So our increase has
been from five to ten to thirteen.

This increase is not far off the means in the full expenment where fifty
students out of several hundred from each grade were chosen so that their
scores on standardized tests would represent a normal distribution of

. .scores from high to low. The grades chosen were/4, 6, 8. 10, 12, a total of
- 250 schoolchildren. In addition, out of a number, of authorc who recently
had published articles in Harpers or Atlantic,/twenty-five réwrote the
passage. They are here called skilled adults. Furthermore, twenty-five of
Tallahassee’s firemen who had graduated from high school but had not
attended college rewrote the passage too. They will be called average

adults.

For this larger pOpulatlon of 300 writers in the “Alumirum” study, the
words per T-unit inereased at every two-year interval, the difference be-
ing significant at the .01 level. Here are the figures for G4, G6, G8, G10,
G12, average adults, and skilled adults: 5.4, 6.8, 9.8, 104, 11.3, 11.9, 14.8.
Notice that average adults are only a li le above twelfth graders, but
skilled adults-are far above both groups.

So there is no doubt that the rewriting study tends to confirm the claim

. about T-unit length. How about the othier claim—the one about the num-

~ ber - of S-constituents or simple input s séntences? Our fourth grader consol-

- idated the six input sentences into five main clauses, five T-units. Put the
other way around, we cuuld sa}y,that his five T-units are derived from six ,
input sentences, six S-constituents. The average: for his five T-units, then, ’

is six divided by five; oF one and one-fifth (1.2) input sentences per output

T-unit. The eighth grader consolidated the same six input sentences into a

mere two T-units, so we could say that the average for him is six divided

by two, or three input sentences per output T-unit. Where the fourth

grade score is about one, the eighth grade score is about three. The skilled

adult consolidated all six inputs into one output T-unit. So we would score

__. him six input sentences per output T-unit.
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To review, then, the fourth grader’s score is about one; the eighth grad—
er’s score is three; the skilled adult’s score is six. These scores increase with ~ *
age;'so the samples, which are falrly typical of the rewritings from a large -

" number of carefully selected subjects in the full experiment, provide data
‘that tend to confirm one claim of the theory.

For these 300 writers, a tabulation of their 10,000 mput-output struc-
tures indicated that the number of input sentences per output increases at
every age level, just as the theory would predict. Here are the scores for’
G4, G6, G8, G10, G12, and skilled adults: 1.1, 16/‘24 2.8,3.2,5.1. Notice
that skilled adults gre almost as far above twelfth graders as twelfth grad—
ers are above fourth graders. - . /

When studying free writing, a researcher sees only the output. Tﬁe in-
put lies hidden in the writer’s head, Its presence is conjectural and can
only be inferred. But in rewriting, one sees both input and output equally

= well. Neither is conjectural. So the results of the rewriting instrument are
- critica! to the theory, and, as we see, they support both of the claims. e

So far in this chapter I/bave supported the claim that successwely older

students can consolidate a successively larger number of simple¥entences

. into asingle T-umt /Usually when writers consolidate, }e(gmploy some

sentence-combining transformation. They reduce ope’of the sentences to

. something less than a sentence, perhaps to apl:.;ase or a single worG. Now

we will lookat certain of these syntactic changes to see which ones are

used commonly even by the youngest ¥ writers, which are used commonly

only by rhiddle grad« writers, and )whxch are used commonly only by the

_ oldes writers. Thus we can separate the early blooming syntactic struc-
tures from the later bloorp,mg and even the latest blooming structures.

At the outset we noticéd that our fourth grader joined two pairs of his

//T .units with and's, He did so with grammatical correctness. He put his
and’s in the rightplace, at the boundaries between the T-units. He knows ~
where those'B'oundanes come. But hereafter he will learn to do this’ less

. often. Yoting children do it correctly but profusely. Older writers do it
! correctly but parsunomously In the “Aluminum” passage a a typica; fourth

, grider coordinates 20 pairs of T-units; a typical sixth grader about half as

/ many, 9; a typical eighth grader, 6; a tenth pwm grad

er maybe 2; and a skilled a@%ﬂ&ﬁm&n eof 1.6. So we see that

T-unit.coordi ooms early, immediately starts to die, but lingers on

years, being gradually smothered by its relatives.
Coordination between predicates blodms early too, but it fades very’
little thereafter. Our fourth grader coordinated two of them, our sixth
. grader coordinated three, but our skilled adult knew too many better
things to do. Typically, the number of coordinated predicates increases a -
little from.G4 to G8 and then drops off slightly. For the large sample the
actual frequency is 1.9, 2.2, 2.2, 2.0, 2.0; for average adults 1.9; for skilled

i&-ﬁ—-
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adults 1.6. The number of opportunities to coordinate predicates is 26, but

Ve no one took more than about a tenth of these opportunities.

T Can we say anything more about growth in coordination with and?

e Perhaps a little. Consider what we might expect to be a slightly more
difficult problem. Here are two adjoiniilg input sentences: .

- Kellogg W. Hunt

- “ 3 3
. 23 It contains aluminum.

s 24 It contains oxygen.

Here both subjects are the same, so we might delete one of them’ gx{d geta
.coordinated predicate: :

It contains aluminum and contains oxygen.

But both verbs are the same too, so we might delete both a subject and
verb and get coordinated objects:

It contains aluminum and. oxygen. .

“This is the more mature construction. o
Almost all of the writers in grade six and older used this more mature
construction, deleting both the subject and verb. But among the youngest
group, the fourth graders, almost-half deleted nothing at all, and of the.
remaining half more chose the less'mature construction. So even within
coordination using.and, there are grades of maturity: Jeast mature is to
delete nothing; more mature is to delete the subject; most mature is to
- delete both subject and Verb.
Another fairly early bloomer grows out of inputs like one and fourr™

Iy

1 Aluminum is a metal. ~

4 It comes fr(_)x][_bauxitc./ ’

Our skilled adult-consolidated thiese two by deleting is from the first sen-
___tenceand making it an appositive:

Aluminum, 2 metél, comes from bauxite.
He also made an appositive out uf another pair.

4 It ccrues from bauxite.
5 Bauxite is an ore.

This became

. . . comes from bauxite, an ore. ,;
The “Aluminum” passage provided two more pairs of sentences that in-
vited appositives to be formed. Ability to write appositives was in full
bloom by grade ight, but not by six or four. Here is the number of appos-
itives produced by successively older grades: 1, 8, 36, 30, 34.

But not al! transformations are in full bléom as early as coordination
and the appositive. For instance, look at these two inputs:
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1 Aluminum is a metal.
2 It is abundant.

Our eighth grader moved the adjective abundant out of its predicate posi-
tion in the second sentence and put it in front of the noun metal in the first
sentence.

Aluminum is an abundant metal. . .

Thus two T-units become one larger T-unit.

The “Aluminum"” passage provided six pairs of sentences like this, invit-
ing a predicate adjective to become a prenominal adjective in some ad-
joining input sentence. The fourth graders performed this transformation
13 times, sixth graders 66 times, eighth graders 140 times, tenth graders
21% times, and twelfth graders 223 times. Here we have the strongest kind

of evidence of a steady increase in transformational facility. This transfor-

mation blooms more and more profusely with age.
Our skilled adult did something else that the younger writers did not
“do. Consider the-sccond of these two sentences. ,

e

e

5 Bauxite is an ore.
6 Bauxite looks like clay.

Half the skilled adults changed the predicate looks like clay into an adjec-

tive, Flaylike ore. The youhger students did not do so nearly as frequently.

In fact, the number of occurrences from youngest grade to oldest was: 1,
2, 3/10, 14. This chapge begins to bloom only as late as the tenth grade,
whire the frequency suddenly triples. But even as late as the tenth grade
only a fifth of the writers make the ckange, whereas among skilled adults
half do. So this is a late blooming accomplishment. (It probably is not
actually a transformation.) What in effect has happened in this change is
that the skilled adult has shifted the grammatical category from verb
phrase to adjective. : .

iOlder students make other syntactic category shifts more readily. For
h{stance, our skilled adult changed the pre licate or verb phrase has many
dses into a prepositicual phrase, with many user. Still othér older writers
hanged that verb phrase to an adjective, useful. Three-fourths of the
killed adults did one or the other. But only half *he twelfth graders did, a
ourth of the tenth graders; a fifth of the eighth graders; aud only a
twelfth of the sixth graders. No fourth grader did. So here again we have

er.
structions us being particularly indicative of adulthocd. One of those ap-

pears three tines in this sentence which he cites from E. B. White. I have
italicized the key words.
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a highly discriminating measure of maturity, and a relatively late bloom-

Francis Christe:sen, in his study of rhetoric, has sin&led out certain con-
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. \ We caught :ﬁo bass, hauling them in briskly as though they were
\ mackerel, g them over the side of the boat in a businesslike

LIS

o
o/
o/

. pHere we have four verbs-

proiethis.construction..Qut of 10 fausth graders who re

manner without'any landing net, and stunning them with a blow on
- the back-of the head. :

- -

ith the same subject, all describing the same -
uced to their skeletons would be thcseé

‘event. The input sentences,

We caught two bass. -
.. We hauled them in briskly.
We pulled them over the side.
We stunned them: .

fhes_é four sentences can be raduced to aingle T-unitif we get rid of gi1e
repetition of subjects and add -ing to the erbs: g

" We caught two bass, hauling them frbrisk y\puiling thein over the _?
side, and stunning,them. i

e of them produced

1 s tote “The Chicken,™
not even one produced it. By 10 eighth graders who\rewrote it, it was
produced once: : -

Of the 300 persons who rewrote “Aluminum,” not

She slept all the time, Jaying no eggs. L

By 10 twelfth graders this construction was produced twi
both examples. )

‘The chicken cackled, waking the man.
Blaming the.chicken, he killed her and ate her
for breakfast. . .

But the university studeats produced 14 examples. In fact, 9 out of\10
umversity students studied produced at least one example, whereas only\l
out of 10 twelfth graders had done so. In the little time between high
school and the university, this construction suddenly burst into bloom.

Here are some examples from those 14 occurrences. 7 K

. Here are

\\ He caught the chicken, planning to eat it the next morning, and Lo

\1 , placed it in a pen located below his window.

| The old man caught the chicken and put her in a pen under his

: window planning to eat the chickeri-fox breakfast the next morn-
ing. Early the next morning a sound woke the man, and looking out
the window, he saw the chicken and an egg.

Living alone in his farmhouse, and without any neighbors, th;re

. ~“was no one for him to talk to, so he passed his days working in his

garden, growing vegetables and grain. . . . Thinking what a deli-
cious breakfast the chicken would make, he caught her and put her
in a pen outside. his window. -

-

-

“Mean T-unit length for “The éhigken" is G4, 8.T; CB, 8.3; G8, 10.2; G10, 10.9; G12,12.0;
University, 13.0. The passage can b'e{ound in its entirety at the end of this chapter.
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-~ For our ‘ purposes here, this is a long enough 1ist to demonstrate that some
. syntactic structures bloom early and some late.

* It seems likely that this theory of syntactic maturity apphes to lan-
guages other than English, perhaps even to all human languages. The “Al-
uminum” study has been replicated in the Netherlands by Reesink et al.
(1971). Reporting their findings in Psychological Abstracts they conclude,
“The similarity between Dutch and American, children in syntactic devel-

. opment is outstanding.”

Furthermore, an investigation into Pacific Island languages and some

Asian languages has begun at the East-West Center in Honolulu (Hunt

1974, unpubllshed) The rewriting instrument already referred to as “The

Chicken,” after being found to discriminate significantly between grades

4, 6,8, 10, and 12 in English, was translated into a number of Pacific Island

languages and some Asian languages. Those translated versions: were-then

rewritten by children.aged about 9, 13, and 17, who were, for most lan-
guages, native speakers of the language tested. So far, papers in Fijian,

Indonesian, Korean, Laotian, and Marshallese have been scored for words

per T-unit. For each of those languages the scores for the oldest group are

distinctly higher than the scores for the youngest. The scores for the mid-

dle group lie in between. The papers in Japanese have been scored, not

for words per F-unit, but for number of S-constituents per T-unit, and the
results for Japanese are almost exactly the same as for English, supporting
the theory. )

There seems to be_no doubt that syntactic maturity, as measured here,
can be enhanced by a senternce-combining curriculum. This seems to be

definitely established for grade four (Miller andgel\;g/l%(l Hunt and v

O’Donnell 1970) and for grade seven (Mellon.1969;O'Hare 1973). For

grade four, Hint's curriculum covered seventcen scntence-combining - -

transformations and included many multi-sentence embeddings. Students LT

responded both orally and in wrltmg They not only combmed sentences,
as is done, at least hypothetncally, in writing ari< speaking, But they also
broke them back down, as is done, again at least hypothetically, in read-
ing andJistening. At the end of the year, 335 students in thé e /penmental
and control sections were tested in several ways. On the Aluminum”
passage test, the number of input sentences consolidated per T-unit was,
~ for control students, 2.6; for experimental students, 8.3. Such a difference
. is unquestionably significant, and would have taken about two years more

" _to accomplish_had there not been this instruction.

In their free writing, expenmental students wrote s:gmﬁcantly Tonger~
T-units, indicating greater ma They also wrote themes about twen-
ty to twenty- -five percepHOn/gS:Ptlltiyan thiose written by students in the con-
trol group. These.same students werg tested to see whether this curricu-
_lum affected their reading comprehension. It might be expected that the
decomposmg of complicated sentences into their underlying component

wll Toxt Provided by ERIC
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. S\ o
sentences would makestudents more conscious of the syntactxé problems
in reading comprehensxé The results of the posttesting were far from
conclusive and far from complete, but at least the findings were encour-
aging rather than- discouragihg. On what Stedman calls a Reading Struc-
ture test, the experimental students scored significantly higher than the
control students at the end of tlie year.

The elementary grades would seem to be an especially appropnate
place to use a sentence-combining cumculum, the use of many middle-
bloomer transformations increases rapidly at this age. Surely it is possible
to test whether a transformation can be taught at a certain age by a certain
amount of repetition, or cannot he taught at-all until later. Burruel, Go-
miez; and Mey (1974) have already begun'to experiment on how to mea-

, sure the teachability of a certain structure by a certain 1nethod at a certain

v

age. Thus they report, for example, “the who/which embeddmg was per-
formed with a40% error rate on the first day. By the thlrd day, the students
had improved, showing a mere 4% error rate. Some, exercises, such as the
embedding of conjoined ad)ectxves, proved lughly resistant togmprove-
mént, manifesting a 50% e:rror rate over four succeedmg lessons (p. 219).”
The kind of information given previously as to whlch structures bloom .,
early and which ‘bloom late would be prehmmary to actual measures of
teachability at a given level.

In the mid-seventies, then, the English teachmg prof&ssmn has a theory .

" of syntactic development that covers a broad range of structures. It also

has more than one way of measuring progress toward the goal of skilled .
adulthood. There is also evidence ‘that cumcula already known can en-
hance syntactic maturity and perhaps assist readmg comprehension. One
might reasonably hope that a period of rich and varied curricular experi-
mentation would now commence. There are aot many areés in the lan-
guage arts where the goals are as clear and as measurable as in this area,
and yet where so little experimentation has occurred.

To the present time, the teaching of language has been gmded almost
exclusively by the rhetorician’s intuitiorl. But the theory of syntactic de-
velopment reviewed here does not rest upon intuition alone; it rests 0oa &

_solid body of experimental data. nguxstxcs will be of vastly greater help

to language teaching as it begins to be able to make such statements as:
“This structure has this meaning in this environment for this reason.” Up
until now, only rhetoricians have made such statements, but their intuitive
perceptions have often been vague. Linguists now are beginning to de-
vote a great deal of attention to the meaning of surface structure differ-
ences, tosuch mattersas presupposition and entailment. Asthey begin to
study the relation between syntax and semantics, they are approaching
the rhetoric of the sentence. As they do so, they may be able to say less

°
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. vaguely some of the things rhetoricians have already said. And if they can

’ pens, we English ¢ teachers can be grateful. e

say them less vaguely, they, can say them more teachably. When that hap-

4. te A
The two passages from which some of the exercises in this chapter were
drawn follow.

4

Alummum

Directions Read the passage all the way through You will notice
that the: sentences are short and choppy. Study the passage and
then rewrite it in a ‘better way. You may combine sentences,
change the order of words, and omit words that are repeated too
many times. But try not to leave out any of -the information.

Aluminum is a metal. It is abundant. It has many uses. It comes
from bauxite. Bauxite is an ore. Bauxite looks like clay. Bauxite
contains aluminum. It contains several other substances. Workmen
extract these other substances from the bauxite. They grind the /
bauxite. They put it in tanks. Pressure is in the tanks. The other ./
substances form & mass: They remove the mass. They use filters. A /
liquid remains. They put it through several other processes. It final-
ly yields a chemical. The chemical is powdery. It is white. The
chemical is alumina. It is a mixture. It contains aluminum. It con~ /
tains.oxygen. Workmen separate the aluminum from the oxygen. |
They use electricity. They finally produce a metal. The metal is /
light. It has a luster. The luster is bright. The luster is silvery. This ;
metal comes in many forms. . . /
The Chlcken

" Directions: Read the story all the way through You will see that it
is not very well written. Study the story, and then write it over
again in a better way. You will want to change many of the ser-
tences, but try not to leave out any important parts of the story.

A man livedina farmhouse He wasold. He lived alone. The house
was small. The house was on a mountain. The mountain was high.
The house was on the top. He grew.vegetables. He grew grain. He
‘ate the vegetables. He ate the grain. One day he was pulling weeds.
He saw something. A chicken was eatmg his grain. The grain‘was
new. He caught the chicken. He put er in a pen. The pen was
under his window. He planned somethmg He would eat the chick-
en-for breakfast. The next morning came. It was early. A sound
woke the man.. He looked out the window. He saw the chicken. He
saw an egg. The chicken cackied. The man thought something. He
would eat the egg for breakfast. He fed the chicken a cup of his
grain. The chickenr talked to him. He talked to the chicken. Time
" passed. He thought something. He could feed the chicken more.
He could feed her two cups of grain. He could feed her in the
morning. He could feed her at night. Maybe she would lay two
eggs every morning. He fed the chicken more grain. She got fat.
She got lazy. She slept all the time. She laid no eggs. The man
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got angry. He blamed the chicken. He killed her. He ate her for
breakfast. He had no chicken. He had no eggs. He talked to no one.
No-0qe talked to him. -
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The renewal of interest in prewriting or invention among contemporary

rhetoricians has led to an important contribution to. describing and mea-

_suring growth in writing: description of the intellectual strategies (or writ-

mg strategies) apparent in the written piece. A description of these strate-

gies tells us, and the writer, what decisions the writer aétually made in

exploring and presenting a parﬁcular subject. These decisions are partly

. matters of diction and syntax, but they also involve more complex matters

of classification and contrast, physical context, sequence, change, and fo--
cus and chenge of focus. Replacing vague comments with specifics can

lead writers to make substantial revisions involving reseeing and rethink-

ing. Describing these strategies considerably enriches evaluation at a.
number of levels: diagnosis, formative evaluation in the classroom, and

growth measurement. -

-\ )

T
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. whether students are using these processes as fu

(S ONE DIMENSION OF
GROWTH IN WRITING

[}
3

Lee Odell

A number of contemporary rhetoricians argue that if students are to im-
prove their writing, they will need to increpse their conscigus use of cer-
tain cognitive and affective processes during the prewriting stage of com-

- position. It is not adequate, these rhetorigians would contend, to teach

students to organize and express existing ideas or even 'to teach them
recognize faulty syllogisms and distinguish between fact and inference.
Composition teachers should show studénts how to explore, sensitively *
yet systematically, facts, feelings, values} and ideas in order to determine
what it is they wish to say in their writing. This point of view is by no

means universally held. More traditional rhetoricians siich as Martin Stein-.~ -

mann (1975) assume that rhetorical theory and the teaching of composi-
tion are concerned only with effective f)resentatiqn o; ideas, not with their
‘formulation. But ifi recent years several researchers (Rohman and Wilecke
;964;' Young and Koen 1973; Odell 1‘974) have pr ; ented some evidence

that: .

1 Composition teachers can help students increase their conscioususe ’
*

of certain intellectual (coghitive and affective) processes. o
2 Instruction in the use of these processes ([“a‘n result in writing that
seems more mature, more carefully thought out, more persuasive.

For teachei-’s:.this recent body of, theory and research helps solve a re-
current problem; it suggests ways of dealing, with' student writing that
seems superficial, imperceptive, unimag)inﬁ_tj’ve. But for those who are
concerned with describing and measuring ’tudezfts' growth in writing,
this work in rhetoric presents new probl:’és: w do we identify the
’ 'h’n% How do we determine

} y and effectively as they _
might? / T
&

107 / :

intellectual processes implicit in students

v
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| As wnth new questlons in any field, these pose so many difficulties that it .

/ is tempting to avoid asking them if at/all possible. And in some cases, we
might reasonably give in to temptation. If we are interested in summative
evaluat:ons of students’ ability to prdduce wntmg that has certain charac-
teristics (e.g., persuasiveness, nmgh ulness), or if we are interested solely
in predicting students’ success ,fn cpllege, we might not need to identify

. the processes by which they formulate the ldeas or attitudes expressed in

’ their writing. But if we want to make usefu! diagnoses or formative eval-

uations of students wnhng—&a is, if descnpﬂons of students’ present
writing are to bé used in helping/them improve subsequent writing—we

T must have some insight into/ thejr use, of these processes. Tn making this

L .. claim, I am assuming that: '

/ 1. Although, thinking is 4 complex activity, the number of conscious
i mental activities invglved in thinking may not be infinite; the rela-
L tively small number of intellectual processes identified by Kenneth
/ Pike (1964 a and b)/lets us descnbe much of what people do con-

sciously when they/ exgmine mformatlon, attitudes, or concepts.

2 We can 1dent1fy istic cues—specific features of the surface
_ Structure of written orjspoken language—that will help us determine
“what ‘intellectual professes [a writer is using. )

3 In order to improve students” writing, we will have to determine
what intellectual/pr cesses we want students to begin using, contin-
uk using, or us¢ differently; to make this determination, we must
have a good sense/of how, they are presently finctioning. - - -

- Intellectual, Processes and Linguistic Cues
Although discugsioss of intellectual processes described by Pike appear
in 2 numbér of places (Pike 1964, a and b; Young, Becker, and Pike 1970;
) Odell 1973), I have two reasons for illustrating each of these processes,
" - rather fully in this ¢hapter. For one thing, these processes manifest them-
selves in a variety/of ways that are not made explicit in other discussions
. of Pike's work. Moreover, the linguistic cues described below are useful,
" but occasionally fambiguous; in order to determine the significapce of a
given cue, one must have a clear understanding of the intellectual pro— ,
cesses it may reflect. /
Focus. Pike flaims that in order to observe, think about, respond to any
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discrete elements by our mental equipment, mun world be irept” (Pike
1964a), This process of segmenting and focusing occurs all die time in
movies and television. The camera zooms in to let us see the details of a
charaéte’r's facial expression, then moves back to tell us more about the
chara,é:tler by letting us see his or her posture, gestures, clothes. Moving
backstill further, the camera shows us the character in his or her physical
surroundings. We use this process in our own perception of an object,a -
per;'on in real life, a character in a literary work; we shift our attention so ’
as to focus on those visible details that seem most significant. K
We don't always do this consciously, a fact that becomes clear for many
of us when we first see a photograph we've taken ourselves. When we
. snapped the picture of, say, an infant, we were very aware of the tooth-
l/&ss smile, the pudgy, rosy cheeks, the charming (to parents, at least) bit
of drool on the baby’s chin. But on looking at the developed photograph,
we see a large expanse of living room carpet, a chair, a corner of a coffee
y table, and, way in the background, a swaddled object that miglit §0ssibly |
; be a baby. We did not do with the camera what we had unwittingly done
/ with our mind’s eye. We did not move in so that the camera could select - ‘
the same visual detail that we had been so acutely aware of when we |
pushed the shutter. o ‘
- This process of shifting focus and selecting detail is reflected not only in |
s photography but in the syntax of our written and spoken language. If we )
examine grammatical focus—that is, the grammatical subject of each I

El

. ewwe  »

| . clausein a piece of discourse—we can learn a good bit about the way the
_talker or writer is perceiving and thinking. Consider, for example, this
, passage from Lif¢ on the Mississippi, where Mark Twain describes the
steamboat as it approaches a small town. ([talics in this and subsequent
illustrative passages identify linguistic cues to the intellectual process be-,
ing discussed.) -

. .. the furnace doors are open and the fires glazing bravely; the

upper decks are black with passengers; the captain stands by the

. big bell, calm, imposing, the envy of all; great voiumes of the

*. 4%, blackest smoke are rolling and tumbling out of the chimneys—a

R X7 husbanded grandeur created with £'bit of pitch-pine just before
%" % " “amriving at a town. . . . . >

ol :
rammatical subjects of several clauses in this passage suggest a succes-
sion of camera shots, a sequence of perceptions: the furnace doors, the

,'_“"

upper decks, the captain, the volumes of smoke. - “
Georgge Orwell's essay, “Shooting an Elephant,” shows grammatical
focus being used in a slightly different way. .

When I pulled the trigger I did not hear the bang or feel the
kicki—one never does when a shot goes home—but I heard the
devilish roar of glee that went up from the crowd. In that instant, in
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I too short a time, one would have thought even for the bullet to get
there, a mysterious, terrible change had come over the elephant.

He neither stitred nor fell, but every line of his body had altered. /
e - He looked suddenly stricken, shrunken, immensely old, as though , ,/
- . * the frightful impact of the bullet had / paralyzed him without

knocking: him down. At last, after what seemed a:long time—it
might have béen five seconds I dare say—he sagged tiabbily to his
knees: His mouth slobbered. An enormous senility seewned to have
s?:ided upon hun One could have unagmed him thousands of years
0

Asin the Twam passage, scme of the Sub]eCtS in this passage have a single
concrete referent, such as I, he, his meuth. But several of the subjects in
Orwell's passage—mysterious, terrible change; frightful impact of the
bullet; enormous senility—do not reﬂect Orwell’s visual perception of
/ = single detaﬁ‘s instead they suggest Orwex s conclusions about what he
saw, or his synthesis of individual detalls
. In argumentatlve or expository prose, changes m grammatical focus
L ._may reflect shnfts in perception. They may also mdxcate a writer’s atten-
, tion to variousfacets 6f a complex topxc Consider, for example, the fol.
lowinig excerpt from The New York Times Sunday Magazine about the
construction of the A]askan oil pnpelme

——
&

For more thq six: years since the dxscovery of oil on Alaskas @
. North Slope, the/ press has emphasxzed and Washington political

e, leaders have del}ated the environmental risks. Alaskans have beén_,,
S largely preoccupied with the economic impact. But sparse atten-
tion has been given to one pnce of the pipeline which can bela-’
beled only with'a phrase verging on themacabre; the human toll, a

toll measured oth in human déspair and in injury and death. The
__casualty figures for pxpelme-related workers may well tumn out to
7”“ o z berh'xgher 5'\“1'01' any other major construction project in thena- -
tion in modem times.

o

Imtxally, the writer focuses on those who have commented on the topnc—-—
journalists, pohtlcxans, Alaskans. Subsequently, he focuses on a significant
failure of these cofnmentators, and then on one main aspect of the con-
troversy (casualty [figures) they have neglected.

Unquestionably;, other parts of a sentence can reflect one’s segmenting
of the continuum f experience. But by dealing only with the erammatical -
subject of each clause, we simplify our task in analyzing language and s¢ll
turn up valuable' information aboutithe way a speaker or writer is think-
ing. Moreover, the grammatical subject seems to have a special sngmﬁ-
cance. Changes/in grammatical focus not only imply a shift in thinking or
perceiving; they also imply a change in direction or commitment for the
rest of the sentence. For instance, in describing the elephant’s death, Or- . ¢
well could ha?'e written, “The bullet struck the elephant with a frightful

b
\
AN

AN

1:8

/




GbbR A AP S TNCRTTE L
B e T Ve e e I 0

Measuring Changes in Intellectual Processes o | . 111

impact.” Instead, he sa\l’_lj_‘_‘,"l’he frightful impact of the bullet had para-
. lyzed him without knocking him down.” By focusing on frightful impact,
he was obliged to make ani}i itional observation (the impact “paralyzed
~him without knocking him dowx.”). Similarly, in talking about the essay,
-we might say “Orwell opposed imperialism.” But if we were to focus on
- Orwell's opposition tu imperialism,
or at least make further conment abott, Orwell’s attitude toward imperi-
alism. The syntax of the sentence would not permit us simply to assert

that Orwell’s attitude existed. —

»

£

Linguistic cue to use of focus:

e

. .
The grammatical subject(s) of each clause in a piece of discourse. a

¢ v

Contrast. After focusing on some chunk of experience; we must, Pike
argues, perform certain operations in order to understand it. One of these,
contrast, entails knowing what an item (a word, a person, an object, a
feeling; etc.) is not, seeing how it differs from other items. Contrast is
operating when we make distinctions, when we have a sense of incongrui-
ty, or when we are aware of some disparity (between appearance and
reality, .between the actual and the potential, between what we hope/

» fear/wish to._encounter and what we actually do encounter). . ,
:. The Bebwulf poet provides early illustrations of this process. Just after
Hrothgar has completed the mead hall Herot, the poet talks about the
" monster Grendel: : ’

* Then, when’darkness had dropped, Grendel

’ Went up to Herot, wondering what the warriors |

Would do in that hall when their drinking was done. .

He found them sprawled in sleep, suspecting .. _ . ) —

e would have to think further about,

Nothing, their dreams undisturbed. The nonster's -
Thoughts were as quickas his greed or his claws:
- He slipped through the/door and there fn the
oo - silence )
. Snatched up thirty men, smashed them
. /;‘,,‘«”\"*Gnknouﬂng in their beds and ran out with their
._-_-:_-—-',_}'y L - bodies, -
The blood dripping behind him, back
To his lair, delighted with his night's
slaughter. g

In this passage taken from the Burton Raffel translation, the poet makes
explicit the contrast between the unsuspecting warriors and the moncler
who knows exactly what is about to take place. And the poet must assume
. that the audience will feel the contrast between the monster’s actions and
their, own sense of honorable battle. To reinforce the contrast between

119
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Grendel's actlons and his audience’s values, the poet notes that uniike or-
dinaxy 0 /gle—m eed, even unlike ordmary monsters—Grendel is

// ............ .50 S set K
On murder thatno crime could ever be enough, :
No savage assault quench his lust /

For evil.

] Coﬂtrary to Anglo Saxon custom, the monster comes

..... . seeking no peace, offering,
No truce. accepting no settlement; no price
* In gold or land, and paying the living

For one crime only with another. {

Beowulf, too, is introduced through contrast. The hero is greater/and
stronger than anyone else in this world.”

Sometimes contrast is the means by which a writer tries to convey an
impression. When Huck Finn's Pap unexpectedly turns up in Huck's bed-
room at the Widow Douglas’ house, Twain has !{uck tell us that: “There
warn’t no color in his face, where his face showed; it was white; not like
another Man's white, but a white to-make a body sick, a white to make a
body'’s flesh crawl. . . .” Or contrast appears when people reflect upon
their own expenences In The South Goes North, Robert Coles records
one young man’s comments about his parents:

My old man, he was no good. He drank all the time: You can
have it; 1 like beer, but I don’t drink the way he did. They found
him dead in some alley: He was frozen to death, buried in snow.
Can you beat that! And when they told her, my old lady, she didn’t
say anything. She.didn’t cry. She said she didn’t even care. She told
me my father really had been dead for five years, and the Lord was

just too busy to nob\ce and tall for him. I thought she was fooling _

-

me, but she wasn’t. Ny old lady, anything she says, she means.

When he thinks about his parents, the speaker is aware of several kinds of
contrasts: those between the father’s actions and the speaker’s values (the
-<father was “no-good” ‘because he drank constantly) between the speak-
ers, actions and his father’s (the young man dnnks, too, but not as much as
his father did); between what his mother did and what she might have

done -(she didn’t say anything, didn't cry, didn’t-care when his father . - ‘i""h

died); and between what appeared to be the case and ‘what actually was
so (“I thought she was fooling me but she wasn’t.”). In addition to these
contrasts, a reader is aware of further incongruities—chiefly that the
young man who condemns his alcoholic father is himself a heroin addict,
and hence his estimate of his own moral qualities is perhaps less reliable
than he mxght like to think.
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SR
u\éwrfcwam/uséol contrast: Y -
1 Co ectors
/‘w but . instead
nor - . however though

eloe nevertheless although
lest on the contrary in spite
otherwise ou the other hand despite
alternatively ’ “o
2 Comparative and Superlative Forms .
. " more/most less/least -er/-est
- 3 Negative i <
no’ without ) none
not nothing
4 Negative Affixes
_ anti- : \ il- : un-

im- e dis- non-
in- - -less a-

" ’. [N .
5 Lexicon . s e

Noun, verb, adjective, and adverb forms of such words as contrasl paradoz, dis-
tinclion, d:ﬁcrmce, and their synonyms. .

* Classification. Almost at the same time we think about the differences
. between X and Y, we have to think about their similarities. We have to see
* how people, actions, feelings, or ideas can be labeled or compared s with
... other things. We have to think about what X reminds us of, what it has in

common.mth other items in our experience. At worst, this can r2sulfin a
snnple-mmded ‘reductionism, which leads us to ignore t iqueness of

some phenomena and leaves us open to the char we are stereotyp-

ing. This danger notwithstanding, we can e that one important way
f-knowing anything, especially st ling unfamiliar,”is to know it in

/?erms of something else. —

One familiar form assifying appears in the following passage from

franslation of Chaucer’s “The Miller's Tale.” 'I’he Mill-

mg one of the characters in his tale.

< The young wife was pretty, with a body agneat and graceful asa”
weasel. She wore a checked silk belt;and arourd her'loins a |
-flounced apron as white as fresh . her singing was as loud
and lively as a swallow’s g ona bam In addition, she could
skip about and pM kid or calf following its mother. Her
mouth was as ashoney or mezad, ora pileof appleslaidup in .

hay or er. She was as skittish as a young colt, and tali and
.straj h as a mast or wand. On her low collar she wore a brooch as

er
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broad as the boss on a shield. Her shoes were laced high on her
legs. She.was a primrosé, a trillium, fit to grace the bed of any lord
or to marry any good yeoman. -
I do not cite this passage simply to give English teachers snll another
lesscu in metaphor. I mean sitaply to suggest that metaphor (I use the
term to include analogy and simile—any statement that asserts or implies . e
that X is like Y or that X and Y share some common trait) is not simply a
linguistic embellishment or a poetic refinement. The Miller’s analogies
reflect his own chauvinistic understanding of this young woman; whef he
_thinks of her, he does so in these terms. As is often the case, his metaphors
are an essential part of his understanding of -his subject.
* Another form of classificationis suggested by the following group of
" leters (Simon 1962).

9

ZoOowAR-HCW
POXTHIW G

LI -

qEmHuEozTaY
HHChuZOoOWw
HOQImOPO R
SLRHOWY
oczapymlw
CwuZcn R

)
Q

-~

At first glance, this appears simply to be a random array of letters. But a
closer look suggests that the letters are not random, they appear in pat- . ,

- terns; certain_-elationships appear more than once. For example:
“*—[a B|M N|[R S][H T BMN[RSHTI
_ -1¢ Dpilo PilT Ullg K| CDOPITUJIK
M N|[A BjH I|[R S N A B|[B-I-R S§] _
. C-D|iJ KIT U OPCDIJKTU =~ .
: R S||H I||A B||[M N ' S H I|[A B M N .
‘, J_KIE QP TUJKIICDQ
{H IR S||M N||A B "I RS|IMNAB -
J_KI|T_UJ|0 Pj[C_Dj S KTUOPCD
o ABMNIRSHI
. CDOPITUJIK
) MNABIHLILXS <= °
op'<c i KTU g
RSHTIJIABMN
- TUJX|CDOFP
P HIRS|MNAB
JKTU[OFCD
Q ,‘
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The point is, of course, that apparently complex phenomena ¢ sim-
_ plified when we recognize that some patterns exist Me re-
peated. If we could not do this, we would have great truble in thuﬁ(mg ,
‘about-<indeed;"even in remembering—really complex experiences. ,
- plot of A Midsummer Night's Dream, for example,’is incredibly comph- N
cated. It requires that wve-keep track of several love stories that inter-
. weave confusingly and implausibly. Yet the play beeom&c reasonably co-
. herent, almiost simple;~when we label recurrent motifs: for example,
blindness, that caused by parental pnde, by love, by egotism, or by magnc
potion.

-

A

i vae pointed out how labeling influences thought. Saymg
“I am & loser is quite different from saying “I lost the last two matches I

~ - played.” And the difference is not, as S.I. Hayakawa notes, merely a mat-

“ter of semantics (1972). The second statement comments only on the past

The first statement comments on the past and makes a predlcuon (often
-+ enough self-fulfilling) about the future. ‘ P

The influence of labehng—someum&s a helpful influence, sometimes a

- harmful one—appears dramatically & in people’s efforts to solve problems.

Consider, for example, students’ work with the foﬂowxng problem, an
extremely simple one when compared withi the difficult social, moral, and
problems we have tc deal thh most of the time. Two strings are
ended from a ceiling, perhaps ten or twelve feet apart. They are long
“enough so that, if one thinks nnagmat:vely, a single person can manage to
. _tie them together; but the strings are j st short enough and just far enough
“apart so that one person cannot sim: ly take hold of the end of one string _
"and walk over and grasp the other. The problem is to bring the two
strings together, receiving no heip from anyone else and using only
objects—usually a book, a pencil, and perhaps a chalkboard eraser—that
. have been left on a nearby table. One student who vqlunteereﬁ to try to

\ . solve this problem first tried to draw one strmg out to its full honzontal

length and then reach to the other string. He couldnt quite reach far
* enough. He picked up the book on the table and usedxt as an extension of
his reach; still no luck. He next picked up the pencil, flamped one end of
" it in the book; and tried to use the combination of hook and pencil as a
further extension of his reach.

The student solved the problem only when he reclassified, relabeled the
" pencil. Instead of thinking of it as a device to extend his reach, he thought
of it as a weight, a pendulum weight. He then tied this weight to the end
of one string and set it swinging back and forth, Next, he walked over,
took the end of _the other string, and walked back toward the first string,
which swung neatly into his outstretched hand.

This sort of example, unfortunately, carries the danger that we will do R
our own labeling: “That’s only an experiment, a trick, a clever gimmick.”

e
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Having thus labele;d it, we can dismiss it and, ironically, provide a further
example of the point I want to make: labeling is not just a matter of se-
mantics; it is a fundamental part of our thinking.

nguzsuc cues o use of classification: /
ot Symtax 0 N T -

Sentences in which a hnkmg verb joins a subject W"/h a predicate nominative.
(My assumption here is that one of thg/ noun phrases, either the subject or the
predicate nominative, labels the other; that is, one of the noun phrases suggests
a more general class, of which the other noun phrase is an instance or example.)

?

Use of Phrases

. . . £
for example for instance
an example an instance

oun, verb, adjective, and ndverb forms of such words as similar, resemble, and
class, and thexr synonyms.

/ . Notall the cues for contrast and classification are in themselves defini-

tive. The significance of a cue may well be determined by the lexical
context in which it appears. For example, accurate scoring could not be
achieved simply by counting the individual cues in the following sen-
tence: “They were more and more dissatisfied, but yet they were not in-

terested in escaping from their predicament.” Here, the linking verbs are

not followed by predicate nominatives and thus do not indicate classifica-
tion; the contrast cues “more,” “more,” and “dis-" suggest, when consid-
ered together, one reference to change rather than three references to
contrast; and the phrase “but yet” is one lexical unit, suggesting one con-
trast, not two. Clearly, then, linguistic cues are simply a means of direct-
ing one’s examination of a statement. One’s sense of the meaning of a
given statement must, ﬁnally, be the basis for determining what intellectu-
al strategies have been used. It seems clear, however, that attention to
linguistic cues can help judges agree as to what intellectual strategies are
reflected in a written passage. When scorers were given linguistic cues in

_ context, I found (Odell 1974) that scorers, working independently, could

achneve 88% agreement in 1dent1fymg the intellectual strategies an essayist
was using.

Change. When Lady Macbeth fir$t proposes that Macbeth murder Dun-
can, Macbeth hesitates, first citing the constraints of social and moral or-
der, and then acknowledging his fear of failing at such a monstrous under-
taking. But late in the play, after his second encounter with the witches,
Macbeth resolves, “The very firstlings of my heart shall be/Th : firstlings
of my hand.” Murder—not only of those who pose an immediate ‘hreat to

£ T
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: Mea'am Changes in Intellectual Prdcesses 117 \
his ambitions but of children who may someday posea threat—-no longer \
gives him the slightest pause. Lady Macbeth, of course, undergoes equal-

" ly extreme changes in exactly the opposite direction. By the end of the’
play, her- “undaunted mettle” has dissolved. Completely undone by the
enonmty of her crime, she evokes only pity from the doctor and gentle-

" . woman who observe her sleepwalking. \
To understand either of these characters—indeed, Pike would contend, ‘
to understand anything—we must have a good sense of the nature and ’
extent of the changes they \mdergo, For practical purposes, we assqu Lo -
that people, piaces, ideas remain essentially constant. In order to survive,
we have to feel that things will be recognizable from one day to the next,
that rules governing our existence will remain pretty much the same, that - ,
past experience will let us predict with some confidence what we may
expect in the future, Yet we are amused, saddened, even horrified when
--someone denies the fact of change and carries that denial to its logical
.. conclusion. A recent newspaper carried this caption underneath a picture ] -
of a famous star of western movies during the 19403 and 1950s: ’

: Roy and Dalel? Yup. Though Trigger is long since stuffed, the "~

old straight shooter is riding hard . . . hasanew movie, a restaurant ~ —
. . chain, and maybe 40 million. “When my time comes, I want Dale

to skin me and put me nght up there on Trigger, just as if nothmg

had ever changed.”

‘One hopes that the old straxght shooter is being facetious. But serious or
‘not, he helps make my point. Change is part of our experience; awareness
of change is crucial to an understanding of experience.

Sometimes this awareness is painful. A pOIweman in Robert Coles’ The
South Goes North makes these comments (ltahcs mine throughout):

Do you see what has happened to this country in the last few
years? The militants say they're going to bum their own neighbor-
hoods down, and they’re also going to start coming to our neigh-
borhoods. Can you beat that? . . . I told my wife the other day that
before we're out of this mess, they'll be setting more and more
fires. There'll be fires everywhere in the ghetto, apart from when
they riot, and they'll start slipping into our part of town. Itll mean a
lot of work for me; no fooling.

The prospects of new social values, changes in his work changes in the
neighborhood, even in the country itself are as upspttg@ to him as a dif-
ferent sort of change was to Mark Twain when, servingjas a “cub” pilot on
a steamboat, he was trymg to learn to navigate the Mississippi River.

I went to work now to leam the shape of the river; and of all the )
eluding- and- ungraspable objects that ever I tried to get mind or )
hands on, tha} was the chief. I would fasten my eyes upon a sharp,




. Up from his swampland, sliding silently’

»
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. wooded point that projected far into the river some miles ahead of

me; and go to laboriously pliotographing its shape upon my brain; __ —

and just as I was beginning to succeed to my satisfaction, ygvould
draw up toward it and the exasperating thing would-begin to melt
away and fold back into the bank! If there had Geen a conspicuous

. dead tree standing upon the very-point of the cape, I would find °-
. thattree inconspi/cx_xpuﬂy’)ﬁerged into the general forest, and occu-
. pying gl;g,middle of a straight shore, when I got abreast of it! No
_ promifient hill would stick to its shape long enough for me to make
== " up my mind what its form really was, but it was as dissolving and
*  changeful as if it had been a mountain of butter in the hottest corn-

. er of the tropics. Nothing ever had the same shape when I was -

coming down-stream that it had borne when l\want up.

As he learned to deal with this sort of chginge, Twain had to reconcile
himself to an even more profound change. After describing a really splen-
~ did sunset, he remarks: . . I

I stood like one bewitcied) drank it in, in a speechless rapture.
The world was new to me, and I had never seen anything like this
at home. But as I have said, a ddy came when I began to cease from
noting the glories and the charms which the moen and thesunand
s theitwilight wrought upon the river's fac  another day came when
I ceased altogether to note them. Then, if that sunset scene had ,
been repeated, I should hayelooked upon it without rapture, and
. should have commented upon it, inwardly, after this fashion: “This

“

sun means that we are going to have wind to-morrow; that floating, \

log n‘leag that the river is rising, small thanks to it. . . "

T
.

Lingutslic cues to_refer\ to change: . ‘ .
1 Verb, noun, adjective, or adverb forms of the word changeor & synoqy‘xfx for change.

2 Verb phrasés which can be-plausibly rewritten o as to include become (e.g., realize-
become aware). e . h

3 Verb phrases which include began (or.a synonym) or stop (or a synonym) plus a
verbal (e.g., *‘I began to cease from noticiixg. ce M)

' Physical Context. As Beowulf lies waiting for Grendel to make his visit
to Herot, the poet gives us a first look at Grendel—or rather at the sur-
roundings in which Grendel characteristically appears.

" Out from the. marsh, from the foot of misty
*  Hills and bogs, bearing God's hatred,
Grendel came, hoping to kill .
1 Anyone he could trap on this trip to high Herot
He moved quickly through the cloudy night,

& J

N

~ Toward that gold-shining hall. .
* Later, Beowulf and others track Grendel’s dam to her lair.
L. -1 —
-~ o ““‘\
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Where clumps of trees bent across
Cold gray stones, they came to a dismal
- . Wood; below them was the laKe, its water
Bloody and bubbling. \\ i

T S T e e Nl S

. .~ They Jooked down at the lake, felt ' |~
. . How its heat rose 'up, watched the waves’. |
. Blood-stained swirling. Their battle homs sounded,
- Then sounded again. Then they’ set down their weapons.
4 could see the water crawling with snakes,
) F serpents swimming in the ‘boiling
Lake, and sea beasts lying on the rocks. . . .
The poet hardly needs to describe the monsters. He simply descsibes the
physical context in which one typically finds them; our imaginations can
. . do the rest.. C
Often enough, we see physical context used to influence our teelings.
Cadillac ads locate the car in plush surroundings; President Nixon usually
. delivered televised speeches surrounded by an American flag, a bust of
___Lincoln, and- picture of his family. Perhaps the classic illustration of the
importance of jphysical context appears in the movie Blow-up. Examining
_ a picture he bas taken of a park, a photographer discovers what appears
‘to be a body lying in some busfies. He enlarges one section of the photo-
graph, blowing it up until he has a picture of what is clearly a dead body.
In the process of enlarging the picture, he lras had to rémove all physical
context so that he can make the mysterious object large enough to identi-
~ fy. When his.studio is burglarized, he is left with the-one large picture’of
- the dead body and a peculiar dilemma: he has pfoof that a murder has
been commitied but no.way to prove to police that the body was ever
located where he said it was. A picture of a body, removed from its physi-

_cal surroundings, is almost meaningless to him and useless to the police.
fody o . e .

Lin{;uislic cues (o physical conlext:

region, & point on a map), an object in a physical setting (e.g., a house or tree), a ©

) _ Nouns that refer to a geographical lvcation (e.g., the name of a city, a geographic
sensory property of a physical setting (e.g., the sound of wind in the\trees).

/ - t
o Sequence. ‘A ninth grader writes of a really frightening experience:
Once, when I was nine years old I was upstairs in my house all
alone wafching T.V. It was about 10 o’clock, my mom and dad
said they would be back at 9 o’clock. The monster movie that was
on T.V. Was “the man with a 1,000 eyes.” The monster was a white
glob with éyeballs all over him. It would go dround killing people
in dark alleys. This move was about the spookiest movie I had ever
seen. ; was watching a part when the movie was playing the
spooky mysic when I knew something was going to happen,—like
a man wgs going to ket killed. Then I heard a creak from down
stairs. . ./ / . \
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* Under most circumstances he probably wouldn’t have worried about the
“noise; he might tiot even kiave heard it at all. But on thurparhcular occa-
sion, the noise becomes frighteningly significant because the student lo-
cates the noise in several sequences:1)- the sequence of his owir life=he's
old enough to be left alone at home but not old enough to be completely
confident; 2) the sequence of his parents’ actions—the noise occurs well
after his parents weré supposed to be home and, presumably, after he has -

had opportunity to become a little bit nervous anyhow; 3) the time se- '

quence of the movie—the noise happens just when the “spocky music” is
playing and just when he knows something horrifying is about to happen
. in the movie.
"~ What is true for our understandmg of asound, of course, is also true for
_ our understanding of/reaction to a person, an idea, an experience. Near
the end of John Steinbeck’s novel Of Mice and Men, George is repeating
to Lennie the familiar story of the farm they will someday have.
l“Go on,” said Leunie. How s it gonna be? We gonna get a htt]e
ace.
P “We'll havea cow, " said George. “An’ we'll have maybe a pig an’
chickens . . . an’ down the flat we'll havea. . . little piece alfalfa—"

“For the rabblts, Lennie shouted.
, “For the rabbits,” George repeated.

- "“An’ you get to tend the rabbits.”
,*  Lennie giggled with happiness. “An’ live on the faita the lan’."

Listening to the story we are aware, as Lennie is not, of its location in a
time sequence. We know that Lennie has just killed Curly’s wife, that
even as George is talking Curly and a group of other pursuers are closing
in, and that George is about to shoot Lennie. We also know sorinething of
why George acts as he does—ke doesn’t want Lennie to suffer at Curly’s
hands. We further realize that George is caught in an agonizing dilemma.
If he doesn't kill Lennie, Curly will. If George does kill Lennie, he will
also kill the dream that gives his life meaning, the one thmg that distin-
guishes hun from the otaer men. -~

Linguistic cues lo reference to lime sequence: . A

Adverbial elements indicating that something existed before, ‘durmg, or after &

moment in time. For example: v

then . - later prev{iously
when meanwhile earlier - .
next subsequently . at that moment

* Linguislic cues to reference to logical sequence: ’ N
1 Words implying a cause—effect relationship. For example:

because . since
therefore . .. consequently e o= o

2 The phrasesf...then.... 7

e

~ " “And I get to tend the rabbits.” ) Ry, - h
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. Describing -Student Writing /. ) /
St e e 3 . -. e e e e -_7/,.\__\&
By identifyin ;in_tellec'tual ﬂtmééses reflected in student writiig, we =~
can accomplisi three slightly different but related objectives: making
, qualitative distinctions between pieces of writing done in the same mode
and for the same audience; diagnosing writing problé\ms; measurirzé

_growth in/writing.. ‘ - n ,

! A Swingin’ Dance ) ,

A . "Yesterday, my boyfriend and I went to a big dance in Detyoit.
b When we walked into the place, it was real noisy because e\‘(eryone
was talking and dancing. The dencing area was a lot bigger than -
‘ most of the other ones I've seen, but the air was filled with’smoke ’
‘ that would choke a horse. While looking around, my boy‘friend
noticed a few of his friends across the room, so we'went over\there,
and he introduced them to me. They were the coolest guys.|After
talking a while with them, Fabian came up to me and asked me to e
dance. I just about died! I thought I was going to faint/but I pulled * - _ -
through. He's the most! I thought that my boyfriend was becoming
a little jealous because of my reaction to Fabian, so I'decided to go
dance’a dance or two with him. I danced off-and on with him'and
some' other boys the rest of the evening. On the way home I told
him that I've neve: had suchd riot at a dance before in my life. I
don't know if that made him happy /o’r sad. / - ‘
o - / / ‘
- ‘ Best of Pets Y

~

° The bright beams peer ahead ix{to the late dusk; I am driving
". . home, Carlisle to Newcastle. Farm houses here along the road are |
far apart, and as I pass the few distant windows filled with light, I ‘
~-doubt that any inside are awayé of my passing. _

For a moment I ride the crest of a long hill; then, part way down,
the lights play over a dim shape, alién to the rolling landscape. The
car rolls to a stop beside it, /fhe still figure of a well-groomed dog.
There is a little blood; only a2 wound on the jaw and the angle of the
head indicate more or less than sleep. Likely less than an hour ago
you left a nearby house, gone for a walk. They won't really be

¢ concerned till bedtime whenyou aren’t there to curl up on the rug.
Perhaps your owners should be told that you won't be coming
home tonight, that you won’t come running to the familiar ¢all, or

. lie under the dinnerstable, or track mud into the house anymore . .
Perhaps . . . ‘

But what good would it do—And which house . . .? No, it scems
best I go my way. You'll have to wait here till you're found. Until
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then, for what they lmow, you're sﬁll out, soon to come home, and
life be the“same.

e car starts, the beams again clearing a path, and I drive on, -
now for some reason slower than before, thoughts of my destina-
tion, and faint rehef for other commitments just notable to.. . b)ock

14

- the thought by

/ Each of these two pneces has certain problems. But, assuming that: both
writers, dre trymg to share an expesience wlth an audience that doesnt
have firsthand knowledge of that eyperience, “Best of Pets” seems superi-
or to “A Swingin' Dance.” Differences in word choice and syntax help
account for this value judgment. But even if I disregard these dlﬁerences
the latter essay still sesms more perceptive, more carefully thought out;
the “Best-of Pets” writer appears to have made more frequent and more
appropnate use of certain intellectual processes—focus, reference fo phy-
sical context reference to sequence, and contrast. Differences between
the two wnters use of classification and reference to ctange are small and
do not seem directly related to the essays. effectiveness or lack of effec-
tlveneSf 4 .

. Focus. !

“Best of Pets”
bright beams (2)
1(8)

“A Swingin' Dance”

My boyfriend and I (we) (3)
It (place)

farm houses 1 everyone

) _dancing area

any

lights

the car (2)

wound on the jaw and angle
of the head

You (dog) (6)

I(11)

air .

my boyfriend (he) (3)
They

Fabian (he) Ky
that

they (owners) (3)
*life ™
thoughts of destination  *
. and faint relief

Both writers focus on I, as we might expect since they c.re writing about
their own experience. But the “Best of Pets” writer focuses on himself
. only about 25% of the time; the “Swingin' Dance” writer.focuses on herself
about 40% of the time. For certain purposes—especially if one were trying
to create a highly egocentric persona—thxs frequent focusing on oneself
seems appropriate. But the high proportign of clauses focused on I de-
creases the number of clauses that might focus on important aspects of
the experience the writer is trying L? convey. In focusing less frequently




- -
onhimself, the “Best of Pets” w...~isableto focus on, and make observa-
" tions about, details (the dog, tke farm houses, the car lights) that make the
~ ~incident memorable. Moreover, the “Best of Pets” writer shifts focds in-
_terestingly. He not only focuses on the car but also on the car’s lights, not
only on the dog-but also on a wound on the [dog’s} jaw and angle of the
‘head. By focusing not only on an object {dog, car) but on some specific
facet, of that object (lights, wound), he gives a sense of shifting atteution,
taking\a careful look at what he’s describing. )

= - Measuring Changes ini Intelleciual Processes

Physical Context.

. “Best of Pets” “A Swingin' Dance” '

_ dusk . ' Detroit
Carlisle ) - the place (2)
. Newcastle the dancing area
farm houses *© . air ¢
* road smoke
windows ' room
crest of a long hill
dim shape
landscape
still figure of a well-
groomed dog
house (3)
ug
dinner table

mud

. " At the beginning of each piece, the writers, in effect, set the scene for
their experiences by referring to physical context. But the “Swingin’
Dance” writer does so less effectively than does the writer of “Best of
Pets.” Of the seven references to physical context in “A Swingin’ Dance,”
only the smoke-filled air and the large dancing area are distinctive fea-
tures of the place she is describing. The other references to physical con-
text (Detrodt, the place, the room) are so general that they don't contri-
bute dnything to one’s understanding of the writer's experience.
Moreover, physical cuntext has little to do with her feelings (she's more
impressed with Fabian than with the dancing place) and it has nothing to,

_ do with the predicament she was in (her references to the dancing area

" don’t heighten our understanding of her conflicting feelings about Fabian
and hér boyfriend). In “Best of Pets,” however, all of the first nine refer-
ences to physical context help establish the writer's sense of loneliness and
isolation. Even if a bit sentimentalized, subsequent references to the dog’s

[
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accustom]ed setting (house, rug, table) help readers understand why the
dog was worth the writer’s concern. Consequently, references to physical
context fnelp readers understand the writer's dilemma; he’sina physical
context wheic a ‘dusirable course of action (locating the dog’s owners) i is
not a feasible one.

i / -,

Sequence. -
o “Best of Pets” . “A Swingin’ Dance”
/ time sequence  time sequence
‘/ as I pass ... doubt yesterday [we) went
/ For a moment Iride. .. crest When we walked in.. . it was
; less than an hour ago you left noisy
/ won't . . . be concerned till While lookmg around, {he]
. bedtime noticed ]
[become concemned) when After talking . . . Fabian
you aren't there came up
[not]) coming home tonight a dance befure

track mud anymore

i equence
vit here till youre found causal sequenc

Until then :. . you're still out real noisy because everyone
‘soon to come home was talking
drive on, now . . . slower boyfriend [WaS] jealous

because of my reaction
jealous . . . so [therefore] 1
decided
made him [caused him to be)
happy or sad ;

. »

In “A Swingin’ Dance,” three of the five references to time sequence
locate actions (Fabian’s appearance) and perceptions (noise of area, boy-
fnend s notice of friends) within the time sequence of the experience the,
wnter is describing. Two of these refer to actions or perceptions occur-
ring simultancously (e.g., when we walked in, it was noisy). Moreover, all
of the writer's cause-effect relationships occur within the time span of the
evening. For example: Cause—boyfriend appeared to become jealous;
Effect—she decided to dance with him. She does not suggest ways the
present experience might have been influenced by previous events; nor
does she speculate about how this experience might influence subse-
quent events, feelings, actions. By contrast, the writer of “Best of Pets”
frequently speculates about events that precede or follow his finding the
dead animal; eight of his eleven references to time sequence suggest
events occurring in the past or in the future. Although his references to
previous or subsequent events are not inherently good or bad, these refer-

~
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ences seem very appropriate here. They help commumcate the signifi-
cance he atiributes to the animal and, ‘consequently, help a reader under- .
stand why the writer feéls so strongly about the experience. . -

. Contrast. - ¢ ’ -
Y ~
“Best of Pets”, i “A Swingin’ Dance”
2 more or less than sleep [area was) bigger than '
+ . they won't be concerned most '
you aren’t there " [area was big] butairwas | | ’
you won’t be coming filled with smoke =
. .home ) . “they were the coolest
~  you won’t’comé running guys 0 Treeeen -
. come running or lie ... . or I thought . . . but I pulled CTe
‘ track mud through ’
" . But what good would it He's the most -
dQ. : -I've never had such ariot L
No, it seems . . . . I don't know if that . T
. it seems best happy or sad

drive on ... slower ~
- — -« —relief. ,»not ableto block
the thought .

The “Best of Pets” writer dwells chiefly on two kmds of contrasts: 1)
contrasts between a customary state of affairs (dog comes home some-
_.time during the evening) and a new state of affairs; 2) contrasts between a
“course of action that seems right and desirable (trying to find the dog's
owners) and a less attractive but more practical course of action (going on
with his journey). These contrasts, combined with a final contrast be-
tween what he would like to do (block out the thought) and what he
continues to do (dwell upon the experience), seem very clear. I ynder-
stand what is different from/in conflict with what. Iri “Swingin’ Ij‘:mce,"
“the contrasts are less clear. She-contrasts the present experience with her
own previous experiences (other dance arehs she had seen were not as
large as this one; she had had more of “a riot” at this dance than at others
she had attended) and she contrasts people/she meets (the coolest, the -
" most) with other people whom she does not identify. As was the case with
her repeatedly focusing on I, there are contexts (a conversation with or
note to a close friend) in \v}uch her use of contrastis entirely-appropriate:— - -]
But, given her task of sharing an experience with someone who had no
firsthand knowledge of that experience or of her previous experiences, /
Ther use of contrast seems less clear and less effective than does the “Best of
Pets” writer’s use of contrast. ... -

B | 133




128 o  Lee Odell

‘ « Reference to Change. - N

“ Best of Pets” - “A Swingin' Dance”
no references I just about died
boyfriend was becommg
e jealous

Although he talks about a thing that has undergone a change and implies -
o % that a change has taken place within himself (he has becq'ne preoccupied
< wnth the dilemma the dog presents), the writer of “Best of Pets” makes no
exphcxt reference to change. The writer of “A Swmgui Dance” refers toa
change within herself and infers that a change has occurred within her
boyfriend; she makes no references to overt, physical changes in herself .t
other people, or objects """""" .

Classification.

“Best of Pets” “A Swinéin' Dance” .
" ¢ life will be the same They were the coolest guys.’

0’\099

[y

——

The two writers make only negligible use of classification. Neither
creates any analogies. Neither uses the subject/linking verb/predicate
nominat‘ve structure to label people or objects in interesting or unusual

v o ways. - .
In order to show how analysis of intellectual strategies lets us make

distinctions between two roughly comparable pieces of writing, I have

tried to give a fairly detailed example of how one might go about anafyz-

ing intellectual processes. In showing how this sort of analysis will let us -

s diagnose student writing problems and measure students’ growth in writ-

‘" ing ability, my discussion can be more succinct.

"

Diagnosing Writing Problems

e 2

The following essay represents a classxc problem in dlag:nosmg andi im-
proving students’ writing ability. .

N . The College Freshman of 1975 =

The-college freshman of 1975 has many doubts and quectlons

“Is college what I want?” “What courses are best for me?" These

two questions are common with the college freshman and must be
tbought of seriously.

“Is college what I want?” Often the freshman is pushed mto fur-
ther and higher education. It may nct be what he really wants.
Every graduating high school senior must senously ask himself this
question and make the decisign alone. The freshman will be more
encouraged to succeed and achieve if he feels he has made the
right decision.

o - . . -
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;  After he gets 0 college he asks himself, “What courses will I

7 benefit from and which ones are required?” He often needs guid-

! ance from a counselor. If he chooses classes to his liking, he will be
happier and try harder to-achieve good grades. This has.a good
effect on the freshrnan and will encourage him to stay in school.

" " The college freshman today is no different from a freshman fifty
Jyears ago. The fears are the same and the questions in hismind are |

" puzzling. But if he has made the decision of furthering his educa-

tion alone, then he has 2 far better chance of achieving his goal

The great dxﬁiculty with thxs essay is that, in some respects, it is not a
b4d piece of writing. The organization is clear. And there are no errors in
_ punttuation or spelling. But the paper is terribly dull. It gives no sense of
the complexity, the drama, the interest of its subject. It refiects no real
insight into the:topic. One could, of course, tell the student this—let her
know that she hasn’t done her subject justice, that she needs to think more
creatively, more profoundly, orone might resolve to devise future writing
assxgnments that provide a clearer and more stimulating sense of audience
.and purpose. Each of these altematives might be uscful; I suspect neither
_is adequate. The care she took with the Paper (her neat handwriting and
" careful proofreading of the draft she turned in) suggests that she’s a rea-
sonably conscientious, if uninspired, student. A change in audience and
purpose for her writing would likely provide some inspiration and a rea-
son to examine her subject more carefully and sensitively. But this change
would not-help her understand how she might carry out such an examina-
tion. If we want her to think better (more creatively, more profoundly,
more analytically), we'll have to teach her how. i
" The process of improving her thinking will have to begln with our anal-
ysis of the intellectual processes she is currently using in her writing. We
should notice, for examiple, the superficial, highly debatable classification
in her last paragraph. (Are college freshmen today really the same as.
those of fifty years ago?) Notice, too, the simplistic hypothetical se-
quences she sets up. (Does she honestly believe that i€ classes are to stu-
dents’ liking they will inevitably be happier in college? Surely there are
other mﬂuences that are equally important in determining students’ hap-
piness.) Fmally, note .that the subject of almost every clause is terribly.
general; she continually focuses on some mythical or composite creature
(the college freshman of 1975) ‘who has no individual personal reahty for -
her or for her reader.
As we get a sense of how she’s dperating mtellecnially, we begin to see
. what we want her to learn to do. Her use of focus makes me think that she
is not terribly observant; she apparently does not know how to look (liter-
ally, look) at real college freshmen and base her conclusions about them
on her observation. Consequently, onz important objective would be to
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hnve her learn to observe more closely by learning to shift focus. ‘We
could have her find examples of this proces$ by watching televisi~n pro-
grams, noticing how the camera shifts focus, moving back to establish a
physical setting, moving closer to capture the body language of a charac-
ter, moving closar still to capture a small facial reaction. Or we could
- teach her this process by having her work with pictures (or, better still,
with overhead transpatencies made from magazine pictures). We could
ask her to use large pieces of construction pap.r to block out everytlnng
in the picture except details (a person’s smile, the expression in the per-
son’s eyes, a gesture) thit say something nnpoxhnt about the person in the
picture. As she learnis to shift focus from one important detail to enother,
we could encourage,her to incorporate this process into her writing, mak- _
ing these details the subject of each clause and, hence, the topic abou*
which the rest of the clause must assert something.

These suggestions for teaching are limited. because they are derived
from a diagnosis based on only one essay. To be genuinely useful and
valid, a diagnosis should be based on several pieces of writing. But this
brief discussion of one piece of writing should 1) show how an analysis of
intellectual processes can supplement existing diagnostic procedures, 2)
suggest ways this analysis might help a student write more effectively in
" the future.

P A 3
'

Measuring Growth in Wﬁtﬁ:g

In two other chapters in this book, Patrick Finn's work with computer
analysxs of word choice and Kellogg Hunt's study of syntax, we find pow-
" erful methods of measuring students’ growth in two important aspegts of
writing. Analysis of intellectual processes lets us describe changes in

.another facet of students’ writing—one that is not necessarily identified in

Hunt's work or in Finn's. Syntax provides only a few cues to intellectual
processes, and even those (e.g., coordinate con)unctxton cues' to contrast,

such as but and however,; linking verb/ predicate nominative cues to class-
ification) need not be associated with lengthy or comp}ex sentences. Simi-
larly, lexical cues to a given operation (e.g., not, change, when) need not.
reflect a sophisticated vocabulary.

The following passages, a ninth grader’s initial and revised drafts of a
personal experience essay, will help explain how analysis of intellectual
processes can be used in measuring students’ growth in writing. The first
piece was written prior to the beginning of a six-week course of study
(Odell and Cohick 1975) in which students were introduced to intellectual
processes described in this paper. The second piece, the revision, was .

.done at the end of the six weeks.
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e ~ One time when 'we went swimming my dad made ine and my

: brother go off the high diving board. My brother went off and

" made it back 'to the side of the pool, but when I went off I did a

.. bellyflop and almost drowned. My dad had to come in after me. I

" ‘thought I was going to die because I couldn't breathe with all the
« water [ swallowed in me. )

Vs, S, - When Tiwas sbout eight years old my dad made me and my
v her go off of this high diving board. When my ‘brother got to
T ‘the top I had-butterflies because I knew I had o0 do it. I knew he
T would make it back out of the pool because he/was a better swim-

mer than me. He § in feet first because it was too high for
him to div!:efrom% mt)out 5 seconds f::fxim to imergh;.GhThen
my dad made me do it. The treads on the steps. were reassuring,
but the railing was slippery, so I leaned in a/little more than usual.
When I got to the top Hook at my dad and ke waved me on. ThenI
look at my brother. He looked at me like if was really easy. I tried
not to bounce as much as I could. I finally got up enough courage T
to jump. I don’t think I heard anything around me because I was y
. consintrating on the water. It looked a lopg ways down, but when I
was on the bottom it wasn’t that far. When I jumped I did a belly-
~ *. flop and I was in so much pain I alniost drowned. I could feel
" someoné trying to keep my head shove water, it was my dad.
‘When we got out I was coughing becguse I swallowed some water.
My dad had ‘a *feeling sorry” laught - v
The revision explor\w the experience/ much more fully than does the
original and reflects more effective use df several intellectual processes. In
the revision, the ninth grader conﬁnues/to focus on; he even increases the
proportion of clauses in which I is the subject:. Yet he also increases the
. number of clauses focused on his fz}’ther and brother, and each of these
. clauses contains relevant information that was not in the original. More-
over, the revision.contains two clauses which focus on important parts of
__.the physical context (treads of steps were reassuring; railing was slip-
the, pery) These two references heighten one’s sense of the writer’s predica-
. . ment, D
The student’s references to physical context, sequence, and contrast
inctease markedly in the revisjon. In the revised draft, he makes four -
times as many references to physiqal context, and at one point uses his
“ failure to perceive physical syrroundings as an indication of his internal
stite (“I don't think I heard anything around me because I was consintrat-
ing on the water.”). In his s ond draft, the student locates eight actions
(as opposed to one in the initial draft) within the time sequence of his
narrative. He also cites five causal sequences, as opposed to one in the first
draft. Finally, he uses a gfeater number of confrasts and more kinds of
contrasts in the revision than in the original. In the first version, henotes
one contrast between Wo actions (his brother’s successful dive and his

"

.
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own “bellyflop”) and one contrast between a nor?naland a peculiar state
of affairs (“I couldn't breathe”). The second version contains six contrasts:
one between his brother’s swimming ability and his own (“He was a bet-
ter swimmer than me.”); one between two impressions (the reassurance .
provided by treads on the ladder steps, and the danger inherent in the.
--slippery railing); one between an initial impression ~nd a subsequent im-
pression (“It looked a long ways down, but when I was on the bottom it
wasn't that far.”); and three contrasts between what he might have done
and \\vl}at he did do (tried not to bounce, leaned in more than usual, did
no{‘?w much while concentrating on the water below him).
ith regard to the student’s reference to change and his use of classifi-
. cation, there appears to be no important differenée between the original L
and the revised essay. But the substantial changes in his use of other intel-
" lectual processes help account for ’he increased perceptiveness and effec?
tiveness of the revision. On the basis of these two essays, admittedly aP
extremely limited writing sample, the student seems to be growing as‘a

s

S writer. Analysis of his use of intellectual strategies gives us another helpful -
way of monitoring that growth. . .
w " Questions Suggesting Further Study ’ .
' Quantity and Quality '/
N\\

In-each_of the two pairs of essays discussed above, the quality of the
essay seemed to be directly telated to the number of intellectual processes
reflected in the essay. Given information about the evidence and purpose

-~ for each paif of essays, classroom teachers and prospective teachers usu-
ally think that “Best of Pets” is better than “A Swingin’ Dance” and that

the ninth grz’zder's revision is superior to his original draft. Sizice my analy-"'“wg,m‘
sis of intellectual processes would lead me to predict this sort of response,
I wonder: Can we often make this sort of prediction with confidence?
When trying to determine which of two comparable essays is the superi-
or, can we assumne that there is likely to be a strong connection between a
reader’s ho_]i\stic judgment and the relative number of intellectual pro-
cesses reflectéd in an essay? ° . . )

. Another sort of question arises from my analysis of the ninth grader’s

) writing. As I suggested, the ninth grader’s revised essay about a frighten-
" ing experience contains many more contrasts than does the original paper.

But the revision also contains more different kinds of contrasts than does

the original. In the revision, the writer notes contrasts between two con-

' current impressions, between an earlier impression and a subsequent im-

" pression, and between a potential action®and the way he actually did be-
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have Consequently, I wonder Can we identify subcategories for each
intellectual process that will let us make finer discriminations between
two pieces of wntmg? .

-

' Rehbon to Other Descriptive Procedures

leen_ the usefulness of descriptive procedures Finn and Hunt have
developed, it seerhs important to ask several questions: Can the proce-
dures I've discussed complement theirs? Would a really thorough descrip-
tion and measurement of growth in writing need to include information
about word choice, Syntax, and intellectual processes? Would such a de-
" scription help us make more adequate diagnoses or formative evalua-

(43

tions of students’ wntmg? Would instruction based on such diagnosis have -

‘a greater ‘effect on students’ writing than mstructlon based .on a more li-
mited diagnosis? .

’-\ - - ‘i )
Developm;ntal~Consnderatnons - L

3 ¢

In:Hunt’s work, we have a comprehensive view of the development of
syntactic fluency. Can we find equally significant developmental qualities
in people’s use of intellectual processes? Almost,certainly.anyone whoean
" make a coherent statement can use at least some of the mtellg:tual pro-

- cesses I've described. But do people-at different age levels use different
intellectual processes? Do they use different subcategon&s of intellectual
processes? For example, do seventeen year olds observe different kinds of
contrasts than do nine year olds? If so, can we obiain, as Hunt did for
syntax, a sense of what intellectual processes are possible for or likely to
-occur at a given age? If so, could this information improve our teaching
and measurement of composition?

Conclusion

As the precedmg section suggests, the effort to solve one problem—that
of finding ways to describe writers’ use of certain m\ellectual processes—
leads to new problems. Moreover, as we answer the kinds of questions

. I'vetried to raise, we will likely encounter new questions which make still
_~* further demands on our resourcefulness in describing and measuring
" growth in writing. As we meet thesé demands, it seems almost certain that

we will make important advances in measurement, in rhetorical theory,
and in the teaching of writing. More sophisticated, comprehensive de-
scriptions of written products should lead us to reexamine our “Basic as-
sumptions about written products and the process of writing. And this
combination of improved theory and descriptive procedures seems to

T 139
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offer our best hope of achieving one important goal of measurement and

evaluation: making statements that describe accarately and usefully stu-

dents’ present writing and that have clear implications for students’ subse-

quent writing.

N
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The preceding chapters suggest procedures which students might be
taught to'use iri examining their own and their classmates’ writing. But the.
followirig article is the/only one to give direct atténtion to two bagic ques-
tions: Should/we engage students in the process of describing and théasur;

ing growth in writing? If so, how do we go about it? In response f§é’b:§e
qQuestions, Beayen gives a careful analysis of the rationale for.and ai vati-
tages/disadvantages of students’ participation in the process of evilua- .

tion. Further, Beaven describes three basic ways students might be in-

-volved in this process. Indirectly, this article speaks to concerns—such as -

diagnosis and summative or formative evaluation—treated in other arti-
cles. The unique contribution of this article is that it asks us to reconsider
students’ relation to the evaluation process and to share with students
someé of the responsibility for describing and measuring their own growth
in writing. ‘ ¢

’
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INDIVIDUALIZED GOAL SETTING,
e SELF-EVALUATION,
. AND PEER EVALUATION
e — ‘ .
/ a e ‘4 Mary H. Beaven .

Introduction /
_ When one l6oks for research that might help classroom teachers evaluate \
* - student writing more effectively, not much is available that seems imme- '
dlately applicable. In 1963 Braddock, Lloyd-Jones,/and Schoer wrote,
“Research has so far given no clear m&xcat:ons of the/most efficacious way
--~— to mark papers.” Twelve years later, in 1975, Jerabek and Dieterich, in
. their review of research on the evaluation of student writing, wrote: “In-
sufficient regearch has been done on the subject, a fact which accounts for
much of o;?r ignorance. But the little research that has been done is tpo
" seldom translated into classroom practices.”
However, as the other chapters in this book indicate, research is going '
n, and anortant strides are being made in identifying various kinds of It
discourse, analyzing the composing process, and designing ways to de- |,
scribe and evaluate the stages of the process. Researchers are developing
and ref{mng methods to evaluate writing for the National Assessmentof  /
Educat:onal Progress, and Educational Testing Services is continuing ifs-
exploratlons At colleges and universities, professors and their graduate .
students are devising ways to help classroom teachers look at writing and
1espond to it.

AsIhave worked with English teachers and as they have expenmented
and reported on their work with fornative evaluation procedures in their
classrooms, we have evolved three approaches for responding to student
writing: individualized goal setting, self-evalu=tion, and peer evaluation.
In these three procedures, the individual student, not the researcher or the
teacher, /assumes a prominent role.

As the student becomes increasingly adept at evaluating writing, he or
she will be ab/lc to use many ways of describing/responding/evaluating, .

’ 135 /
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some of which are outlmed in the other chapters of this book. For exam-
ple; children in elementary school can begin to identify the thinking pro-
cesses of comparing, contrasting, classifying, and sequencing as de-
scribed by Odell in this book and then to experiment with these strategl&s
m[thexr own writing. They can also learn to identify T-units and embed-
dings and to combine sentences as they write. They can analyze the level
of their vocabulary, use some of the rating scales, and begin to view writ-
ing hohstxcally ‘Older students can refifie these abilities and go on to de-
vise writing assxgnments that elicit a specific type of discourse and to eval-
uate-the results with the guidelines Lloyd-Jones suggests in his chapter.

In the three methods of describing/responding/evaluating to be pre- -
sented-in this chapter, the teacher serves as a resource perSon or facilita-
tor, and the individual stqdent assumes increasingly greater responsibility: '
judging, makmg decxslons, and then acting accordingly. -

i

Basic Assumphons T

Six assumptions underlie the three approaches to formative evaluation.

These assumptions derive from two basic ‘premises.

1° Growth in writing is a highly individualistic process.
2 'Many procedures designed to foster personahty growth also relate
to growth in writing.

The first assumption is that, although many research studies dealing

"with the efficacy; of various methods of instruction have failed to show

L

sngmﬁcant unprovement in writing, improvement may occur over a much
longer period) of time than the six-, 'ten-, or even fifteen-week periods
which teachers and researchers usually allow. Growth in writing occurs
sowly. i

This assumption is reinforced by those who have studied syntactical

X ‘development and found that linguistic ability develops slowly. For in-

stance, linguists and others studying oral language development in early
ChlldhOO have shown that children, once they begin using plural forms
of nouns, may take from eight to nineteen or twenty months to achieve
mastery (Cazden 1972, pp. 41-47). Kellogg Hunthas found it reasonable

* to look for changes in written syntactical structures at two- and four-year

intervals. Iy

The second assumption is'that through their evaluatory comments and
symbols teachers help to create an environment for writing. Some nega-
tive comments may teach students that descriptions of certain topics, feel-
ings, values, peréeptlons, etc., are taboo. For example, when I was in




‘.‘ ﬂ. . . R \

Goal Setting and Evaluation T . : . 137

i
1

grade school, one of my papers was returned with this comment: “I can-
" not grade thoughts such as these. You must write about something nice or
pretty.” Furthermore, if teachers pounce on mechanical and sentence er- -
_ rors, decorating a paper with red marks, students may begin to believe
that they have nothing -acceptable to communicate.

* This assumption is supported by research indicating that the cn;s(lqn,qg
a climate of trust is essential. Linguists interested in oral language devel-
opment in early childhood have shown that adult responses to cﬁlldgen ]
verbalization affect motivation to talk, amount of speeeh, ‘and 56 on. ]
Adults who respond to the content and ideas of the chﬂ'd and carry ona. .
“conversation,” regardless of the child’s grammar orsyntax, are reinforc- N
ing positive language deve]opment the mouvaﬁgn ‘to talk, the desire to
. have “something to say,” and the ability to expériment with language,
stretching it to accommodate an expressive need (€azden 1972). In one
study on writing, done over a ten-week period, the results showed that
students who received only positive commentary on their papers devel-
oped a more positive attitude toward writing than those receiving nega- \
tive commentary (Stevens 1973).” 3\

My next two assumptions are related, since they both refer to character-
istics found in people who have an achievement syndrome, “a clusler of
traits that relate to the way a person goes about attaining his goals.” In
.continying the above description of such a person, deCharms (1968,
p. 239) has written:

(4 ‘v\w\p?v?

AN
Research has glven us a picture of a man with high achievement
motivation. He is the man who takes moderate risks, ‘attains his
goals through energetic and novel instrumental activity, likes to
. take individual resp0n5|b|l|ty and to know the results of his actions
. iland plans, and organizes his life and is concerned about the use of
. is time. ,

Risk-taking, trying new behaviors as one writes, and stretching one’s AN
use of language and toying with it are important for growth in writing. |
Rogers (1962) describes the fully-functioning person as one who prefers N
growth to safety, seeking opportunities for “play” with perceptions, ideas, : |
emotions, modes of expression, etc. According to Maslow (1962 and N
1971), risk-taking is a trait of self-actualizing people, a trait which can be
developed as teachers provide the necessary environment, opportunities,
and interpersonal support. Maslow (1971) states that through participa-
tion in the creative arts people develop risk-taking abilities, becoming
more fully-functioning; he argues that education should be centered on
participation in creative expression in all the arts, writing included.

Goal setting is also an impo:tant process in the develo;)meﬁt of student
writers. In their work on achievement motivation, McClel]\l

et al. ) .
N
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(1953) ‘illustrate how goal setting helps to create conditions necessary for
" improvement or achievement. Apparently, goals need to be concrete and
within reach, and students need to see the results of their actions. The
implication for teachers is that students should work toward a limited
number of goals at a time and that progress toward specified goals should
. bexdordéd. . j
A‘.ﬁ{tﬁidssumption is that writing improvement does not occur in isola-.
tion. Metél{ asdigning themes and arranging for some sort of evaluation
provefin;’\i!ﬁ‘ém, because writing is related to speaking, listening, read-
ing, and all the other avenues of communication available for processing
. information. Prewriting activities, revisions, sensory awaréness experi-
ences, responses to literature, development of sensitivity to self and .
othersTtb"pEe and many other experiences, both inand out of the English
classroom, affect a student’s growth in writing.
The final ‘assumption is that we have a reasonably clear understanding
of procedires that will permit effective formative evaluation. Charles
Cooper (1975, p. 113) writes: . ! '

I think a better scheme for writing instruction . . . is one concerned
with diagnosing what students are able to do and what problerns
they are having; arranging for writing often in many modes; cor-
recting usage and syntactical and rhetorical deficiencies organical-
. ly by working with the students’ own writing and not by preteach-
~— ing rules; giving feedback and encouragement, as each of the
students’ efforts moves them toward better control of a particular
mode of writing; and finally assessing hotw much growth students
have shown during the course, without comparing them invidious-
ly to each other and without expecting “mastery.” The emphasis in
this scheme is on diagnosi&, on formative response and evaluation
to enhance the.complex and highly individualistic process. . . .

These six assumptions are important and have influenced the three eval-
uative procedures I will be describing.

-

>

Developing a Climate of Trust for Writing

As a prerequisite to developing writers, teachers must develop a cli-
mate of trust. Student writers need to develop trust in their own powers to
‘communicate through writing; to explore feelings, ideas, and perceptions
through writing; and to find security in transactions with their audience of

“teachers, peers, or others. .

As the teachers I have worked with have looked for ways to create trust
through their evaluatory comments, two authors have influenced them
most. Virginia Axline (1964) and Carl Rogers (1954 [with R. F. Dymond]
and 1961) have developed ways of responding that teachers have success-
fully adapted to student writing. The kinds of comments presented below

14,
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Seem to- be eﬂ‘echve in creatmg a climate of trust.

1 A teacher\may ask for more mformatlon “I'd like to know more

about this.” “What did the other kids do?” “Have you seen
on Channel 28 on Tuesday nights?” “Do you think
there is a relation between this idea and the one John was talking
about yesterday in class?”

2 A teacher Jmay mu'ror, reflect, or rephrase the students ideas, per-‘ ‘

ceptions, of feelings: “You sound angry here.” “You really do ﬁnd
- school boring.” “You want to be both an artist and businessman.”
3 A teacher may share with the student times when he.or she felt,
thought, or behaved in a similar fashion: “I had problems with my
parents, too. They insisted I be home by 11:00 p.m. on weekendsl
“I stilPam lonely—-perhaps all peopie feel-that way at times.”

As teachers have consxstently and exclusively used these forms of cpm-
mentary, they have found that the dull, lifeless prose Ken Macrorie (1970)
labels “Engfish” tends to decrease; students shed depersonalizing modes
of expression, writing their own thoughts and feelings, becoming more
authentic, dand developmg individual voices. In addition, students who are
scared of writing begin to increase the length of their efforts, and those
puny six-to-ten lines of timid prose become longer and more forceful.

Several of my graduate students used these methods with their classes
this fall. The following remarks are typical of their reactions:

My kids spontaneously are writing pages in response to my
questions—all because I asked them a personal question.

I never knew my students had so much going on in their lives. I
seem to be following 130 different soap operas just because I've
changed my ways of responding.

Not only do these responses serve to combat Engfish, to motivate stu-
dents to write raore, and to inspire more authentic writing, they also serve
as reinforcement. - HMents such as “No one else but you could have
written it {zat way,” and “Your figure of speech is just right, I think,”

" indicate effcciive elements of writing and help students develop critical
abilities. Furthermore, comments may also reinforce positive values. For
example, in a theme describing happiness almost entirely in terms of

. material possessions, a student had one sentence n:entioning happiness as

“having a wife and children to love and friends to share the years.” His

. teacher reinforced that value by writing, “My family and friends seem to

give my life its purpose and 1eaning.” She had no need to criticize or
moralize; the statement she made underscored & value seemingly lost
among cars, clothes, travel, and houses. In addition, such comments en-
able teachers to ask the kinds of value clarification questions suggested by
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Raths, Harmin, and Slmon (1966) For examplp Is it more important to
You to have a family and friends or to have three fantastic homes?” ,
Whether papers are evaluated through individualized goal setting, self-
evaluation, or peer evaluation, the three kinds of commentary suggested

above are appropriate and necessary to create a clinite of trust.

Individualized Goat Semng——/ '

Description .

Individualized goal setting is carried out by the teacher, utilizing the.
kinds of comment detailed in the previous segtion‘ Guidelines for individ-
ualized' goal setting{follow. v '

1 Decide how you are going to respond: written comments, tape;
_ recorded comments, a rating scale, or personal conference. (Cole- ,

man [1972] compared marginal and terminal written commentary
with audio-taped remarks, finding that black students and students
with low pretest scores responded better to the taped comments
than the white students. Classes using taped responses developed a
fnore positive attitude toward writing. Bata [1972] discovered no
significant differences among three classes of junior college fresh-
man papers evaluated in three different “}ays i[niarginal commients
vs. terminal comments vs. a mixture]. Stanton [1973] compared
groups receiving feedback in the form of written commentary, a
checklist, teacher instruction, and questions and feedback, finding
no sng‘mﬁcant differences although a checklist helped teachers be.
more reliable: Maize [1952] discovered that, when an instructor
worked with college-level freshmen as they wrote in class and met
in peer groups, evaluation was more effective than when an instruc-
tor corrected papers outside class. Wormsbecker's [1955] research
showed no significant differences among the writing samples col-
lected from three different groups who received either overall im-
provement suggestions, a split grade [form over content}, or a single
suggestion for improvement.)

2 Read the paper and, where the motivation is genuine and spontane-
ous, use commentary for developing a trusting environment.

3 When you have read the paper, offer one positive comment, either

' general or specific.

4 Establish a goai for the student to work toivard, statmg it in a posi-

tive way: not, “Your paper is a disaster because it lacks organiza-
tion;” but, “For your next paper write as vehemently, but after you

AT
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‘have sounded off, read your draft and rev1se, putting all your

A thoughts on one idea in the same paragraph.” (Some students may

- . have more tian one goal.) Encourage students to experiment and
- take_ risks.

5 Evaluate the student’s next paper according to the goal(s) previous-
ly prescribed. Do not prescribe additional goals until the student is
able to handle ones already given. (Stevens [1973], in a ten-week
period, discovered no significant differences between a group that
received only negative comments and one that received only posi-
tive remarks although students receiving positive commcats had
morepositive attitudes toward writing. Groff [1975], in his review of
research concerning the evaluation of younger children’s writing,
found that negative criticism seemed to have a pgsitive effect, parti-

, " cularly on mechanics. Buxton [1958] presented some evidence that
. writing of college freshmen improved more when it was thoroughly
marked than when a few general suggestions were offered. Seliroed-
er [1973] found that corrective feedback produced more writing
. improvement than only positive feedback in composition work with
o ‘fourth graders. Arnold’s study [1964] compared students writing
frequently with little evaluation with others receiving extensive
commentary with still others who received a mixture: no significant
differences. Although mixed, research does seem to indicate that

- settmg goals for improvement is beneficial.)

68 Every three to four weeks; depending on how much writing is done,
have students revise a paper for a more thorough evaluation. (Un-
derwood [1968) found that grades used-with marginal comments
improved mechanics, but content itnproved without grades or mar-

.ginal comments when revisions were required.)

* Rationale

¥

Because the teacher knows each student, goals may be tailored, in a
diagnostic-prescriptive fashion, to meet individual needs. A goal may be
as specific as “Spell tomorrow, occasion, and recommend correctly from
now on,” or as general as “Develop your own voice; your writing should
sound as if you and no one else were writing.” Students feel a sense of
self-worth and esteem as they progress at their own speed in their own
idiosyncratic fashion, with direction when needed. By limiting attention
to a few goals at a time, the student is better able to concentrate on the
content of the communication while the teacher does not have to spend

_ an inordinate amount of time on each paper.

>
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Advantages and Disadvantages

Individualized goal ‘setting, of the three approaches the most effective
in creating a climate of trust, proves most adv- ntageous at the beginning
of the school year when students and teacher are new to each other. It
provides an opportunity for a teacher to become acquainted with stu-

* dents, to develop en accepting "atmosphere, and’ to assess writing
. strengths and weaknesses. Many teachers and students feel'most comfort-
able with the highly-structured individualized goal setting because the
teacher stays in control, diagnosing and prescribing work for individual
students. Another advantage of individualized goal setting results from
tapping the knowledge, awareness, and writing experience of the teacher.
There are times when a teacher’s perceptions and suggestions may prove
. fruitful and economical as a student works through a revision or toward

specific goals on a weék-to-week basis. :
On the other hand, there is at least one disadvantage to individualized
“goal setting. When a teacher is the exclusive audience for writing, s'ipdents
"become dependent upon the teacher, an authoritarian figure who bestows
.approval or disapproval. Every time I have a new group of graduate stu-
dents, many of whom have become addicted to having their writing ana-
lyzed and labeled by some “expert,” we must break that addiction. Writ-
‘ers must rezlize how their writing affects peers and learn to depend more

* upon their own powers ‘of judgment.

Teachers who have experimented with the three approaches to evalua-
tion have found individualized goal setting most helpful with those stu-
dents who require more direction and guidance, at the beginning of the
year, and at times when those engaged in peer or self-evaluation seem to
need help in perceiving new possibilities for experimentation.

3

Self-E\;aluation

Description

In self-evaluation, students comment on their own writing and establish
their own goals for risk-taking and improvement. Many teachers have
found this sort of procedure helpful to use early in the school year be-
cause it leads the student toward greater self-reliance and independence.
Early in the term, students evaluate their own papers and then turn them
in for a modified individualized goal setting evaluation, with the teacher
cornmenting upon the evaluation written by the student. -

The fellowing questions form the basis for self-evaluation procedures
throughout the year: :
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1 How much time did you spend on this paper? :
2 (After the first evaluation) What did you try to improve, or experi-
" ment with, on this paper? How successful were you? If you have
- quectlonﬁ about what you were trying to do; what are they?
-3 What are the strengths of your paper? Place a squiggly line beside
those passages you feel are very good.

4 What are the weaknesses, if any, of your paperi Place an X bwde
passages you would like your teacher to correct or revise. Place an X
over any punctuation, spelling, usagg, etc., where you need help or

. clarification.
5 What one thing will you do'to unprove your next piece of \ wntmg?
* Or what kind of experimentation in writing would yau like to try? If
you would like some information related to what you want to do,
- write down your questions.
_ 6 (Optional) What grade would you gnve youxself on this composi-
tion? Justify it.

Because students tire of the same questions, teachers need to vary them
from week to week 4dding ‘questions related to the current work of .the
class.

The importance of self-evaliation may be revealed through an analy§ls
of the questions themselves and of the relations between the questions

and the assumptions presented at the beginning of this chapter.

By asking a student to reveal the amount of time spen_t on a composi-
tion, the teacher is alluding to the fact that often writing is a long, com-
plex, and agonizing process, one that sometimes does not flow rapidly but
stumbles about awkwardly. To make this question more meaningful, the
" teacher can share in class some of the letters or descriptions of thereative
process as put forth by established writers. Flaubert, Melville, Miller
(1964), and others have described their struggles to say something “right”;
_ Nin (1968), Miller, Forster} Lowes, and others talk about the unconscious
prewriting that occurs; and still others portray the times when their writ-
ing flowed rapidly in a mystical sort of way. As students become more
-aware of the creative process, this particular question can be changed to
ask for information about their processes in writing a particular composi-
‘tion. Soon, revealing information comes forth:

I read two books on the subject, becom.ing very excited, but when ..

I started writing, I didn’t know how to start. I must have ripped up
twenty sheets with various introductory paragraphs. Next I tried

- outlining—~four outlines later I was still dissatisfied. So, because the
time was getting short and I had already spent thirty-five hours on
this damed paper, 1 began writing, wrote for six hours, and typed
it up. The stuff goes in circles and never gets anywhere. I am disap-
pointed. It is a lop—a complete disaster.

<
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= I thought 2 lot about my paper, evendreame " .. . une nigat.
When [ sat down to write it early this morning, . - .. all there. My
mind must have been working on it, organizing it, during the week.
Everything came out all right, and I am proud of the paper—
except that I feel a little guilty because the actual writing went as
' smoothly and rapidly and I know others in the class spent hours.

~

’{,,,'I"he teacher, as this kind of information is shared, can help students

* deal with their own creative processes, helping them to recognize that at

a imes all writers write in circles. And as students analyze their own crea-

ive processes a_lnd compare them with others, they begin to recognize
various strategies they might try.

The third question, asking a student to idéntify the strengths of his or

/ her paper, is important for three reasons. First, according to Jourad

(1963), Maslow (1962 and 1971), Rogers (1954 {with R. F. Dymond] and

1961), and others, most people have difficulty praising themselves and

Accepting praise from others. “I'm O.K.” is hard to say and “You're O.K.”

is difficult to accept. These difficulties have developed through condition-

ing, asking students to identify strengths of their papers is one way to

, combat this cultural conditioning. Second, many students have never con-

sidered the possibility that there could be something good about their

i writing, for y ears they have been churning out the stuff because they were

! " obliged to do so. To have to point out something of which they are proud

motivates students to write from a different perspective. In my experi-

i

‘, ence and in that of my fellow teachers, ~e have found that this one ques-
\ / tion mwotivates students to work on passages until they are “just right.” The
N third reason for the question is that writers must eventually become inde-

" . pendent, able to identify passages that gracefully cornmunicate meaning
and intention, writers must becomne their awn editors and forin their own
atsthetic judgments.

> fuurth question also refers to the editorial process and to aesthetic
judgment because it asks students to locate weak passages. By asking stu-
dents to d %hl;,\teachers indicate that they expect students to have prob-

———

lems in writinyg, it is acceptable to have themn. And when a student indi-
cates w here he orshe wants help and red-pen marks, he or she remains in
control of the e\\}
upon invitation. As Staith (1975) points out, comprehension and fearning
occur when the students’ expressed questions and needs are addressed.
) Self-evaluation is also i.2lpful during various stages of revision. Beach
~ {1976) asked tw enty -six préa?n ice English teachers to write a draft, tape-
record their self-evaluations, tevise, tape-record, revise and tape-record
until they were satisfied By znalyzing their taped comments and the
changes they miade, he found tha' fifteen of these teachers were nonrevis-
ers, concentmtmg on detdils, labeling them (frag, awk, etc.), and making

oy
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ation process because red marks are apphed only -
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superficial changes as they were “smoothing out,” “polishing,” and “tying
together.” The extensive revisers attained an aesthetic distance the nonre-
visers licked, for they looked at their writing in holistic, general ways,
seeing how the parts fit together as they developed a sense of an overall
structure. Once they saw a structure emerge, they worked with their
material until the revision matched the conceptual, structural vision.

When. we ask students to request help where needed, we discover stu-
dents’ perceptions of their writing. Students who request help only for
mechanical erfors, not neticing a need for restructuring, may need help in
revision strategies; they may not perceive the need to reconceptualize the
structure and to relate the parts to the whole.

The fifth question is also designed to give a student more control over
his or her own progress in writing. Asking a student to establish a goal for
experimentation or improvement strengthens risk-taking capacities,
decision-making capabilities, and goal-setting processes. Fuithermore,
because the writing process is so complex, perhaps the student knows
best where he or she needs to improve or experiment (conditions under
which the writing is done; prewriting strategies; original drafts; revision
_ tactics; kinds of discourse; styles). One student, working full time in addi-
tion to attending high school and living in a large family, believed that her
biggest problem was that she could find no time or place to be. alone to
think and prepare a first draft. Several weeks of experimentation helped:
she woke up at 3:00 a.m., locked herself in the bathroom, and wrote from
3.00-5:00 a.m. In another instance, a college student, psychologically un-
able to write poetry or short stories, revealed that unless she stuck to criti-
cal, expository essays, painful memories of three deatlis from cancer in
her family surfaced and paralyzed her. Once she realized she was in a
climate of trust and acceptance, she set up goals: to write about those
deaths and deal with the issues. About two months later she was writing
freely in a variety of modes. Only when a student is free to decide upon
his or her own goals for improvement or expérimentation, will he or she
be able to explore those elements which-impede progress—elements
which a teacher or,peers may know nothing about. '

Obviously related to the fourth und fifth questions, the seco 1d question
places the responsibility upon the student to follow througk. on the deci-
. sions made on the last self-evaluation. Again, researchers in achievement
motivation emphasize the importance of goal setting and evaluation:

The more an individual commits himself to achieving concrete
goals in life related to the newly formed motive, the more the mo-
tive is likely to influence his future thoughts and actions.

The more an individual keeps a record of his progress toward
achieving goals to which he is committed; the more the newly
formed motiveislikely to influence his future thoughts and actions. ,
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. i \
aanges in motives are more likely to occur in an interpersonal '
atmosphere in which the individual feels warmly but honestly sup-
ported and respected by others as a person capable of guiding and

directing his own future behavior. . . .

Changes in motives are more likely *o occur the more the setting
dramatizes the importance of selt «udy. . . . (deCharms 1968)

»

Question six, optional, asks the student to place a grade upon the paper.
If a school system insists that grades be given, I feel that it is oppressive
for teachers to label and grade students and their work; students should
have the power to grade andilabel themselves in such a way that they
have to sift through a number of factors, balance them, and decide upon a
grade. In my experience I find that my assessment and that of the students
correspond in 90% of the cases, and the 10 discrepancy provides a start-
ing point for discussion in individual conferences.

Teachers and students have found rating scales helpful in providing

* structure for self-evaluation. (Refer to Charles Cooper’s chapter for a dis-

cussion of some of the available scales; some of the ideas presented in the
other chapters may also be adapted and introduced as self-evalu'gtipn
strategies.) | .

-

Rationale

Self-evaluation procedures help students assume responsibility for as-
sessing their writing. As one teacher said, “For the first time my students
are seeing beyond the stage of just writing a paper, handing it in, and
forgetting about it. They are learning to look at their papers through criti-

.cal"eyes, becoming more aware of areas in which they can improve their

writing on their own.” Perhaps self-evaluation procedures are essential for

" belping students becomne their own editors, knowing what needs revision
“and knowing how to go about that revision. Such procedures also encour-

needed when it is needed.

Not only is this approach educationally sound, but it also relates to the
development bf a fully-functioning personality. Rogers (1954 [with R. F.
Dymond], 1961, and 1962) states that one of the three characteristics of a
creative personality is an inner locus of evaluation, and students need
many opportunities in school to develop that inner locus. In their work
with achievement motivation, McClelland et al. (1953), finding that indi-
vidualized goal setting and self-evaluation bring about achievement, have
developed theoretical frameworks from which others, suchas Otto (1968),
Alschuler (1973), and Alschuler, Tabor, and Mcintyre (1970), have
evolved specific manuals and training programs based upon goal setting -

age students to Zommlate questions, helping the teacher to know what is

io
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and self-evaluation. Fromm (1947 and 1966) illustrates how people be-
come dependent-upon authority figures, failing to outgrow their need for
them; he\pomts out clearly that people need to become more responsible
for charting their own goals and evaluating their own efforts. Ekstein and
Motto.(1969)-contend that children initially work to please their teachers;
yet to mature as learners, they must begin to decide what they are going
to leamn, how to go about that learning process, and how to evaluate their
own progress; motivation and evaliation must become internalized. Self-
assertion training programs relate to this need for people to become self-
evaluative and then to act in accord with their own evaluations. As one

§ reads the works of educatioral and psychological researchers, theorists,
and practitioners, the cry for self-evaluation procedures sounds forth like

a clarion.
Advantagés and Disadvantages

Unlike peer ‘evaluation, self-evaluation need not consume large
amounts of class time; unlike individualized goal setting, self-evaluation
need not consume the teacher’s after-school hours. Self-evaluation can
occur in class within five to_ten minutes, although, if so desired, it can be
used in conjunction with one of the other modes of evaluation.

Of all three forms of evaluation, self- evaluahon allows students the"
most freedom to decide their individual courses of action, developing
editing skills in the' process. It promotes self—rehance, independence, au-
tonomy, and creativity.

The primary disadvantage results from cultural mores and condition-
ing. Teachers are supposed to be authoritarian experts while students,
supposedly knowing little, depend upon the mandates of those in power.
And, indeed, teachers tend to become uncomfortable when they forego
some of their power, control, and authority, they feel as if they are “not
doing their job,” “slacking their eﬂorts, ‘not giving students what they
deserve and what taxes are paid for.” Sometimes if only self-evaluation
procedures are used for more than two weeks, students begin to experi-
ence existential anxiety, feeling uncomfortable with freedom and wanting
to escape from it. They tend to panic, begging teachers to assume the
responsibility and give them grades. A number of parents, in one case,
even called the school to demand that teachers not abdicate their respon-
sibility.

Consequently, if a teacher wants to- make extenswe use of self- -
evaluation procedures, he or she needs to have the interpersonal skills or
counseling techniques to work through these conflicts and to help students
and parents deal with the anxiety generated. In some cases, a guidance
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counselor has worked with teachers and students until all are comfort-
able. However, it should be noted that, used intermittently ot simultane-
ously with other evaluation procedures, self-evaluation causes few, if any,
problems. Problems emerge only when this approach is used extensively.
by itself. :

Peer Evaluation
. Description

The third approach to -evaluation involves peers who meet in small sup-
port groups to respond to each” other’s writing. However, before peer
evaluation begins, a climate for sharing must be developed, during which
time individualized goal setting and self-evaluation work well. The inter-
personal skills needed for peer evaluation can also be developed at this
time. A suggested procedure, follows.

1 First stage. Students work in pairs on tasks that take fifteento twen-
ty minutes to complete. (These tasks do not have to be related to
writing or even English.) “Work with someone you do not know”
and “Work with someone you have not worked with before” are
criteria for selection of partners. -

2 Second stage. Students work in groups of four on tasks of fifteen to
twenty minutes. Groups change with each task. A group of students
working in front of the rest of the class can be used to model and
shape desired group behavior. Roles (recorder, discussion leader,
etc.) may be assigned. When all students seem accepted in these
groups, the class progresses to the next stage.

3 Third stage. The teacher assigns students to groups for sustained

“  projects. Evaluation procedures may be used to focus on group dy-
namics and interpersonal skills. :

4 Fourth stage. Students select their own groups for sustained pro)ects
or support

S5 Whenever necessary or appropnate, a class may return to a prior
form of group work.

Highly-structured forms (rating scales) may be used as soon as students
are comfortable in the first stage; structure is also needed in the second
stage. However, the desired growth in writing seems to occur when stu-
_ dents work with the same group for an extended period and when there is
less structure. (For a thorough discussion of group processes, refer to Ya-
lom 1975. For a more practical approach, refer to Stanford and Stanford
1969, or Sax and Hollander 1972.)

19,
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During peer evaluation, ‘teachers need to provide many opportunities -
for students to write immediately after the presentation/of 4 stimulus like

. .*nonverbal movies, sensory awareness activities, or interpersonal encoun-
ters. Upon completion (not the next day), students réad their papers
“aloud. (After the oral sharing, the papers are not read by anyone else
unless students have time to revise and proofread.) Through comments
and questions, teachers focus on the differences in the responses to the
'same stimulus. s

As students share ard focus on unique qualities of each paper, they
begin to appreciate differences in approach, content, organization, flavor,
and wording. Then students come to expect differences, and this expecta-
tion frees students to say or write their “own things” in their own ways.

The climate for sharing comes when appreciation and expectation of
_ differences are well established. Then small groups, instead of the large
group, may be used for oral sham)g of impromptu writing, and peer eval-
_uation may begin with revisions of work that has been orally shared.

To give direction to peer evaluahon teachers distribute tie following
questions to the small groups:

1 Idenhfy the best section of the composition and describe what_
makes it effective.

2 Idenhfy a sentence, a group of sentences, or a paragraph that needs
revision, and revise it as a group, writing: the final version on the -
back of the paper.

3 Identify one (or two) things the writer can do to improve his or her
next piece of writing. Write these goals on the first page at the top.

4 (After the first evaluation, the following question should come first.)
What were the goals the writer was working on? Were they
reached? If not, identify those passages that need improvement and

* as a group revise those sections, writing final versions on the back of
the paper. If revisions are necessary, set up the same goals for the
next paper and delete question 3.

As with the questions for self-evaluation, teachers have found it helpful to
vary them by deleting one of the questions and adding others related to
aspects of composition dealt with in class.

As a class begins to engage in peer evalation, various rating scales can
provide useful structure. (See the Cooper and Lloyd-Jones chapters.)
Teachers often begin peer evaluation by working through a rating scale
with the entire class and sample papers. When students have the knack of
using a scale, they break into small groups to have a go at it.

Students in high school have effectively used the rating procedures for’
expository writing developed by Diederich (1974). Sager (1973) found
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, gested in this chapter. Such a progression goes

that sixth-grade students could use the rating scale she developed to eval-
uate and improve their writing. Although not dealing with rating scales,
Lagana's research (1972) concluded that after specific goals for writing
improvement .had been established, peer evaluation was as effective as
traditional teacher evaluation over a fifteen-week périod. .
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Combining individualized leaming activities and peer evaluation of

compositions, Lagana’s study centered on the development of a model
for working with expository writing” For each composition assigned, each
peer group selected its own topic and decided upon a writing objective
from teacher-prepared lists. Individualized leaming activities for each
objective were available for students who wanted to work with them. At
the end of the semester, the writin?)f the experimental group of thirty
tenth-grade students (who had written ten compositions) and the writing
of the control group (who had written sii compositions) were compared.
The results: peer evaluation was as effective as teacher evaluation; peer

aluation reduced the teacher's onerous burden of correcting papers
after school and enabled students to write more frequently; individual-
ized activities helped students progress at their own rate; peer groups
provided more immediate feedback than did\ the teacher.

Theresults of these studies suggest that a pkogression may be estab-
lished for peer evaluation. First, peer evaluation ynay center on the rating
scales developed through various research projects. Next, students begin
to assume more control by having peer groups select their own topics and
goals for writing improvement from prepared lis \. Finally, students may
have enough experience and sophistication to use ¢ nly the questions sug-
m highly structured

Vit
t

\ Al

Peer evaluation offers each student an opportunity tg observe how his
or her writing affects others. Because the most significant others in a teen-
ager’s life are peers, peer evaluation provides a kind of i\'notivation not
available in the other approaches to evaluation I have descr\ibed. As trust
and support grow in these small groups, students begin writing for peers,
developing a sense of audience, becoming aware of their own voices, and
using their voices to produce certain effects in others. This cognizance of
audience and voice may develop early: when my older son was in third
through fifth grades, he regularly “wrote books” and shared them with the
same group of peers. He knew John would respond best to his science
fiction stories, that Peter would appreciate his books of jokes and riddles,
and that Karl would like his plays on words and experimentation.

experiences to less structured ones.

Rationale

In¢
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Research'studies dealing with peer groups and evaluation of writing
(Lagana 1972; Maize 1952; Sutton and Allen 1964; Ford 1973; Pierson
1967; and Sager 1973) indicate that improvement in theme-wntmg ability
and grammar usage, when small groups of students engage in pecr evalu-
ation, may equal or even exceed the improvement that occurs under eval-

. uation procedures carried out by the teacher. Lagana, jn particular, dis-

covered that his experimental group improved more than the control

_ group in organization, critical thinking, and sentence revision; the control

group showed greater improvement in conventions. Ford found that the
college freshmen in the experimental group showed significantly higher
gains in both grammar and composition ability.

In gddmon, peer evaluation helps students to check theu' perceptions of
reality and to ‘correct distortions. For instance, last year some inner-city

.children working in a peer evaluation group were writing about snakes,

and as they compared their descriptions of snakes, they found that one
boy’s snake had three eyes, another boy’s had four legs, and a girl's slept
in'the summer and went ice-skating in the winter. After much merry dis-
cussion, on their part, I sent them to the library to do some reading, and
the librarian reported that they helped each other check out their percep-
tions, accommodating them to reality. On a more sophisticated level, stu-
dents who believe that a particular passage conveys precisely what they

_mean often have to face the reality that none of their peers can under-

stand the garbled expression.

Peer evaluation also strengthens the interpersonal skills needed for col-
laboration and cooperation as students identify strong and weak passages
and revise ineffective ones, as they set goals for each other, and as they
encourage risk-taking behaviors in writing. These evaluation procedures
accommodate the needs McClelland et al. (1953) have identified in their
work on achievement motivation. After basic needs are met, nezds for

—aﬁihanon, power, and achievement must be satisfied to produce growth.

Seemingly, achievement is dependent upon fulfillment of the needs for
affiliation and power. In their work with urban education, Weinstein and
Fantini (1970) have identified three similar concerns: (1) “Concern about
self-image”; (2) “Concern about disconnectedness, a wish to establish a
connection with others or with society, at large, to know where one fits in
the scheme of things”; (3) “Concern about control over one’s life.” Small
peer groups help students develop a sense of self and relationship to oth-
ers: “Who am I?” and “How do I fit in?” are the questions raised as a
person works through affiliation needs in a small group and is accepted as
an integral part of the group. When peers have regular opportunities to
share their writing and to take part in evaluation procedures, they exercise
power or control over decisions that affect their own work. Furthermore,
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as the dynamics of small-group work évolve, peers develop a sense of
group inclusion, acceptance, support, trust, reality-testing, and collabora-
tion. . : .

[,

Advantages and Disadvantages

" The educatighal value of group work, the personal-growth potential,

* and the development of interpersonal skills make peer evaluation highly

desirable for classroom use. Students seem to learn how to handle written
language more effectively as they read what peers have written; peer
models seem to be more efficacious than models from established writers.
As peers cellaborate to revise passages, they engage in taxing work, moti-
vating them to diagnose what is wrong, prescribe what is needed, and
then collectively struggle through revision procedures. Editing and revis-
ing become more palatable as group efforts, and when everyone in the
group is stuck, the “teachable moment” comes forth.

Another advantage is that the teacher is relieved of spending countless
hours on grading papers. Interestingly, all of the research studies on peer
evaluation emphasize this point (Lagana 1972; Maize 1952; Sutton and
Allen 1964; Ford 1973; Pierson 1967; and Sager 1973). Through the use of
peer evaluation procedures, students are able to write more frequently
and to receive more immediate tvedback, and teachers have more time
for individualized instruction and for conferences with students.

Yet there are disadvantages to peer evaluation. Group processes take
time; groups that function well tend to spend half their time on process
and half on task. If a curriculum has vast amounts of materia! to cover and
if teachers feel compelled to cover everything, frustration is bound to set
in unless teackers and students want to spend time on ghoup proceésses.
Interpersonal skills take time to develop, and many teachers may need the
security of an inservice course or a summer school course in oup work
before they will feel sufficiently competent to use group procedures.
(However, at times a school counselor with group skills has worked with a
class and teacher until interpersonal skills were strengthened.)

Another problem that has emerged is that some teachers do not trust
group processes. In one school, teachers working with peer evaluation
were first reading the papers, tallying the mistakes, and developing class
exercises to deal with the errors. After the group work, teachers read the
evaluations and papers (again!), discovering that some peers were cor-
recting passages with no mistakes. So teachers were correcting the mis-
corrections, spending an inordinate amount of time and becoming frus-
trated. Because peers obviously lack the sophistication of the teacher,
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, they wxll m)spercewe some passages, but these distortions can be looked )
at diagnostically, since they illuminate where the students are and what
.they think is good and bad, effective and ineffective, correct and incor-
rect.Students’ misperceptions can help the teacher determine where to
begin instruction. Moreover, a teacher must allow students to have free-
dom to make mistakes and to develop confidence in their own percep-
tions'and degisions. If a teacher is able to facilitate such group work, then
peer evaluation has’ untapped potential for the improvement of student
writing. It should be.used much more extensively.

Summary -

Individualized goal setting, self-evaluation, and peer evaluation have
much to contribute to formative evaluation of writing in the classroom
because the individual students become increasingly responsibie for the
direction and evaluation of their own growth in writing. Used initially,
individualized goal setting develops a climate of trust and acceptance as a
teacher gets to know students-and their writing strengthsand weaknesses.
Later in the year, individualized goal setting helps students to see beyond
their own horizons and gain a broader perspective of the possnbllmes in
writing. Self-evaluation strengthens students’ editingai:iities, giving them
control over decisions that affect their own writing growth as they learn to
trust their own criteria of good writing. Peer evuluation helps.student
writers find their voices, develop a sense of audience, and 2xperiment
with revision strategies. '

After introducing the three evaluation procedures, teachers may want

_to divide the year into blocks of two, three, or four weeks during which
one-third of a class works closely with the teacher on individualized goal
setting, another third uses self-evaluation strategies, and the last third en-
gages in peer evaluation. When the time is up, students change to another
kind of discourse and another approach to evaluation.

While the above is going on, teachers may want to introduce a variety
of ways of describing/responding/evaluating and have students experi-
ment with these as they compose, revise, and evaluate their own writing.
This book should provide some ideas that can be adapted for students to
use as they engage in peer and self-evaluation. In an ideal situation, stu-
dents should have an acquaintance with a large repertoire of evaluation
techniques and approaches and should be able to decide which one of
these, would prove most helpful for each paper in its various stages.

Isg
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