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EDITOR'S NOTE: Those who developed this handbook followed
all eight stages in the writing process, which are described on pages
9 through 22 of the document. The editing stage, as described on
page 17, was composed of these tasks: (1) adhering to the rules of
the language and a recogrized style; (2) using good diction; (3)
following logical syntax; (4) making the text and its references
accurate; (5) developing a good format; and (6) proofreading at each
step in the process of preparing the manuscript for printing. In
addition to the references cited on pages 17 and 19 of this
handbook, the editor used Webster's New Collegiate Dictlonary and
Webster's Third New Internanional Dictionary to resolve any
questions regarding preferred spelling and syllabication. The Bureau -
of Publications has developed its own style for footnotes and
bibliographical entries; thus, the editor did not use 4 Manual of
Style as a guide for such entries, but he did use that stylebook as a
guide for resolving other matters of style,

To achieve good readability, the editor had the text set on a
maximum line length of 15 picas in 11-point Times Roman type,
and he had one point of leading added between each line of type.
The headings for each scction of the handbook were set in 30-point
Times boldface type. The material in the appendix was set in
10-point type, and the fobtnotes and this note were set in 8-point
type. The typesetter, Leatrice Shimabukuro, used a computerized
phototypesetting machine and magnetic disks for composing the
manuscript.

The sidebars, which appear in the margins of the handbook, were
selected by George Nemetz and the editor to highlight as many of
the central ideas of the text as it was possible to emphasize. In
addition, the format was designed to capture the spirit of the writing
process and to complement the text. To achieve the desired graphic
effect, Artist Steve Yee made high contrast prints of the
photographs and screened them to 60 percent of their original
intensity.

We hope you find the end product pleasing, readable, and most of
all, useful,
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Good writing is an outward
manifestation of clarity

of thought. What could be
more basic to education?

Foreword

Voicing cohcern about the
tendency of ‘educators to emphasize
reading and listening far more than
speaking and.writing in the
classrooms of this nation, Donald H.
Graves said in Balance the Basics:
Let Them Write that this “imbalance
between sending and receiving should
be anathema in a democracy.” He
further maintains that “writing is the
basic stuff of education. It has been
sorely neglected in our schools.”

Dr. Graves is a former public
school teacher and principal and is
now on the faculty of the University
of New Hampshire. He speaks with
authority and réminds us all of the
centrality that writing sheuld have in
education. It is a basic tool for
learning in all subject matter areas
and at all levels of education. Good
writing is an outward manifestation
of clarity of thought. What could be
more basic to education?

However, probably one of the
most difficult tasks students face is
learning to write with facility.
Indeed, relatively few adults are
accomplished in this area. As
successful writers and editors point
out, writing is hard work, and
learning to do it well requires a good
deal of time, practice, and knowledge
about the writing process. It is a
demanding curricular area for both
students and educators.

On the one hand then, writing is
of basic importance in education; yet
on the other hand, it is very difficult
to master, Clearly, the role of the
teacher looms large in this area of
the curriculum. However, we-have
come to realize, particularly in recent
years, that most teachers have not

been well prepared to teach writing.

Although they may possess a depth
of knowledge and a mastery of
teaching skills in other areas of the
curriculum, most teachers do not
know how to elicit good student
writing. Until recent years, it simply
was not an area of emphasis in
teacher preparation programs.

Obviously, then, in-service
“education regarding the planning and
establishing of good writing
programs is needed. This handbook
is intended to facilitate that. Properly
used, it can be a valuabie tool for
those who wish to assess the quality
of a school’s writing program, to
pinpoint in-service education needs
of a staff, and to plan and implement

., @ new program,.

In providing for effective staff
development in the teaching of
writing, we in California are
fortunate because of the emergence
of the University of California,
Berkeley/Bay Area Writing Project
in 1974. When I became aware of its
early successes, I began to follow its
development with keen interest and

_ Supported efforts to expand it to

other sites in the state. At this time
we have 17 such sites, and the -
statewide effort is now known as the
California Writing Project. Further
information about the project is
located in the appendix of this
document,

In my opinion, the California
Writing Project is one of the most
effective staff development efforts we
have to improve the teaching and
learning of writing. Its emergence has
been most timely, and I hope that
this handbook will be useful not only
for those trained through the project
but also for all dthers who need help




in planning and carrying out staff
development programs in this
curricular area.

A number of the members of the
committee that prepared this
handbook are associated with the
writing centers that make up the
California Writing Project.
Accordingly, many of the ideas in
the handbook reflect the eminent
practicality and efféctiveness of the

ork of these centers. I congratulate
them and the other committee
members for producing what I

e Y]

&,
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believe is a most important and
useful handbook, and [ commend it
to you.

7

Superintendent of Public Instruction
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Preface

A major responsibility of the
California State Department of Edu-
cation is to.provide leadership and
assistance to groups whose task is to
improve educational programs at local
levels. The Instructional Services
Section of the Department is provid-
ing such leadership and assistance
through the preparation of curriculum
handbooks. The Handbook for Plan-
ning an Effective Writing Program
is one in a series of such documents
that focus on various areas of the
curriculum, the heart of a school’s
program.

This handbook and those being
prepared in other curricular areas are
addressed to those individuals and
groups that wish to review and improve
educational programs. However, the
documents are addressed more
specifically to those persons at school
site levels who plan and implement
curricula: teachers, school adminis-
trators, curriculum specialists, parents
and other members of the community,
and students.

This handbook has been designed
to provide school site planning groups
with a standard for assessing the
quality of a school’s writing program
and for developing a new improved
program, as appropriate. OQur intent is
that it augment, not supplant, other
curriculum documents, such as the

English Language Framework jor.
California Public Schools, the Reading

Framework for California Public
Schools, the county superintendents’
Course of Study, and locally devel-
oped planning and curriculum guides,

We are most grateful for the
contributions, advice. and assistance
provided by members of the commit-
tee that helped to prepare this

handbook and the others who are
identified in the Acknowledgments.
We are also grateful for the suggestions
and reacticns of those who reviewed
carly drafts. And we acknowledge the
persistence and commitment of George
F. Nemetz, Consultant in English,
California State Department of Edu-
cation, who coordinated the entire
cifort.

We solicit support for our efforts
to disseminate this document and to
encourage local educators to study
and make use of it. Several workshops
designed to facilitate this were held in
the winter and spring of 1982 under
the cosponsorship of the Department,
offices of county superintendents of
schools, and the California Writing
Project. We welcome all efforts to help
bring the document to the attention
of curriculum planners.

We will npt know the value of this
document dntil many of you have
had the opportunity to use it. We
sincerely urge those of you who do so
to inform us of its strengths and
weaknesses Please direct your
responses to the Instructional Services
Section, California State Department
of Education, 721 Capitol Mall,
Sacramento, CA 95814.

DAVIS W. CAMPBELL
Deputy Superintendent
for Pragrams

RAMIRO REYES

Associate Superintendent of
Public Instruction, and Chief,
Division of Instnucnional Support
and Bilingual fiducation

JAMES R, SMITHH
Administrator, Instructional
Services Section




I. Introduction to the Handbook

“Of all those arts in which the
wise excel, Nature's chief
masterpiece Iis writing well,”
John Shefficld

he Purpose

of the Handbhook
This handbook was designed

to provide school site planners and
others in the schools of California
with a standard for assessing their
existing writing programs and a
tool for helping them design new
programs. Thus, the intended audi-
ence for the publication includes
all those people at the school level
who have responsibilities for
planning curricula, The audience
also includes school site councils,
as cstablished under California’s
School Imprévement Program, and
teachers, school administrators,
parents, and students responsible
for planning writing programs.

School-level planners will find the
handbook helpful in identifying the
strengths and weaknesses of existing
or proposed writing programs and
in selecting strategies for change.
The writers of the handbook have
addressed both the content and
teaching methodology of a writing
program; that is, what ought to be
taught and how. The discussion of
each writing component includes a
narrative and suggested activities,
which are adaptable to various
grade levels. However, readers are
urged to add their own ideas to
these lists of suggestions, thereby
making the handbook mcre imme-
diately useful to them. A list of
selected references appears at the

end of the handbook, and sugges-
tions for further reading appear
throughout the document.

Since the handbook’s writers
focus primarily on the components
of a writing program, those desiring
more information regarding the
broad curriculum of English may
wish to consult the English Lan-
guage Framework for California
Public Schools, a publication of. the
California State Department of
Education. Other useful State
Department of Education publica-
tions include The School Pro-
gram Developmeni Manual and
the Program Review Handbook.
Another source which is based on
the state curriculum frameworks is
the Course of Study: A Program
Planning Guide for Grades Kinder-
garten Through Twelve, 1981 —1984,
which was developed as a project
of California’s county superin-
tendents’ State Steering' Committee
for Curriculum and Publications.
(For complete bibliographical
data on the publications cited in
this paragraph and elsewhere in this .
handbook, see the Selected Refer- This handbook was
ences and the Selected Publications of designed to provide a

. standard for assessing
the Department of Education at the oy s
existing writing programs
end of the handbook. B s P8

. . and a tool for designing
It should be emphasized that this new programs.

handbook is intended to comple-
ment, not supplant, the English
Language Framework. While the
handbook is consistent with the
framework, its purpose differs.

. ) 1
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asic Principles

of an Effective
Writing Program
An effective writing program:

® Is a schoolwide effort involving
writing as a means of learning
in all curriculum areas
Provides a wide range of
writing experiences for learning
in all subject matter areas
® Builds on students’ interests
" and on their reading and oral
language experiences
Offers the opportunity for
students at any level to develop
Sfluency before they are overly
burdened with the fear of
error, but with the expectation
that they will later attain
mastery of form and correct-
ness (Fluency, as used here
and elsewhere in this docu-
ment, means the ease and
confidence with which a writer
is able to put thoughts on
paper. It is the facility for
being able to write without the
An effective writing constraints and fear of error.)
program is a schoolwide ® Provides for adequate “time on
effort involving writing as task,” which is basic to the
a meanz of learning in all learning process
curriculum areas. ¢ Provides staff development for
i the instructional staff

Y o g

ERIC

Aruitoxt provided by Eic:

L.

e Helps students to discover that
writing is a way of learning
about one’s self and about the
world, of developing thinking
skills, of generating new ideas,
and of helping one to survive
in an increasingly dynamic and
complicated society -

An cffective writing program
treats writing as a process, a con-
cept which regards the act of
writing as an interrelated series of
creative activities. Inctuded within
this series are pre-writing, writing,
responding, revising, editing,
developing skills with the
conventions of writing, evaltating,
and post-writing. The process h:s
several stages in which:

o All parts of the process are
given appropriate attention.

® Instruction in specific skills is
integrated into the writing
process at appropriate points.

¢ Students write frequently.

e Students write in all subject
areas.

¢ Students write in many modes,
such as descriptive, narrative,
persuasive, and so forth.

e Stuaents write for a variety of
audiences and purposes.

e Teachers serve as models by
doing the same exercises they
assign their students.

An effective writing program

produces students who:

® Believe that what they have to
say is important.

® Are motivated to write, because
they feel they have something
significant to say.

e Write fluently, coherently, and
correctly and with economy of
expression.

¢ Do not overly fear putting
their ideas on paper for the
consideration of others.

® Realize that composing is an
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important learning tool in ali
curricular areas.

® Are able to write in many
modes and for a variety of
audiences and purposes.

® Readily engage in revising and
editing ecarly drafts.

® Pursue the writing task without
spending undue time “staring at
a olank page.”

® Evidence some enjoyment of
the act of writing.

(NOTE: For further reading on the
basic principles of an effective writing
program, sce the entries in the Selected
References for James L. Kinneavy,
James Moffett, and Lev Vygotsky.)

eview of Research
on the Teaching
of Writing

The basic question the writers
of this handbook attempted
to answer is “What are the com-
ponents of an effective writing
program? While the suggestions in
the handbook are based on research
of teaching practices that have con-
tributed to improvement in writing
abilities, they are also based on the
professional backgrounds and experi-
ences of the handbook’s writers and
reviewers. Although many practices
merit additional research, much is
already known about which practices
in teaching the writing process are
effective.! Since several of these -
findings are in conflict with wide-
spread practices in the schools,
both the effective and ineffective
practices are identified here: >

2 Grammar. Perhaps the most
widely ignored research finding
is that the teaching of formal
grammar, if divorced from the
process of writing, has little or

'Elizabeth F. Haynes, “Using Research in
Pceparing to Teach Wnting." Enghsh Journal,
Vol. 67 (January, 1978). 82--88.

no effect on the writing ability
of students.? Studies from 1906
through 1976 have repeatedly
reached this conclusion.’ It
seems to make no difference
whether the system taught is
traditional, structural, or trans-
formational grammar.*$ Such
instruction, when not directly
related with the writing pro-
cess, does not help students
improve their writing.
Furthermore, some researchers

have concluded that in pro-
grams in which excessive time
is devoted to the study of
grammar independently of the
writing process, the effects are

\ negative. They aave found

' that the quality of writing

*Wilbur W. Hatfield, An l'.'.\-prrie\nre
Curriculum 1n English. A Report of the
Curnculum Commission, National Council of
Teachers of English. New York, D,
Appleton-Century Cc.. 1935, p. 228,

'Ingrid M. Strcm. Researc in Grammar and
Usage and lts Implications for Teaching Writing,
Bulletin of the School of Education, Indiana
University, Vol. 36. No. 5 (September. 1960).
13-14.

‘Stephen J. Sherwin, Four Problems in
Teaching English: A Crinque of Research.
S~ranton, Penn.: International Textbook Co.,
1969, p. 156.

*W. B. Elley and others, “The Role of
Grammar in a Secondary School Enghsh
Curriculum.” Research in the Teaching of
English, Vol. 10 (spring. 1976), 17-18.

*Richard Braddock and othsrs, Research in
Written Composition. Urbana, Hl.: Nauonal
Council of Teachers of English, 1963, p. 83.

P
')

Much is alreddy known
about which practices in
teaching ihe writing
process are effective.
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The act of writing, in
and of itself,"does not
necessarily improve the
quality of a student’s
writing.

of students enrolled in such
programs not only does not
improve but may even decline.?
This is not to say that the
study of grammar has no

place in a writing program. A
knowledge of the conventions
of the writing of standard
English, including appropriate
grammar and usage, is impor-
tant to students, particularly
when they edit and revise

their writing. However, it is
best taught when a specific
need for it emerges in a
student’s writing, not in o>
isolation from actual writing. It
is the latter approach to the
teaching of grammar which is
not supported by research.

® Sentence combining. Sentence
combining is a technique for
combining short sentences into
longer, carefully constructed
sentences. Over the past ten
years, several studies of classes
from the elementary school level
through the first year in college
have shown that sentence-
combining exercises, both oral
and written, even when conducted
with little or no grammatical
terminology, can be effective in
increasing the sentence-writing
maturity of students.89 10

"Herbert J. Muller, The Uses of Enghsh:
Guides for the Teaching of English from the
Anglo-American Conference at Dartmouth
College. New York: Holt, Rinchart and Winston,
Inc., 1967, p. 102.

*Frank C'Hare, Sentence-Combining: Improving
Student Writing Without Formal Grammar
Instruction, Urbana, IiL.: National Council of
Teachers of Englich, 1973, pp. 57, 68.

Charles Cooper, "Research Roundup: Oral
and Written Composition,” English Journal, Vol.
64 (December, 1975), 72.

John C. Mellon, Transformational
Sentence-Combining: A Method for Enhancing
the Development of Syntactic Fluency in English
Composition, NCTE Research Report No. {0.
Urbana, Hl.: National Council of Teachers of
English, 1969, pp. 35, 71, 74.

® Quantity. The act of writing, in
and of itself, does not necessarily
improve the quality of a student’s
writing. That is, just increasing
the number of writing opportu-
nities without providing appro-
priate instruction and other
learning opportunities does not,
in and of itself, result in a
significant improvement of
students’ writing skills. 11 1213 14

»‘ﬁ
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® Response. On the other hand,
some research indicates that
writing which includes responses
from peers or teachers pro-
duces superior results. Response,
the reader’s reaction to a
piece of writing, appears to be
what makes quantity effec-
tive.13 16 (See page 14 in this
handbook for a description of
responding as one of the-steps
in the writing process.)

""Paul Dressel and others, “The Effect of
- Writing Frequency Upon Essay-Type Writing
Proficiency at the College Level,” Journal of
Educational Research, Vol. 46 (December, 1952),
292

2Frank Heys, Jr., “The Theme-a-Week
Assumption: A Report of an Experiment,”
English Journal, Vol. 51 (May, 1962), 320, 322.

Lois V. Arnold, "Writer’s Cramp and
Eyestrain—Are They Paying Off?" English
Journal, Vol. 53 (January, 1964), 14.

“Mark Christiansen, "Tripling Writing and
Omitting Readings in Freshman English: An
Experiment,” College Composition and
Communication, Vol. 16 (May, 1965), 123-124.

SPaul B. Diederich, Measuring Growth in
English Urbana: HL: National Council of
Teachers of English, 1974, p. 22.

1sBraddock and others, Research in Written
Composition, pp. 69-70.
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® Correcting. Praising what stu-
dents do well improves their
writing more than correction of
what they do badly.!? 18 Inten-
sive correction does no more to
improve writing than moderate
correction.

® Reading, Writing programs that
encourage students to read
extensively and that devote
time to the study of written
prose arfé effective in improving
student writing.19 20 21 2223

L Pre-writ'ing. Most recently,
résearchiers have been focusing
more on the process of writing
itself and less on teacher
behavior and writing as a
finished ‘product. These
rescarchers have found that an
emphasis on pre-writing activi-
ties leads to improved student
writing. Pre-writing, in this
instance, means any exercise,
experience, or activity intended
to encourage a writer’s creative
thought prior to the act of
drafting his or her manuscript.
These structured motivational
activities may occur before or
during the writing process and

-
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involve students in thinking,
talking, writing, and working in
groups. (See page 9 for a

further discussion of pre-writing,)24
25 26 27 28

® Modeling. Sharing writing with
peers, editinig in groups,
imitating prose models, . -
encouraging teacher partic.
pation in writing assignments
are all practices that have
resulted in the improvement
of student writing.2 30

More and more writing programs
based on the research findings cited
above are beginning to emerge.
Preeminent among these pr~grams
arc the University of California,
Berkeley/Bay Area Writing Project

S -

#Charles R. Cooper, “Research Roundup: Oral
ar4 Written Composition,” English Journal, vol.
63 (September, 1974), 102,

3Charles R. Cooper, “Research Roundup. Oral
and Written Composition,” English Journal, Vol.
62 (November, 1973), 1,202

#Lee Odell, “Measuring the Effect of
Instruction in Pre-Writing,” Research in the
Teaching of Enghsh, Vol. 8 (fall, 1974), 240.

¥Janet Emig, The Composing Processes of
Twelfth Graders. Urbana, 1ll.: Natioral Council
of Tecachers of English, 1971, pp. 98-99.

BCharles K. Stallard, “An Analysis of the
Writing Behavior of Good Student Writers,”
Research in the Teaching of English, Vol. 8 (fall,
1974), 211, 217,

BCharles R. Cooper, “Research Roundup: Oral
and Written Composition,” Enghish Journal, Vol,
64 (December, 1975), 74.

30Doris V. Gunderson, “Rescarch m the
Teaching of English,” English Journal, Vol, 60
(September, 1971), 793.

Praising what students do
well improves their writing
more than correction of
what they do badly.




The language arts are
interrelated and are more
difficult to learn when
they are taught in
isolation from each other.

-and an outgrowth from it, the
California Writing Project; which
includes 17 writing centers across
the state. These centers provide
teachers of writing with in-service
education, which reflects the find-
ings of the current research in
writing. (See Appendix B for a
description of the California Writ-
ing Project and a list of the
projects.)

(NOTE: For additional information on
research in the teaching of writing, see
the entries in Selected References.)

ntegration
of the Language Arts

The language arts—listening,
speaking, reading, and writing—are
interrelated and are moré difficult
to learn when they are taught in
isolation from each other. People
learn language in a sequence that
moves from listening and speaking
to reading and writing; therefore,
an effective writing program
necessarily builds on and is
reinforced by oral language
experiences and is enhanced by
extensive reading.

Similarly, the conventions of.
language—such as spelling, gram-
mar, punctuation, diction, and
usage—are not learned well when
taught in isolation. They are best
learned at appropriate points in the
writing process, because students can
practice the interrelationships of the
skills in their own writing. The
immediacy of the effort helps to
make the conventions more
understandable and meaningful
for them.

Students may also perceive the
relationships of the writing process
to the development of cognitive
skills and imagination. As they
receive new information through
reading and listening, they can

o9z}

begin to integrate that information
into their framework of past knowl-
edge by speaking and writing about it.
Because the writing process evokes
thought and imagination, writing
can be an effective tool for learning
in all subjects.

(NOTE: For further reading on
integration of the language arts, sec the
entries for Michael Marland, Nancy
Martin, and James Moffett in the
Selected References.)

otivation for

Students to Write

At the heart of the
writ'ing process is motivation, and
teachers can do much to help their
students become motivated to write.
Students want to express themselves
and communicate with others, but
they often believe that what they
have to say is unimportant and, as
a result, they tend to be careless
in their writing. They will believe
that their writing is important
if they have expcriences that
confirm that belief. Such experi-
ences are likely to occur if they
are given opportunities to write on
topics of deep concern to them
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or with which they are intimately
familiar. )

When writers are in control of
their topics, they experience the
power of language. Students know
that they can anger, delight, and
comfort others with oral language,
but they seldom experience such
reactions to their writing. However,
they realize how powerful written
language can be when they receive
responses to their writing. For
example, if, through their writing,
students receive a pamphiet in the
mail or bring about a change in
school rules, they begin to realize
that writing can be useful and
powerful and that how something is
written is important.

Students must also have confi-
dence that they are capable of
expressing themselves on paper.
“Writer’s block,” the fear of writ-
ing, often occurs because of the
students’ overriding concern with
correctness, not because they have
nothing to say about a topic. This
paralyzing concern is learned behavior
that can be reversed by teachers who
reinforce everything their students do
right. The confidence students gain
through such affirmation will help
them achieve correctness and facility
with written expression.

Finally, students need to believe
that writing is valuable. Most

students seldom see adults writing.
Indeed, writing is a private act,
often done in isolation. As a result,
students seldom witness the stages
of pondering, revising, and editing
that occur in the writing process.
The more that students witness
teachers and parents writing, the
more likely they are to place value
on writing. When teachers and
parents do writing assignments with
students and share their successes
and failures, the students are more
likely to develop an appreciation of
the value of writing.

Unless students perceive the art
of writing as important, valuable,
and possible, they tend to produce
merely isolated samples of writing
that are relatively lifeless, per-
functory, awkward, and dull. When
their teachers and parents dwell on
correctness rather than on content,
students are likely to see writing
only as an obligation imposed from
without rather than as a need to
express oneself. (See Appendix A
for the National Council of
Teachers of English’s suggestions
for parents on “How to Help Your
Child Become a Better Writer.”)

(NOTE: For further reading on motivat-
ing students to write, see the entries for
Peter Elbow and Ken Macrorie in the
Selected References.)
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“Achilles exists only
through Hemer. Take
away the art of writing
Sfrom this world, and you
will probably take away
its glory.”

Frangors Rene e Chateaubriand




This handbook is not
intended to be
prescriptive; it is intended
to be a source of
motivation and guidance
Jor those at the school
site level who wish to
examine and perhaps

——change-a-school’s writing—

pregram.

he Use of This

Handbook

This handbook is not
intended to be prescriptive; it is
intended to be a source of
motivation and guidance for those
at the school site level who wish to
examine and perhaps change a
school’s writing program. Neither is
it intended to be exhaustive in its
recommendations and examples
regarding the establishment of
writing programs. Rather, it is

g

and implement a new writing
program, as appropriate.
Accordingly, the checklist near
the end of this document should be
thought of as a means for assessing
teaching materials, methodologies,
approaches, and curriculum guides,
not as a means for evaluating
teachers. It is the writing program
which must be scrutinized. This will
require classroom observations;
interviews of students, teachers,
administrators, and parents; a study
of the learning environment in the -

—intended-to prompt -curriculum ———- -school; a review of pertinent ~~

planners at the school site level to

inform themselves regarding what is

known about the teaching and

learning of writing and then to plan

1 —

1y

curriculum guides; an examination
of student writing; and a study. of
the teaching materials and text-
books currently in use.
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Francis Bacon

II. The Writing cProcess

“Reading maketh a full man,
conference a ready man, and
writing an exact man.”

~

The writing process might be

" “described as having several stages

or phases, including pre-writing,

writing, responding, revising,

editing, developing skills with the
conventions of writing, evaluating,
and post-writing. While the writing
program should include oppor-
tunities for students to become
aware of these stages and to have
learning experiences in each of

-~them, the stages should not be
thought of as necessarily sequential
or linear in nature. Rather, the
stages are largely recursive; for
example, during the writing stage
students might edit for the con-
ventions of writing (spelling,

' punctuation, grammar, usage) as
they proceed with composing their
ideas. Similarly, many will revise as
they go and then revise again later
after they receive responses to what
they have written.

Some writing assignments may
not require attention to each of the
stages identified above. Informal
writing in journals and brief written
exercises to help students attain
greater fluency, for example, may
not require as much attention to
each of the stages as essay writing
or other formal expository writing
may require. Also, the amount of
attention that should be given to
each stage will vary from student to
student. However, because several
of these stages are frequently
overlooked in writing programs,

conscious efforts should be made to
provide students with experiences
with all of them.

re-writing—

the First Stage

Pre-writing is the first stage in
the writing process. It includes any
experience, activity, or exercise that
motivates a person to write,
generates material and ideas for
writing, or focuses a writer's
attention on a particular subject.,

‘Pre-writing. stimulates and enlarges

thought and moves writers from the
stage of thinkihg about a writing
task to the act of writing. This
stage in the writing process is
frequently overlooked, and students
are merely expected to write
without being motivated to do so.

For younger or less experienced
students in particular, pre-writing
can be thought of as planned
learning experiences that occur
between the time they are aware of
having to write and the time they
begin to write. Later, as they
become more experienced with
writing, they may have less need for
extensively planned pre-writing
experiences. They will begin to find
their sources of motivation and
ideas for writing in their daily
environment or in their reading.
However, many students have not
yet reached this level of

-
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The writing process has
several stages or phases,
including pre-writing,
writing, responding, -
revising, editing,
developing skills with the
conventions of writing,
evaluating, and
post-writing.
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sophistication with the writing
process. Carefully planned
pre-writing experiences will help

them to get started by helping them

to discover that they have
something to say ard that they
want to say it.

SUGGESTED PRE-WRITING ACTIVITIES

Those who plan writing programs
should be resourceful in their
efforts to develop and implement
successfui pre-writing activities.
Among them might be the following:

1. Provide an environment
conducive to pre-writing activi-

. ties, with adequate materials
to stimulate writing activi-
ties; e.g., works of literature,
magazines, posters, photographs,
word games, puppets, and so
forth.

2. Provide motivagion for writing;
e.g., displaying student work,
sharing written work with other
classes, holding a language arts
show, and so forth.

3. Provide time for the class to
discuss the writing assignments.

4. Provide a variety of activities
for gathering information; e.g.,
viewing films; interviewing
visitors, family, friends, and
school personnel; taking opinion
surveys—family, friends, and

" school personnel; hearing
stories; reading seif-selected
materials; and going on field .
trips to interesting places in the
community.

5. Provide opportunities for
students to interact and to
discuss informally with one
another their ideas and plans as

. they begin to write.

6. Make use of the technique of
“clustering” as a means for

eliciting student writing. Using
this technique, the teacher
writes a key word on the
chalkboard and then surrounds
it with other associated words
that are suggested by a group
of students. By drawing lines to
show relationships between the
words in the cluster, the stu-
dents begin to develop ideas
and are ready to begin writing.
Further information regarding
this technique may be found in
Balancing the Hemispheres:
Brain Research and the
Teaching of Writing by Mary
Frances Claggett and Gabricle
Lusser Rico.

7. Make use of improvisational
drama and other dramatic
activities, both within and
outside the classrooms, as
motivation for writing.

8. Lead the class in a
brainstorming session on an
announced topic 'during which
all student contributions are
listed. Students can then select

* from among these and arrive at
a more specific topic about
which they will write,

(NOTE: For further information on
pre-writing, see the entries in the
Selected References for Mary Frances
Claggett and Gabriele Lusser

Rico and for James Moffett.)

riting—One Stage
in the Process
Writing involves teachable
skills, but a writing program that
includes only skill development will
ultimately prove ineffective. Atten-
tion must also be given to the

composing process itself. Further-

L




more, most classroom writing
should be seen as simply one
stage in the entire process of pro-
ducing a finished written state-
ment. The process should begin
with a series of carefully planned
pre-writing activities; after a first
draft has been completed, the
subsequent stages include receiving
responses from the teacher, peers,
and others; revising; editing; and
learning to observe the conventions
of language. Subsequent stages
include evaluation and post-writing.
The writing stage may require the
least amount of time in the
process.

For some writers who have spent
* sufficient time in the pre-writing
stage, the actual writing of the first
draft will proceed smoothly and
rapidly, often being completed in
one sitting. At other times ths same
writer may struggle back and forth
between pre-writing, writing, and
rewriting. However, the writing of
the first draft can be thought of as
the fulcrum of the writing process.

Writing, when it is not the mere
transcribing or paraphrasing of
someone eise’s work, is the written
expression of the writer’s ideas
synthesized from experience. Writ-
ing is the revision of one’s thinking
that is narrowed to include only
the subject at hand. A learning
sequence based on this concept of
writing might have students begin
the process by watching someone
else write one word or a simple
sentence based on his or her per-
sonal experience. Then they would
gradually take over the writing
process themselves; and, finally,
they would share the products with
a specific audience. Later, as the
students’ abilities to engage in

abstract thinking jncrease, the
stidents can use their abilities to
communicate through writing as

a means of taking in, processing,
and communicating new infor-
mation and ideas.

An effective writing program at
any level provides many oppor-
tunities for students to develop
confidence and fluency, free of the
sometimes paralyzing fear of mak-
ing errors in their writing. Those
in charge of the writing program will
recognize that only after students have
developed this freedom and confi-
dence will they be able to consider
adequately the needs of their audience
and the purpose of their writing.

' Writing to Develop Fluency

Fluency is the facility writers
have for using appropriate language
and putting their thoughts on
paper. If writers are fluent, their
words flow onto the page with
relative ease. Students who write
fluently are likely to discover that
they have much to say. They
express their ideas, feelings, and

_reactions to events around the 1
‘relatively easily. They are not

preoccupied with matters of
correctness in their first draft.
Students lacking fluency are easy
to identify. They fidget. They are
easily distracted. They do not know
what to write about and usually
need to have the/ directions for a
writing assignment explained several
times. They need constant assurance
that their work is acceptable. They
often are so preoccupied with
correctness that they write very

little. Writing for them is a word-

by-word struggle.”
Teachers can improve their
students’ abilities to write fluently




“True ease in writing
comes from a:t, not
chance,

As those move easiest
who have learned to
dance.”

Alexunder Pope
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by motivating them to write daily
and extensively and in more than
one subject area. For example, they
could be asked to write entries in

a journal or diary, letters, vignettes,
reports, brief narrations and
descriptions, and précis. Having
students write as many words as
possible within a specific time
without worrying about correctness
is also an excellent way to help
thern increase their fluency. As
students develop fluency in their
writing, they can begin to concern
themselves with observing language
conventions and with addressing
specific purposes and audiences.

AR IRy

SUGGESTED ACTIVITIES TO HELP
STUDENTS DEVELOP FLUENCY

1. Write as much as they can
about a given subject within a
specified period of time without
the pressure of competing or
of being graded.

. Keep journals or learning logs
about their classroom expe-
riences. A learning log is a
student-maintained log in
which the student, through
writing, attempts to explain a
presentation, concept, or lesson
just learned. This explanation
may be directed to the teacher,
tke writer, a close friend, an
imaginary audience, or others.

3. Listen to stories and then
record their thoughts about
what they have heard.

4. Keep notes, journals, logs, or
diaries cf school experiences,
such as readings, discussiors,

experiments, projects, and /

excursions. These can later be
used for “writing for an
audience.”

5.. Dictate ideas, stories, or descrip-
tions of events to another
person who records the
material. This can be an easy
way of producing a first draft,
which the students can revise.

6. Participate in clustering activ-
ities at appropriate times.

(See page 10 for an explanation
of this technique.)

7. Make lists of familiar objects.

8. Read extensively and analyti-
cally the works of fluent writers.

Writing for #n Audience

Writers may address numerous
audiences, but they are their own
first audience. Writing for oneself
can take various forms, such as
journals, diaries, learning logs, and
poems. Such egocentric writing may
not be fully understandable to
others. However, such writing is
most important in helping writers
discover what they believe, know,
and wish to say before they write
for a larger audience.

Among the other audiences to
whom students may wish to write
are parents, other family members,
classmates, friends, neighbors, and
pen pals. The classroom climate
should be such that they feel they
can write to their teachers as
trusted adults, as partners in learn-
ing, and, only later, as evaluators.
These known audiences require
that writers communicate their
feelings and ideas in forms more
controlled than those they use when
writing only for themselves. As they
write, they must constantly envision-.

<
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their audience. fo their friends,
teachers, and parents, they may
wish to write letters, brief
narrations, poems, vignettes, plays,
reports, research papers, and brief
autotiographies. To more distant
readers, they may wish to write
business letters, letters of request,
letters to editors, news reports, articles,
and instructions, i
Ultimately, students should learn
to write to broader unknown
audiences. Here again, they should
try to envision the characteristics of
the broader audience they are
addressing. As they do so, they will
need to adjust the nature of their
diction and rhetoric with this larger
audience in mind.
SUGGESTED ACTIVITILS TO HELP

STUDENTS IMPROVE THEIR ABILITILS TO
WRITE FOR VARIOUS AUDIENCES

1. Select a real or imagined event
(news report, sporting event,
accident), and write about the

- event twice, each time to a

o different audience.

2. Write to persuade a particular
person or group to agree to do
something unusual.

3. Write letters to a given audi-
ence for a specific purpose
(get well, complaint, letter to an
editor).

4. Write about what they have
learned in various subjects for
audiences composed of younger
students or students who are
unfamiliar with the subject.

5. Interview people in the school
or community, and prepare a
written report of the interview
for publication for a general
audience.

6. Write the same message in
several different forms to
several different audiences.

7. Write parts of stories by
creating new endings, different
points of view, new characters,
or additional incidents.

4—75544
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8. Select an audience for
descriptions, vignettes, short
narrations, stories, or poems;
use story starters, photographs,
magazine pictures, art, music,
or their own journal entries as
sources of motivation.

9. React to books they have read
in these wvays:

a. Select a character and write
a story that places him cr
her in a totally different
setting.

b. Write a letter to one -of the
characters,

¢. Have a character write d
letter to the editor or a
columnist,

d. Write a report of an inter-
view or conversation with one
of the characters. ’

Writing with Purpose

In addition to learning to write
fluently and to address a variety of .
audiences, students also need to
identify a specific purpose for each

- piece of writing. Indeed, the pur-

pose can be a prime source of
motivation for writing. Examples of
possible purposes might include
writing to inform, to explain, to
comfort, to record, to persuade, to
complain, or to entertain. Purpose
should be determined early in the
writing process so that it can serve

“Every piece of writing is
shaped not only by its
Junction (or use), but also
by a conception of the
audience to whom it is
addressed.”

Artliur N Applebee




as an underlying guide to the
diction and rhetoric used. Having a
purpose is also important when
decisions about grammar and usage
must be made, especially during the
revision and editing stages of the
process. Students need to have
experiences in writing for a wide
range of purposes so that they may
learn what effect different purposes
can have on the writing process.
They need to become aware of
semantics or the emotional over-
tones of many words and to

use these advisedly.

Deciding on the purpose of a
piece of writing is related to deci-
sions regarding the nature of the
audience, and students need practice
in discovering this interrelationship.
A uscful method is to have them
write to different audiences with a
single purpose in mind or to have
them write to the same audience for
varied purposes,

Students may require help in
defining various purposes for
writing, and teachers should help
them discover the writers’ purposes
in the various selections they read;
e.g., writing that informs, evokes,
explores, or persuades. Finally,
students should be introduced to
these purposes for writing as the
need for them arises, rather than
according to a fixed outline.

Students need to pecome
aware of semantics or the
emotional overtones of
many words and to use
these advisedly.

~
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SUGGESTED ACTIVITIES TO HELP
STUDENTS IMPROVE THEIR ABILITIES
IO WRITL FOR A PURPOSL
I. Compile lists of purposes for
writing; e.g.. to inform, to
explain, to delight, to persuade.
2. Study and discuss models of
various purposes for writing.
3. Identify the writers’ purposes in
what is read.
4. Write on the same topic with
different purposes in mind.
5. Rewrite a completed picce for a
new purpose.
6. Parody a piecé of writing fo" -
show shift in purpose.
(NOTE: For additional information on
writing, sce the entries for the following
authors in the Selected References: Ann
Berthoff, James Britton. Roger Garri-
son. Jack Hailey, James Moffett
and Betty Wagner, Donald Murray,
and Mina Shaughnessy.)

esponding—Reacting
to What Was Written

Through a reader’s
response, which can occur at almost
any time in the writing process. a
writer makes overt contact with an
audience. The reaction of a reader
to a piece of writing is usually
expressed through questions, sug-
gestions, and statements to the
writer about the content or form of
what was wiitten. The audience can
be a teacher. a peer. a group. a
holistic scoring team, or anyone
who responds to a piece of writing.
It should be borne in mind, how-
ever, that response is not the

same as cvaluation, because it is
usuaily a quick first reaction that
is general in nature.

One’eifective way of providing
student writers with useful audience
responses is by having groups of
peers provide the student writers
with reactions to early drafts of
their writing. These comments serve
to help writers clarify their ideas
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and purposes and to eliminate
mechanical errors which block
reader comprehension. As students
make suggestions about the writing
of others, they gain a better
understanding of the writing process
themselves. Since good student
writers rely heavily on revision as a
means of clarifying and improving
*their writing, audience response to
their writing is particularly valuable
in the revision process.
SUGGESTED ACTIVITIES WIICH ELICIT
RESPONSES TO WRITING

To help students respond con-
structively to each other’s work,
teachers:

1. May conduct whole-class
response sessions by using
reproduced copies of the stu
dents’ work or by making
use of an overhead projector

to examine the work. To avoid
embarrassing students and

possibly discouraging them from
writing, the identification of
each student writer can be
concealed in such sessions.
Teachers may role play different
types of responses to teach
stdents how to make specific
observations which go beyond
initial vague and general
statements of likes and dislikes.

2. Might provide response sheets,
forms, or open-ended sentences
that allow students to make
written responses to eacn
other’s writing. Response
sheets may call for responses
by individuals, or they may
contain space for several
people to respond.

3. Might provide demonstrations
of the group processes involved
in conducting effective sessions
on responding to student
writing.

4. Might give students two
versions of the same piece of
writing, and ask them to

ERIC
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comment on the differences.

5. Might arrange small response
groups of two to five students.
Encourage students to share
their work by reading aloud or
by exchanging papers. In this
way, all members of the group
will receive immediate audience
reaction while they are in the
process of composing.

6. Might establish a schedule of
individual consultations with
students regarding their writing,

{NOTE: For additional information on
responding, as a stage in the writing
process. see the entries for Peter Elbow
and Mary K. Healy in the Selected
References.)

evising— Reexamining
What Was Written

The response process is an
essential step in helping students see
their work through the eyes of
others. Revision is the next step.

For many teachers and students,
the word revise means “proofread,
edit, and copy i¢ over in ink.” A
true revision, however, involves a
process during which a writer
“resees” and “rethinks” a piece of

23

Through c reader’s
response, which can occur
at almost any time in the
writing process, a writer
makes overt contact with
an audience.

15




Revision involves a
process during which a

writer ‘resees” and
“rethinks” a piece of his
or her writing many times
while writing and
rereading it.

Q
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his or her writing many times while
writing and rereading it, with
special emphasis on how effectively
the written inaterial communicates
his or her intent to the audience.
During this recursive or recurring
process, students need to consider
such matters as unity, development,
order, clarity, emphasis, and word
choice. They also need to examine
their work in terms of its organi-
zation and the possible need
for reasons, cxamples, or other
supporting evidence. They might
consider adding further supporting
information, qualifying details,
concrete examples, sensory details,
and transitional words, phrases, and
sentences. They might need to
change the emphasis or focus of a
statement or to insert arguments to
meet possible objections to what
they have said. They might try
reading their work aloud to try to
discover possible misstatements,
errors, or sources of confusion.
They might try rercading their work
to sce if such matters as the how,
where, what, and when of their
statements have been adequately
addressed. The degree to which they
attend to all of these matters will,
of course, depend on the skill and
maturity of the students. In any
event, revision is a recursive process
taking place during writing,
rewriting, reading, and rereading.

A well-planned writing program
provides instruction in the tech-
niques of revision and opporturities
for students to receive responses
prior to revising what they have
written. It is important to remem-
ber, however, that not all writing
needs to be taken through the
revision stage. Part of learning
to revise is learning to decide which
pieces of writing deserve or are
ready for revision.

Much student writing, as men-
tioned earlier, should be done

-for the purpose -of developing - - -
fluency or for reinforcing the
learning of subject matter. The
value of such writing is in having
the student do it, not in producing
a finished piece of writing. There-
fore, it does not need to be care-
fully evaluated and revised, but
the teacher may wish to give stu-
dents credit for doing the writing
exercises. However, it is important
that students at all levels be taught-
that revision is an essential step in
producing a piece of writing for an
audience, and they should be given
frequent opportunities to take pieces
of writing through the revision
stage.

SUGGESTED ACTIVITIES TO ENCOURAGE
STUDENTS TO REVISE THEIR WRITING

1. Distribute copies of writing by
peers or from published
sources, and have students
analyze the passages, raising as
many questions as they can
regarding clarity, meaning, and
empbhasis.

2. Have students in pairs exchange
their papers and indicate to
each other where clarification
or more nformation is needed.

3. As a daily writing exercise, give
students a general declarative
sentence and ask them to turn
it into a vivid paragraph by
making use of concrete and
sensory details.

oo
o




4. Have each student write about
a topic for several different
audiences. For example, a stu-
dent might write about per-
sonal experiences for parents,

a close friend, a sibling, a boss,
or for the school newspaper.

5. Have students choose one
paragraph or section of a
paper, or one paper out of
several similar papers, to revise
carefully prior to its evaluation.

6. Give students examples of the
revisions professional writers have
made of their own writing.

which includes the checking of
quotations, dates, footnotes, and
tabular data; (5) proper manuscript
form (margins, headings, subheads,
paging); and (6) proofreading and
reading the work to ensure that
what is on the page is what the
writer intended to say.

Just as authors edit their writing
prior to submitting it to a pub-
lisher, so student writers need to
edit their work prior to submitting
it for evaluation. They need to
learn how editing adds to the
clarity, correctness, and presentation
of a paper. An effective writing

(NOTE: For additional information on
revising as a stage in the writing pro-
cess, see the entries for Richard Lanham
and for Iris and Sidney Tiedt in the
Selected References.)

program acknowledges the
importance of editing, helps
students learn to appreciate the
value of editing, and provides

Q
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diting— Refining What

Was Written

Editing, which is the
refinement stage of the writing
process, is the cleaning up and
correcting of a piece of writing.
Although a certain amount of editing

‘may be done throughbout the writing

process, the major work occurs
prior to the evaluating and post-
writing stages. A variety of people
may assist the student writer with
the editing process, including peers,
teachers, tutors, aides, and parents.
Editing may be divided into the
following categories, which identify
matters requiring attention during
this refinement step of the writing
process: (1) the conventions of
writing (grammar, usage, capital-
ization, punctuation, spelling,
paragraphing, and ‘syllabication);
(2) diction, that is, examining a
piece of writing for appropriate,
effective, and precise word choices;
(3) syntax, which includes adding
transitions, changing sentence
structure, and correciing awkward
constructions; (4) accuracy of text,

Aruitoxt provided by Eic:

practice for writers to learn to edit
their work.

SUGGESTED ACTIVITILS 10 TEACH
EDITING SKILLS 10 STUDENTS

l. Provide students with written
standards for editing, such as a
format sheet, proofreading
symbols, an editing checklist,
and a stylebook. (A number of
stylebooks™ are available, but
one of the most complete is A
Manual of Style, published by
the University of Chicago
Press.)

2. Help students develop, then
usc, an editing checklist as they
edit their own or other
students’ papers.

24

An effective writing
program acknowledges the
importance of editing and
helps students learn to
appreciate the value of
editing.

17
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“ ... thesmere act of reading aloud put his work before him in

ERIC

Aruitoxt provided by Eic:

. anew light....” <
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3. Lead an editing session. '\
Teachers may find 4 Manual
of Style helpful ir carrying out
this task.

4. Dictate statements for students
to write and punctuate.

5. Have students do sentence-
combining exercises. (Teachers
may find Frank O’Hare’s
book, Sentence Combining:
Improving Student Writing
Without Formal Grammar
Instruction, helpful in carrying
out this exercise.)

6. Have students work in pairs or
small groups to edit each
other’s work.

7. Have students edit examples of
writing that contain the specific
types of problems that are
usually corrected during the
editing process.

eveloping Skill with

the Conventions

of Writing

Students can best develop their

skill with the conventions of writing
as the need for it arises in their
work, rather than according to a
fixed program. Writing itself, then,
becomes the basis for determining

which_skills need to_be_learned by . __the revision stage when writers may

which students and at which time.
Some writing skills, such as those
needed for writing technical papers
or preparing advertising copy, may
never be developed by some stu-
dents, because the need for learn-
ing them may never arise. Other
skills, however, such as building
one’s vocabulary and using cor-
rect spelling, punctuation, usage,
and grammatical constructions, are
needed by all students in order to

Samuel Butler

ensure-that they write clearly and
correctly. T~

One key to succe?s‘fukinwion
in the conventions of writing 1§~ to—.. _
work as much as possible with the
language which students produce
themselves. Confronting them with _
their own written expression in the *
light of the conventions or rules of
the language often produces the
most lasting learning. The issue of
subject-verb agreement, for example,
becomes important when students
see how the lack of such agreement
can create confusion in their own
writing. Students should be encour-
aged to edit their own writing
by listening to the flow of their
language. Gross errors often
become obvious when written
material is read aloud. Although
objective tests can reveal much
about the students’ knowledge of
language conventions, the degree of
their mastery of these conventions
is best revealed in their own
writing,

Various skills are best learned at
particular stages of the writing
process. For example, vocabulary is
often expanded during pre-writing
activities, such as brainstorming and
clustering. Decisions about usage
and grammar often occur during

rearrange or combine their sen-
tences. Typically, spelling and
punctuation become important when
writers proofread their papers in the
editing stage of the writing process.
Since students learn at different
rates and in different ways, the art
of teaching writing conventions is
to know when a student is ready to
deal with each skill. Learning
grammatical analysis, usage, and
other conventions makes little sense




:to students until they are writing,

grappling with choices, and mak-
ing decisions. For example, it is
futile to teach the uses of the
semicolon unless the student has
grasped the concept of coordinate

| elements. Need appears to be the

best motivatorfor developing
writing skills, anhfrduring the

writing process itself when méms\

experience the greatest need for
knowing how to use the conven-
tions of writing. Teachers should
capitalize on this and be pre-
pared to help their students with
such matters at that time.

SUGGESTED ACTIVITIES TO HELP
STUDENTS DEVELOP SKILL WITH THE

_CONVENTIONS OF WRITING

1. Diagnose students’ writing skills
through analytical scoring,
noting everything that was done
well.

2. Have lists of correct examples
of specific writing skills to hand
to students who have not
demonsirated competency in
specific skill areas.

3. Develop pre-writing activities
that generate vocabulary.

4. Provide spelling and
punctuation checklists for
students during the editing
stage.

-
t

8. Help students make e‘fective
use of grammar and usage hand-
books. (Although a large nuiaber
of books on grammar and
usage are available, some of
the most widely used and
respected books are American
Usage and Siyle: The Consensus
by Roy H. Copperud; Elements
of Style by William Strunk

~~.and E. B. White; Modern
American Usage by Wilson
Follett, edited by Jacques
Barzun; and Writer's Guide
and Index 1o English by Wilma
and David Ebbitt. Other very
useful references are cited in the
Selected References.)

(NOTE: For additional information on

the conventions of writing, see the

entries in the Selected References for
Frank O’Hare and Gail Siegel.)

valuating—
Judging the Writing
Constructively

Evaluation is only one aspect of
the post-writing stage of the writing
process; thus, it should be kept in
perspective. Commonly, teachers
have “taught” composition primarily
by emphasizing evaluation. Students

T 5. Categorize errory i Writing 30

that students notice repeated
errors in each category.

6. Provide practice with sentence-
combining activities to illustrate
sentence construction, variety,
and ways of achieving econ-
omy of expression.

7. Demonstrate how change: in
audience and purpose affect
decisions about diction, gram-
mar, and usage.

wrotc;—teachers LUIICl{iCd. Over—
emphasis on this one part of
the writing process should be
avoided, because it could teach
students that correctness rather than
the communication of meaning is
what writing is all about. Eval-
uation should be simply one stage
in the overall process.

It is vital to the development of
student writing that evaluation be
used to support, not thwart, students
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Evaluation is only one
aspect of the post-writing

stage of the writing

process; thus, it should be

oy

kept in perspective.

evaluation to promote growth,
writers must know in advance the
purpose of the evaluation, the
criteria by which the work will be
judged, and who the evaluator(s)
will be. The purposes for which the
evaluation is conducted may range
from determining the specific needs
of each student to assessing a
school’s curriculum. Whatever the
reason for evaluation, the purpose
should determine the methods of
evaluation. Awareness of this
guideline will help evaluators avoid
excessive and inappropriate testing
and help them to make more
effective use of test data.

Objective tests of the conventions
of language can serve a useful
function. They can reveal to some
extent a student’s knowledge of the
mechanics of language in such areas
as spelling, punctuation, correct
usage, grammatical analysis, and

T+ —voeabulary=~Indeed;- there-is—-evis——-—

dence to indicate that the data
from objective tests intended to
measure the knowledge of language
mechanics of a given group of
students will correlate well with

of the same group.! Such data are
also useful for diagnostic purposes.

'An Assessment of the Writing Performance of
Califorma thgh School Semors. Sacramento;

California State Department of Education, 1977.

data produced from writing samples- -

8

Data from objective tests, how-
ever, are more valuable as indi-
cators of the editing than the
composing skills of students. They
tend to reveal more about students’
abilities to detect errors in the
writing of others than about the
students’ abilities to .compose on
their own. For example, such tests
may reveal that certain students can
differentiate between sentences and
sentence fragments, but they may
not reveal much about the abilities
of the students to compose
sentences.

This is not to say, however, that
the storehouse of information
accumulated during recent years
under the California Assessment
Progtam (CAP) should be over-
looked by those who examine a
school’s writing program. Objective
test data produced under this pro-
gram are readily available and
can reveal a great deal about the
writing programs of the schools in
California. (See the latest annual
report of Student Achievement in
California Schools.)

Furthermore, significant efforts
have been made under the Cali-
fornia Assessment Program to
develop and use test items that are
based on the content and recom-
mendations regarding written
language skills in the English Lan-
guage Framework for California
Public Schools. Indeed, CAP tests
currently being developed for use at
the_sixth_grade_level include new.

>

items that focus on the writing
process. The items should make the
new tests very useful for diagnostic
purposes and should make them
much more than merely traditional
multiple-choice tests of a student’s
editing skills. In addition, the
program also accumulates data at
school site levels regarding the
frequency of writing assignments,
student attitudes toward writing,
and student performance. Such

<1




information should be very useful
to curriculum planners at the school
site level. ,

Securing and scoring samples of
student writing should be central in
efforts to evaluate writing, whether
it is done cn an individual or a
group basis. And it should be
remembered that the scoring of
writing samples will vary with the
purpose of the evaluation; for
‘example:

® Analytical scoring is appropriate
for helping students discover
their specific needs™in. writing.
Under this method of eval-
uation, a piece of writing is
examined and a score value is
assigned according to the
strength or weakness of each
specific area judged. Areas that
are commonly judged by this
scoring method include punc-
tuation, syntax, grammar, para-
graph development, and
organization. .

® Holistic scoring is appropriate
for assessing large numbers of
papers, for categorizing students
by achievement level, or for
developing curricula. Under
this method of evaluation, a
piece of writing'is scored as an
entity. It is an evaluation
procedure which focuses on
the overall effectiveness of the
piece to communicate, rather .
than on the strength or weak-
ness of any single area, such

as grammar, syntax, or
punctuation. ~

® Primary trait scoring is most

appropriate for assessing those

- —particular writing characteristics
being judged. Under this method
of scoring writing, the reader
looks for uses of specific
characteristics, such as tone or
vocabulary appropriate to a
given audience.

5—175544
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T establish value for, their own

SUGGESTED ACTIVITIES TO ENHANCE
THE EVALUATION OF STUDENTS'
WRITING, BOTH COLLECTIVELY AND
INDIVIDUALLY

1. Give students time and instruc-
tions on how to evaluate their
own writing.

2. Have an entire ‘class assess
sample papers.

3. Give students training and
experience in holistic scoring.

4. Help students develop a scoring
guide for a given assignment.

5. Have students keep papers in
individual folders for periodic
review.

6. Announce the criteria for each
assignment and the purposes of
evaluation.

1. Provide appropriate staff devel-
opment_opportunities for all

teachers of\%ng
(NOTE: For additional information on

evaluation, see the entries in the Selected
References for Charles Cooper, Lee Odell,
Paul Diederich, and Miles Myers.)

ost-writing—Realizing
the Importance
of Writing

Post-writing includes all the
activities that teachers and students
can do with a finished piece of
writing. They may chart it, illustrate
it, post it, publish it, mail it, or
discard it. This stage in the writing
process is designed to help students
realize the importance of, and
writing.

Too often students see their
writing merely as products for
teachers to grade. This limited view
leads many students to-compose
stilted or meaningless prose rather
than to communjcate something
that they care ab\qut to an audience
they care about. By including
post-writing activities as part of
certain assignments, teachers can

iy

“The great poet, in
writing himself, writes his
time.”

T S Ehot
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help their students realize the value 9. Have advanced bilingual stu-

of their writing. dents translate their work from
Often, post-writing will involve one language to another.
the sharing of a written work with 10. Have students share writing
an audience. It may range from about their cultural heritage
- reading aloud to some form of with students of other cultural
publishing or display. At other backgrounds.
times a piece of writing may be 11. Suggest that students use
tucked away for personal use, journals or other personal
discarded, or evaluated by district writing activities as a means of
office personnel, teachers, students, clarifying their values.
or peers. 12. Have students use practical '
During the pre-writing stage, an pieces of writing—job appli-
awareness of impending post-writing cations, resumes, letters,
\ activities can motivate students and notes, advertising copy—in
give them a sense of audience. Such actual transactions with others.
activities can help them to realize 13. Have students save their
that their work, is appreciated and writing on topics of interest
is useful. ’ for later use as reference
SUGGESTED POST-WRITING ACTIVITIES material for research work,
S family histories, or local
1. Publish student writing in class archives.
magazines, school magazines, 14. Recognize superior writing
classroor_n collections, and in through writing contests,
community newspapers. awards, and assembly programs.
? 2. Have students share their 15. Permit students to set aside or -
writing by reading it aloud to even discard occasional pieces
a small group, a class, ora - of writing which they do not
larg_er school or. community wish to carry through to a
audience. finished product.

3. Have students read their
written scripts on local radio
or cable television.

(NOTE: For additional information on
post-writing, see the entries in the
Selected References for Jerry Herman,

4. Have students adapt _th_eir James Moffett,and Betty Wagner; and
narratives for dramatizing on " Teaching the Universe of Discourse by
radio or on the stage or for James Moffett.)

filming or videotaping.
Too often students see . .
their ;{riting merely as 5. Display in the school and

products for teachers to community successful writing
grade. of students at all age and

ability fevels.
6. Have students exchange writ-
ing between classes and schools.
7. Have student response groups
or editorial boards review
student writing and edit it for
publication.
! 8. Have students rewrite a piece
by changing the mode, for °
example, from prose,to poetry
or drama, or from narration
to exposition.

Aruitoxt provided by Eic:




“The next thing most like living
one’s life over again seems to be «
recollection of that life, and 10
make that recollection as durable
as possible by putting it down in
s writing.”
Bewpanun Franhln

L Implementing a Schoolwide
| Writing Program

eneral Considerations
for a Schoolwide
Program

To be effective, a writing program
must be schoolwide in scope. Every
teacher must be responsible for using
writing as a means for learning in
every subject area and at all age
levels. Students will develop writing
skills more effectively when writing is
treated by all teachers as an integral
part of the learning process rather
than by a few teachers as a separate
skill. Furthermore, it is not enough
for teachers merely to expect stu-
dents to write; the skills involved
must be taught! Although some
teachers may be better prepared to
do this than others are, all should try
to do more than mertly ask students
to write. _

Writing is a valuable tool for
helping students learn and retain
information in all content areas.

cation, and evaluation. Writing,
then, establishes a method through
which students may express them-
selves, organize thoughts and infor-
mation, communicate ideas and
feelings, and demonstrate an under-
standing of the subject matter.
Serving many useful purposes,
student. writing provides valuable
information for the teacher about the

" students’ abilities, progress, interests,

attitudes, insights, and values. When
students write, they become involved
in their own education and interested
in what they are learning. If teachers
establish a climate of trust and
frequently allow students to write for
a variety of purposes and audiences,
they will help students develop self-
confidence as well as their con-
cepts of themselves as writers.

A written plan for a schoolwide
writing program should be prepared
and should become part of any other

comprehensive schoolwide plan, such_._|

Experiences with various kinds of
writing in each content area can
increase the students’ mastery of
course content. In the process of
ordering thoughts while writing,
students arrive at a better under-
standing of the subject—a pro-
cess of “coming to know”—than
they would have without the writing
experience. Expressed anotlier way,
through writing students can
experience high levels of thinking,
such as analysis, synthesis, appli-

as the one used in schools partic-
ipating in California’s School
Improvement Program. By means of
this written plan, all teachers in a
school should understand their role
in helping to implement a s¢hoolwide
writing program. Furthermore, the
written plan should help ensure
schoolwide consistericy regarding the
teaching of writing.

Many children come to school
with little experience with the written

“... writing can be a
powerful process jor
discovering meaning rather
than just transcribing an
idea that is in some sense
waiting fully developed in
the writer’s mind.”

Arthur N Applebee

o

word. They have not engaged in




some of the activities that many of
us take for granted. They have not
watched adults read, have not been
read to, have not helped make up
shopping lists, or have not kad their
words written for them in a letter to
their friends or grandparents. As a
result, they are not aware that the
printed word is a means of _
communication—nor, of course, have
they absorbed, through experience,
any of the skills involved in writing,
as young children can so readily do
if given the opportunity.

Children who have had few
experiences with the written word
need specific classroom activities to
bridge the gap between their home
experiences"and (in some cases)
home languages and what is expected
of them at school. One cannot expect
them to attempt to practice and
master writing skills before they have
had the experience of talking about
something from their own life
experiences and seeing that “talk”
written for them. In other words,
they need to have their words and
simple sentences recorded for them.
Failure to recognize this need and
meet it with frequent, regular
experiences of the type described
leaves children unequipped with
simple prerequisite skills. Such

“childrer are unable to make serse

out of what they are asked to
accomplish in school in both lan-
guage arts and reading. (Teachers
may find it helpful to secure from the
National Council of Teachers of
English copies of “How to Help
Your Child Become a Better
Writer,” which has been reproduced
in Appendix A of this handbook.)
(NOTE: For more information on
implementing a schoolwide program, see
the entries in the Selected References for
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Virginia Draper, ' Michael Marland, and
Napey-Martimy

SUGGESTED ACTIVITIES FOR A SCHOOI-
WIDE WRITING PROGRAM

Some suggested classroom
activities for implementing a school-
wide writing program are outlined
below. The lists are, of course, limited
and readers are urged to add to
them. The lists have been prepared
under two main categories—those for
beginners and those for students
enrolled in specific subject areas:

® Activities for Beginners

1. To help students make the
transition from communicating
through speaking to communi-
cating through writing, this
sequence of activities might be
followed:

a. Have students talk about their
experiences, including school-
sponsored field trips.

b. Elicit further oral responses
with the help of pictures,
drawings, interesting objects,
and other similar stimuli.

¢. Record the students’
responses, especially signif-
icant words or sentences.

d. Have students illustrate what
was written through art

- activities. T T 7T

¢. Display the illustrations
together with the recorded
words and sentences.

f. Help students, particularly
those whose dominant lan-
guage is other than English,
learn the written symbol
system of the English Jan-
guage, including the:

(1) Alphabet
(2) Formation of letters
(3) Basic patterns of spelling




(4) Basic conventions of the
system in such areas as
capitalization and
punctuation

2. Dictation is a useful activity to

help beginning students become
aware of both the similarities-
and differences of the written
and spoken language. Possible
dictation exercises might include:

a. Have students dictate group
stories or poems for all to
hear and enjoy. They might
be based upon actual class-
room experiences, including
reactions to children’s liter-
ature, creative dramatics,
classroom visitors, animals
in the classroom, and displays.

b. Have students dictate indi-
vidually to the teacher,
classroom aide, community
volunteer, or older students.

c. Have students dictate short
descriptive. phrases for photo-
graphs, drawings, objects in
the classroom, artwork, and
science d.splays; put the
phrases on labels for display
purposes.

d. Either in small groups or
individually, have students
dictate small books of stories,

3. As students gain familiarity with

the writing process by seeing

their own thoughts written for

them, encourage them to take
over parts of the process them-
selves. In order to facilitate this,
the teacher might:

a. Have students trace over the
letters of words in a simple
sentence that they have
dictated to someone who has
written the sentence for them.

rhymes, or poems:- ~—— -~~~ .- .pictures,.individual or._

They trace first with the index
finger of the writing hand and
later with a pen or pencil.

b. Cut up a duplicate copy of
the sentence into individual
words, scramble them, and
then ask the students to
reconstruct the sentence,
using the original as a
model.

¢. Have the students copy the
original sentence.

4. After students complete the

sequence of activities outlined in
the preceding item, they will,
through this experience with
words from their own vocabu-
laries, be able to spell a few
simple words. At this point,
teachers can begin to make them
aware that most words in
English are spelled regularly but
that some are spelled irregularly.
Then they can be asked to write
their own simple sentences,
provided there are supportive
materials in the room; e.g., word
lists generated through
bﬂrainstorming sessions, poems
and songs that they can recite
well enough to identify particular
words, a phonics system with
word lists associated with
class-generated dictionaries, and
so forth. Basic writing skills are
acquired as students encounter
the need for them in their
writing.

. Once students begin to compose

their own sentences, they can be.
encouraged to begin writing for
an audience. However, they
should be proyvided the oppor-
tunity to incorporate other
media, such as the fine arts, in
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A written plan for a
s¢hoolwide writing
program should be

prepared and should

become part of any other
comprehensive
schoolwide plan.

this act of communication. Many
young children will accomplish
higher quality writing if they are
allowed to produce in such
media first and use this as the
inspiration and guide for what
they want to say.

® Activities in Specific Subject Areas

1. Business Education
a. To help students see the
usefulness of writing, ask them
to write and mail a variety of
letters that will elicit responses.
t

b. To increase student interest in
business education, have them
make plans for creating a
business of their choice. Then
have them write promotional
material to advertise their new
business or products.

c. To help motivate students,
allow them to type assign-
ments for their other classes
as partial fulfillment for
course objectives in their

. typingclass.__ ___ . . _ .

d. To help students gain prac-
tical experience, ask them
to write business letters and
memos; fill out purchase
orders, aoplication forms, and
invoices; and prepare budgets.

2. English Language Arts
a. To help students deveiop
fluency and confidence and to
encourage them to have a
dialogue with their teacher,
allow time for journal writing.

o

b. To encourage having fun with
language, have students retell
an old tale or something read
in class in their own words
and in whatever mode they
choose.

c. To encourage students to
become involved in their
reading, have them pretend to
be one of the characters in the
book and ask them to write a
letter te one of the other
characters.

d. To motivate students to write,
frequently let them choose the
topic so they can explore
subjects of importance or
interest to them.

e. To build oral language skills,
have students transcribe
interviews.

f. To lead in the development of
a comprehensive writing
program for students, English
language arts teachers should
make use of the many
suggestions in Chapter 11 of
this handbook.

. Social Studies

a. To help students attain an
appreciation for a significant
historical event, have them
write about it from the point
of view of two or three
different people who expe-
rienced it.

b. To help students learn and
retain information, have

1
'

them-record-in Jlearning -logs
what they are studying, and
permit them to refer to the
logs during examinations.

¢. To increase the students’
understanding of the material
being studied, have them
answer study questions which
require them to discuss cause
and effect, to make com-
parisons, to draw con-
clusions, and to express

their own evaluation of the




material being studied.

d. To help students identify
with the time and place they
are studying, have them
write appropriate songs,
poems, letters to the editor,
personal letters, and
speeches; draw cartoons; or
make up a newspaper.

e. Have students explore social
studies concepts they do not
understand by conducting the
necessary research and then
writing about their findings.

f. Have students write about an
historical event as fiction:

4. Mathematics

a. To help students clarify a
mathematics problem, have
them write a step-by-step
explanation of the solution.

b. To help students see the
usefulness of mathematics
concepts, have them solve a
problem in a real-life situa-
tion. Have them state the
problem and then write
the solution.

c. To encourage students to feel
comfortable using mathe-
matical symbols, have them
write a story or poem using
mathematical symbols in
place of some of the words.
Encourage themi to have
fun with the language of
mathematics. .

d. To help students apply
mathematics skills, have

lems that fit given formuiae.

5. Science .

a. To encourage understanding
and retention, frequently
allow time for students to
record in their own words
what they have learned or
what still confuses them.
Read their learning logs
periodically to clear up any
inaccuracies and to praise

them write out word prob-

well-written entries. If
students can refer o these
logs during examinations,
they will be motivated to
write clearly and concisely.

b. To help increase compre-
hension, encourage students
to explain a new term or
process more clearly than it
was explained in the text.
The best explanation could
be posted or kept in a
folder to help students who
were absent.

¢. To encourge students to
think more about what they
are studying, have them
pretend to be a known
scientist writing to a col-
league or writing a letter

to a newspaper in defense of

an unpopular theory.

d. To help students learn to
read science problems, ask
them to write them. They
might write questions and
answers for possible use on
the next examination.

6. Foreign Languages

a. To give students the
opportunity to use new
vocabulary, plan language

experience activities that help

them develop oral language
skills and use written
language.

b. To make students aware of

____the contributions the lan= ____ _

guage they are studying has
made to English, encourage
the students to kezp a list
of English words that come
from that language.

c. To help students gain an

appreciation of the culture of

the people who speak the
language they are learning,
have them prepare notes
describing a trip they would

like to make to that country.
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Students will develop
writing skills more
effectively when writing is
treat~d by all teachers as
an integral part of the
learning process rather

~than by a few leachers as

a separ.ate skill,
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Student writing provides
valuable information for

the teacher about the

\ Students’ abilities,
progress, interests,

altitudes, insights, and

values.

d. To give students the oppor-
tunity to consider the

advantages of being bilingual,

have them write about the
benefits of being able to
write and speak in two
languages. .

e. To strengthen students’
composing skills, have them
write short pieces in the
language they are studying.

7. Music, Drama, and Art

a. To make students aware that

" the community provides a
range of performances and
activities in the arts, have
the class prepare and dis-
tribute to other students

notices regarding such events.

b. In order that students may
keep a record of their
progress in a current art
project, encourage them to

keep a log of what they have
achieved during each-work—

session.

¢. To give students practice in
writing, have them listen to
songs and lyrics of their
choice and write in their
own words the “message” of
the composer.

d. To help students understand
the work of musicians,
dramatists, and artists, have
these professionals share
their art with students; and

then give students the oppor-
tunity to write about the
hard work, the discipline,
and the rewards of such
performers,

€. Have students in art appre-
ciation classes describe
in writing a painting or
other works of art.

f. Have students write about
the feelings and moods they
experience when listening to
great music,

8. Health and Physical Education

a. To assess growth, have stu-
dents keep personal records
of their own progress in a
particular sport or health
project (e.g., a daily diary
of jogging), and write com-
ments pertaining to the diffi-
culties they encounter, the
methods used to overcome
problems that arise, and
the goals they set for
themselves.

b. To help students appreciate
the effort required in becom-
ing a top athlete or in
the challenge of overcoming
physical handicaps, have
them write about one of the
school’s star athletes or one
of the handicapped students
involved in the sports
program.

¢. To help students remember

— ——-—-—important-heaith-and -safety——

rules, ask them to record the
rules in a notebook and to
ask questions about every-
thing they do not under-
stand.

d. To help students learn more
about a particular sport,
have them write about it,

9. Family Life and Consumer
Affairs
a. To help students lewrn to use
language for learning,




encourage them to keep
notebooks to record instruc-
tions, plans, safety rules,
recipes, questions, and con-
cerns related to the subject
matter they are studying.

b. To help students understand
the difficult task that com-
panies have in providing
instructions for the general
public (e.g., assembling a
bicycle), have students write
a description for making or
assembling an object.

¢. To give students the oppor-
tunity to examine their
own thoughts and feelings,
have thent list people who
have been important in their
lives, and then write about
the value of having known
these people.

d. To give students an oppor-
tunity to share their expe-
riences in the class with
others, ask them to write a
pamphlet for students who
will be taking the course
next semester.

{NOTE: For more information on
suggested classroom activities, see the
entrics in the Selected References for
Jack Hailey, James Moffett and Betty
Wagner, and Frank O'Hare.)

tandards and
Expectations for

ﬁl’déﬁt‘Wﬁtmg T assigned topic; (b) select and dc-\;clob‘ N

Typically, the standards and
expectations regarding student writ-
ing are inconsistent from class-
room to classroom at the school
site level. What is needed is
schoolwide agreement in this area.
Teachers, administrators, students,
and parents must plan together and
establish such standards for the
whole curriculum. Furthermore,
they should all realize that written
expression requires knowledges and

skills which must be taught, not

merely expected.

Policies should also be developed
and agreed upon regarding the
assignment and evaluation of

‘homework that involves writing.

Typically, during the course of a
school day, relatively little time and
solitude are available for students
to write. Perforce, homework is
necessary to extend, supplement,
and reinforce student learning in
this area. Indeed, since writing is a
basic learning tool in all subject
matter areas, it should be basic to
most homework assignments.
However, homework should be
assigned on the basis of the needs
and abilities of individual students.

Students, particularly those who
plan to further their education at a
college or university, need to
develop good writing skills. Many
institutions of higher education
require entering students to have
greater competency in writing than
they did a few years ago. Typical
of such policies is that which is
evident in the following quotation
from a University of California
publication:

WRITING. Effective critical thinking
and proficiency with the written
language are closcly related, and
both are skills which every Uni-
versity student must master. By
University standards, a student who
is proficient in English composition
is_able_to_(a)_understand_the __

a theme by argument and example;
(¢) choose words which aptly and
precisely convey the intended
meaning; (d) construct effective
sentences, i.e., sentences that
cconomically and successfully convey
the writer’s ideas and display a
variety of structures; (e) demonstrate
an”awareness of the conventions of
standard written English, avoiding
such errors as sentence fragments,
run-together sentences, faulty
agreements, and iraproper pronoun

Ve
o

Written expression .
requires knowledges and
skills which must be
taught, not merely

expected.
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“Clear thiriking becomes
clear writing: one can't
exist without the other.”

Wilham Zunsser

references; and (f) punctuate,

capitalize, and spell correctly.

If you plan to attend the Uni-
versity, you must take English
courses in high school that require
the develepment and practice of
these skills. You must take at least
four years of English composition
and literature that stress expository
writing: the development of per-
suasive critical thinking on the
written page.!

As is evident from the above,
one’s ability with expository writing
is of great concern to the University
of California’s admissions officials.
They are anxious that incoming
students be able to express them-
selves well in writing in any sub-
ject matter area they pursue. A
quick perusal of the admission
standards of other institutions of
higher education reveals similar
expectations,

Clarity of writing is associated
with clarity- of thinking. Thus,
college-bound students should
understand that their skills with
expository writing are often con-
sidered to be a demonstration of
their ability to make judgments, to
distinguish between primary and
subordinate ideas, and to under-
stand, organize, synthesize, and
communicate information, ideas,
and opinions. Furthermore, college
students are expected to accom-
plish such writing in prescribed
amounts of time.

N

ERIC :

Aruitoxt provided by Eic:

—In—summary;-those-who—plan— -
programs for college-bound students
should design programs that will
enhance the abilities of these
students to:

1. Generate ideas about which to
write.
2. Formulate a single statement

Whiversuy of Califormia Undergraduate
Adpussion Packer 1982-83. Berkeley: Office of
the Asssistant Vice President -Student Academic
Services, Systemwide Administration, Unversity
of Califorma, 1981, p. i1.

which clearly expresses the
central idea of one’s essay.

3. Use precise and appropriate
words and varied sentence
types (simple, complex, com-
pound) and structures (sub-
ordinate, coordinate, parallel)
to express ideas in the most
effective manner possible.

4. Construct a paragraph by
developing and supporting the
paragraph’s main idea with
examples or reasons.

5. Organize paragraphs in a
sequence so that there is a
logical relationship of one
paragraph to another and so
that together the paragraphs
support the central idea of the
essay.

6. Vary vocabulary and sentences

§ for different audiences and

purposes.

7. Present their own ideas as
related to, but clearly dis-
tinguished from, the ideas
of others; or in other words,
the ability to distinguish
between plagiarism and docu-
mentation.

8. Support their opinions or
conclusions and to convince
others of their soundness,

9. Use a dictionary and other
reference works.

10. Use a library.

Il. Proofread their writing for
errors and_omissions of both
form and substance; revise and
restructure where ideas are
noorly organized or where
evidence is lacking; and correct
their writing for errors in the
conventions of written English.

(NOTE: For additional information on
standards and expectations, sce the
material written by Kellogg Hunt that
appears in Evaluating Writing: Describing,
Measuring, Judging and the entry for
Richard Graves in the Sclected
References.)
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eaching Writing to
Language Minority
Students

The primary and often dominant
language of a growing number of
students in California’s schools is a
language other than English, and
many of these students have limited
proficiency in English. However, it
should not be asssumed that the
writing program advocated in this
handbook is not suitable to the
needs of studerits with limited
proficiency in English or that
efforts to help them to learn to
write well should be delayed until
they become fully proficient in
English.

No matter what their dominant
language might be, all students,
including those who might be referred
to as language minority students, are
more likely to learn to write well if
they are familiar with, and engage in,
the writing process described carlier
in this handbook. Indeed, the process
is as appropriate for non-English-
speaking students as it is for students

* whose dominant language is English.

Pre-writing, writing, responding,
revising, editing, developing skills
with the conventions of language,
evaluating, and post-writing are
universally appropriate stages

in the writing process.

However, a caveat is in order.
Language minority students is a
broad descriptive phrase that
applies to all students who possess
varying degrees of proficiency in
their primary language and in
English. The degree of their pro-
ficiency in English and in their
primary language determines their
readiness to learn to write in
English. Thus, it is imperative at
the outset for educators to deter-
mine the degree of proficiency
of language minority students in
both English and their primary
language. ¢

Proficiency in English, or in any
other language for that matter, can
be thought of as having two dimen-
sions, which might be referred
to as basic and advanced. Basic
English i, the kind of language
which people learn iargely in non-
school settings. It includes basic
abilities to speak, read, and write in
English and to understand spoken
English. It might be thought of as
that level of proficiency in English
required for people to function well
in their daily encounters with the
informal use of the language.
Although native speakers of English
begin to learn basic English Very
carly in life, those whose primary
language is other than English
obviously begin the process later.

Advanced English is that kind of
language that might be described as
academically demanding. It is the
predominant dimension of English
that students encounter in the
classroom or in similar academic
settings. Using advanced English
requires extensive skills in speaking,
reading, and writing English and in
understanding spoken English. It is
more cognitively demanding than
basic English and is the dimension
of the language most involved with
the writing process.

Students who have not yet
attained adequate facility with basic
English should not be expected to
do well with activities requiring the
skills of advanced English. Such
students should be provided with a
rich array of learning activities
designed to improve their pro-
ficiency with- basic English before
they are expected to write exten-
sively in the English language.
However, this is not to say that
iestruction for them in the writing
process should be delayed until they
attain facility with basic English.
The instruction can begin in their
dominant language as soon as they
have developed a relative mastery

“If you write about the

_ things and the people you

know best, you discover
Yyour roots."”
J Robert Oppenhenner
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of the basic features of that lan-
guage. Many, and perhaps most,
language minority students have
developed enough mastery of the
basic features of their dominant
language to begin writing in that
language. Later, as they attain
greater proficiency with basic
English and with writing in their
primary language, they will be able
to transfer the skills they have
learned in their primary language as
they begin to write in English.
For students whose primary

language consists of,a nonstandard
.dialect of English, a similar but
slightly different approach is in
order. Educators should be careful
not to confuse nonstandard wit
substandard. As students are given
opportunities to master standard
English, there should be no belit-
tling of their dialect. They may

be given opportunities to write initially
in their own dialect during informal
writing activities as a means for devel-
oping their interest in the writing
process. The use of daily journals is
one example of informal writing that
might be appropriate. However, since
they already have facility with a dialect
of English, they should be encour-
aged to begin to write in standard
English as soon as possible. The
important thing to keep in mind

is that, ultimately, the writing
process described earlier is as
appropriate to the needs of these
students as it is to the needs of any
others in developing writing skills.

For language minority students,

* the pre-writing phase is particularly
important as they begin to write in
English. It is at this point that the
interest in writing and the moti-
vation to write in English can

be established. They should be

given opportunities to try out orally
both the form and content of what
they wish to say, to ask questions,
to solicit words and expressions
they need for composing, and to
feel free to request assistance.

! Through the acceptance of students’

oral English discourse, however
nonstandard it may have been
initially, instructors can motivate
these students to put their thoughts
in writing. Students should be
provided with experiences with
which they are likely to have early
and cumulative success.

Perhaps most importantly of all, the
attitude and behavior of instructors
should reflect understanding of
and respect for students’ cultural back-
grounds, high expectations for the
success of their students, and confi-
dence in the ability of students to
ultimately express themselves well in
written Englisk. In such a learning
environment, students will discover
that learning to write is a devel-
opmental process during which
they gradually refine the language
skills they bring to the classroom
until they attain adequate facility
in writing standard English.

The main focus of this handbook
i5 on the writing process itself and
on ways to help all types of
students learn to use the process.
The special needs of language
minority students should be
understood and met to the extent
that time and resources permit.
Bilingual instructional aides, with
proper training, can help a great
deal in assisting language minority
students to learn to write
effectively.

SUGGESTED ACTIVITIES FOR LLANGUAGE
MINORITY STUDENTS

1. Provide extensive pre-writing

11




For language minority students, the pré-writing phase is

) pdrticularly important as they begin to write in English.

activities, such as: in questioning, transcribing, and

a. Make use of pictures and editing.
interesting objects that can
be passed among students to
elicit their oral and, ulti-
mately, their written

~

(NOTE: Rcaders who are particularly
concerned about language minority
students may wish to seek further
information from the entries in the

responses. Selected References, especially the entry

b. Make use of rhymes and for Tove Skutnabb-Kangas and from
poetry, especially those with Schooling and Language Minority
refrains that groups of Students.)

students can repeat.
¢. Make use of word games,
especially those involving

elements of humor. road Assessments of

d. Create stories. .y
e. Establish a classroom library Student Writing

of carefully sclected and Often groups within a school,
appropriate books and read such as high schoo! teachers in an
aloud from them frequently.  English Department or a group

f. Visit sites in the community  of fifth grade teachers, may wish to
that are likely to elicit evaluate their students’ writing
discussion and writing. abilities. It should be remembered

g. Serve various foods as a that the purpose of the evaluation
means tor eliciting oral and should determine the instrument or
written responses. methods to be used.

The teachers in a science depart-
ment, for example, might wish to
examine their students’ writing of
laboratory reports on a pretest and
post-test basis to determine growth.
They would need to make their stu-
dents aware of their plans, develop a
scoring guide, and then evaluate the

the group effort. _ laboratory reports for overall organi-
4. Urgg students to‘write in their zation and clarity. (See holistic scoring

dominant language at the outset  on page 21 of this handbook.)

and to focus on subjects with Similarly, the teachers of one grade

which they are familar. level at a school, might wish to deter-

2. Have students compile vocab-
ulary lists of English words
that are cognates of words in
their primary language.

3. Engage students in group
writing to enable each student
to make some contribution to

5. Encourage students to write mine their students’ abilities to
about their cultural back- punctuate dialogue. They would need
grounds. to agree on a testing instrument, test

6. Encourage language minority the students, record their scores,
students initially to write to and analyze the results. If the staff
audiences that are sensitive to decides that a schoolwide assess-

. their background. ment of some aspect of the

7. Have students write reports on writing abilities of students is
interviews to develop their skills  needed, the scoring and holistic




The use of writing
samples for determining
students’ basic
proficiencies in writing is
highly recommended.

Aruitoxt provided by Eic:

evaluation of samples of their
writing would be appropriate.

Schoolwide assessment of student
writing plays a key part in helping
a school develop an effective
writing program. Not only does the
assessment provide a record of
student growth in writing, but it
can also highlight for students and
teachers in the school the centrality
of writing in the learning process.

Culifornia state law requires the
governing board of each school
district to establish proficiency
standards for all students in basic
skill areas, including writing,
reading comprehension, and com-
putation. Further, student per-
formance in these areas must be
assessed annually at least once in
grades four through six, at least
once in grades seven through nine,
and at least twice in grades ten and
eleven.

The proficiency standards
required by state law are minimum
standards, not ideal standards. In
helping as many students as pos-
sible attain these minimum stan-
dards, educators may lose sight
of the larger curricular scene and
allow minimum standards to
become dominant standards. This
handbook «~n help planners prevent
that fror . pening by assisting
them in developing a writing
program which meets not only the
minimum needs of students but also
their writing needs at more sophis-
ticated levels. One intent of the
legislation was to ensure that all
students attain at least a basic
ability to communicate in writing.
This handbook can help educational
planners design writing programs
which ensure that students learn to
write as well as they possibly can.

As pointed out earlier in this
handbook, properly scored writing

samples can reveal not only the
degree of proficiency in writing
attained by students but can also
reveal their specific areas of
strength and weakness in both
editing and composing. Since
student outcomes are what the law
focuses on, such information should
be of great importance to educators
who aré attempting to meet the
spirit of the law by improving their
instructional programs. Accordingly,
the use of writing samples for
determining students’ basic profi-
ciencies in writing is highly recom-
mended.

SUGGESTED ACTIVITIES TO ENHANCE
THE BROAD ASSZSSMENT OF STUDENT
WRITING

I. Plan and execute a schoolwide
pretest/post-test of student
writing, scored holistically, in
order to measure the degree of
improvement of student writing
at all grade levels.

2. Identify specific criteria to be
included in the assessment at
various grade levels and in each
subject area.

3. Provide staff development
workshops districtwide to train
teachiers to do holistic and analytic
scoring of student writing.

4. Have teachers develop a scoring
guide for each writing assess-
ment.

5. Include a writing sample in all
testing programs that are
designed to assess the writing
abilities of students.

(NOTE: For additional information on
making broad assessments of student
writing, sce the entries in the Selected
References for Charles Cooper and Lee
Odell (Evaluating Writing), Paul
Dicderich, Mel Grubb. Miles Myers,
Alan Purves, and the Department of Edu-
cation publications on assessment.)
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IV. Staff Developmént
in the Teaching of Writing

.

"It 100k me fifteen years to
discover that 1 had no alent for
wriing, but I couldn’t grve 1 up

because by thar time | was too
famous.”

" Bubers Bonghley

~

ERIC

Aruitoxt provided by Eic:

No writing program can be
complete or very effective without
staff development. Research findings
and new methods and materials

-regarding the teaching of writing

are being developed in such quan-
tities today that it is difficult
for staff members to stay abreast of
the findings and the changes.
Furthermore, relatively few teachers
received training in the teaching of
writing during their pre-service
education. Accordingly, appropriate
staff development programs are
necessary if efforts to improve
student writing are to be successful.
Important elements to consider
when establishing a staff develop-
ment program for the teaching of
writing include the following:

. The school staff should
participate in planning the
program in order to ensure
their sense of ownership of the
ultimate plan and to ensure
that the plan is designed to

#meet their genuine needs, that
the scheduling of staff devel-
opment efforts is agreed upon
by potential participants,
and that the sources of staff
development are respected and
supported.

2. Since the teaching of writing is
a complex matter, those who
plan the staff development
programs should design on-
going efforts which provide

. To the degree possible, staff

. Those who conduct staff

. The simple ‘passing of infor-

for the necessary periods of
time rather than single session
or “quick fix” approaches.

development efforts in the
teaching of writing should

occur during the regular /
working hours of teachers

rather than after school or on
weekends.

development programs in the
teaching of writing should be
trained for the task. The
programs they offer should be
grounded on research findings
and should provide teachers
with practical information as
to how to apply the findings
in their teaching.

mation about effective ways

to teach writing should

merely <be an early step in a

stqff development program in “I did not know what my

this area. To ensure.th_at own house was like,
teachers learn how to improve because | had never been
their teaching of writing and outside it.”

that such improvement leads

to improved student perfor-

mance in writing, it is imper-
ative that subsequent steps be
taken. Participating teachers
should:

a. Watch demonstrations of
the teaching of newly
acquired concepts and
approaches in the teaching
of writing.

Bernard Shaw
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No writing program can
be complzte or very
effective without staff
development.

b. Incorporate these conccpts
and approaches in fhaeir
own teaching, .

¢ Have opportunities to share
ideas in the teaching of
wrding with colleagues and
to learn from them.

d. Have informed and trusted
peers visit their classrooms
to ensure that they under-
stand the new concepts
and approaches and are
employing them effectively
in their own teaching,

. Teachers should have con-

veniently available to them

a professional library regarding
the teaching of writing.
(Teachers and librarians could
use the Selected References in
this handbook as a checklist
for determining the adequacy
of their libraries.) Furthermore,
procedures should be estab-
lished to ensure that the
library is kept up to date,
especially in terms of ongoing
research,,

. The staff development effort

should receive the obvious
support of district and school
site administrators.

. Efforts should be made to

enlist the support of the local
school district governing board
and the public for the staff
development program. It is
particularly important to
ensure that staff development
be considered important
enough so that part of the
staff’s professional time is
reserved for the program.

- Teachers should be. encouraged

to participate in professional

organizations, meetings,
workshops, and conferences
that are likely to enhance their
skills and knowledge regarding
the teaching of writing.

10. Administrators and other
nonteaching school staff
members should support staff
development efforts in the .
teaching of writing and, to the
degree possible, participate in
the program.

1. Teachers should receive staff
development in writing. They
should be encouraged to
engage frequently in the same
writing assignments they give
to their students. By doing so,
they serve as models, they
discover potential roadblocks
or unnecessary difficulties in
the wording of an assignment,
they become more aware of
what students go through i
when writing, and they become
more aware of the importance
of the content and not the
mere mechanics of written
expression.

Information may be found in the
appendix about statewide staff
development programs in California
that might be used by those who
wish to design in-service educgtion
programs at the local level. The
programs include the California
Federal Teacher Centers, the State
School Resource Centers, the
Professional Development and
Program Improvement Centers, and
the California Writing Project. The
programs are described in the
appendix, which also includes lists
of the centers and projects.
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V. Checklist

for Assessing a School’s Writing Program

The following/checklist is based
on the foregoing text. However,
further reading and the examination
of local programs for teaching
writing may encourage those who
decide to use this checklist to
augment it. Perforce, it is not
exhaustive. Neither is it intended as
a teacher evaluation instrument.

‘Readers should think of this
checklist as a tool for examining a
school’s overall program for
teaching students to write. It is

.intended to help those who are

concerned about the teaching of
writing at a school site to become
fully aware of the strengths and
weaknesses of the existing program

and the need for possible changes.
If improperly used, checklists can
be intimidating and ultimately
counter-productive. To avoid this
possible outcome, those who decide
to use this checklist are urged to
read all of the preceding text. They
might also consider readings from
the Selected References. Finally,
they might also consider establish-
ing a spirit of collegiality at
a school site level regarding the
assessment of the school’s writing
program. If a sense of ownership of
solutions to possible areas of need
can be established, the use of
assessment instruments, such as this
checklist, will be far less threatening.

I. Motivation for Students to Write

How effective is your writing program in providing for:

1 .
L. Schoolwide encouragement for teachers to engage
occasionally in the same writing assignments they ask

of their students?

“Where there is much desire
to learn, there of necessity
will be much arguing, much
writing, many opinions; for
opinion in good men is but
knowledge in the making.”
John Miion

Some-
what Very
Ineffec effec- Effec- effece

tive tive tive tive

« Opportunities for students to address topics appropriate
to their interests and levels of knowledge?

«» Pre-writing activities?

process that students do well?

« The avoidance of excessive attention to correctness early
in the process of teaching students to write?

4. Positive reactions by teachers to anything in the writing

« Opportunities for students to watch aduits engage in the

writing process?

Q
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II. The Writing Process
A. Pre-writing—the First Stage

How effective is your writing program in providing for:

1.

Time for students to reflect and to develop their
confidence and fluency?

Some-

what

Ineffec- effec-
tive tive

Effec:

tive

Very
effec-

tive

2.

Time for students to define an audience during the
pre-writing stage?

3.

A variety of pre-writing experiences, such as displays of
student work, brainstorming, clustering, dramatic
activities, field trips, interviewing, and the use of
audiovisual materials?

Opportunities for students to talk to each other and to
the teacher about their writing and their plans for
writing?

A classroom environment with sufficient space and
materials to stimulate writing activities?

B. Writing—One Stage in the Process

Writing to Develop Fluency

How effective is your writing program in providing for:

1.

Both individual and group writing activities?

Some-

what

Ineffec effec-
tive tive

Effec.

tive

Very
effec-

tive

2.

Oral language experiences as a precursor to writing,
especially for beginners and for language minority
students?

Occasional experiences that allow students to write
without having to be concerned about evaluation, editing,
or critiques?

Occasional writing experiences designed to promote
quantity of production quickly at a single sitting?

Opportunities for students to gain confidence in the value
and supply of their own ideas by writing in such forms
as stream-of-consciousness writing, sensory reporting,
diaries, journals, learning logs, and dialogues?

Occasional writing experiences in all curricular areas?

Q3
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II. The Writing Process— Continued

Some-
what
- . . o . ae Ineffec- effecs
How effective is your writing program in providing for: tive tive

7. Writing experiences for which students know they will be
the sole audience?

8. Opportunities for students-to dictate to another person
who records their first draft?

oge o . Som
Writing for an Audience what

. . , s g "Inef .
How effective is your writing program in providing for: "fi{:c' '}f{::

Opportunities for students to write for various audiences,
other than the teacher, including egocentric writing, such
as entries in journals and diaries?

Learning opportunities to help students realize the
importance of identifying their audiences before they
begin to write?

Opportunities to improve students’ sense of audience by
writing in various modes, such as letters (of complaint to
an editor, to friends and family, and so forth), essays,
reports, announcements, brief narratives and descriptions,
articles, plays, poems, biographies, autobiographies,
instructions, research papers, and news stories?

Opportunities to improve their sense of audience by
writing about the same subject in different forms, as
appropriate, to several different audiences?

Writing with Purpose Some.

! . . . . e 1 ffec-
How effective is your writing program in providing for: "r'.",{:o (l{:e

1. Opportunities for students to write for a variety of
purposes?

2. Opportunities for students to study various models of
writing which exemplify differing purposes for writing?

3. Encouragement for students to determine the purpose of
their writing during the pre-writing stage?

4. Encou}agement for students to reconsider during the
revision stage the purpose of what they have written?




II. The Writing Process— Continued

How effective is your writing program in providing for:

5. Assignments in which students are directed to determine
the author’s purpose in various reading selections?

Very
effec-

tive

6. Assignments in which students write to several different
audiences with a single purpose in mind and to a single
audience for varied purposes?

C. Responding—Reacting to What Was Written
How effective is your writing program in providing for:

1. Opportunities for students to help and support each other
by exchanging written and oral responses to their writing?

Very
effec-

tive

2. Class sessions during which the better sections of
students’ work is read aloud for the enjoyment and
enlightenment of the class and for purposes of illustrating
what constitutes better writing?

3. Encouragement for students to monitor their own writing

development through a periodic review of their papers?

4. Responses to student writing which focus on its content
before attention is directed to problems students may
have with the conventions of writing?

D. Revising—Reexamining What Was Written

How effective is your writing program in providing for:

1. Opportunities for students to revise papers based on the
responses of teachers, peers, or others before the papers
are formally evaluated?

Very
effec-

tive

2. Instruction in revision skills, such as adding detail and
omitting repetition?

3. Opportunities for reconsidering such matters as point of
view, tone, voice, and audience?

4. Practice with the four revision skills of addition, deletion,
substitution, and rearrangement.

Q0
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II. The Writing Pro/cm/—-/é(;ntinued

E. Editing—Refining What Was Written

Some-

what
. . . . . g0 Ineffec- effect Effec-
How effective is your writing program in providing for: tive tive tive

1. Opportunities for students and teachers to distinguish
between revision and editing?

2. Opportunities for students to learn to edit their work for
the conventions of writing, including grammar, usage,
capitalization, punctuation, spelling, paragraphing, and
proper manuscript format?

3. Opportunities for students to learn to edit their work for
errors in diction and syntax?

4. Opportunities for students to learn to understand that
editing is the final step in refining their papers?

F. Developing Skill with the Conventicns of Writing

Somte-

what
. . . . . Ineffec- eflec- Effec-
How effective is your writing program in providing for: tive tive tive

1. Learning opportunities regarding the conventions of
writing as the need arises during actual writing activities,
rather than isolating them and treating them as a
prerequisite to writing instruction?

The evaluation of students’ mastery of the conventions of
writing on the basis of their writing samples rather than
relying solely on objective tests covering thess
conventions?

Opportunities for students to explore the potential of the
English language and to experiment with a variety of
ways of correctly expressing their ideas?

Opportunities for students to present their work to a
group of peers for responses, with the option of revising
and correcting before submission for evaluation?

Early identification of students’ needs regarding the
conventions of writing?

ERI
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II. The Writing Process— Continued

G. Evaluating—Judging the Writing Constructively Some:
I - E,
How effective is your writing program in providing for: ":(././:‘\ ({./:: 2[.,.':. tive

« Self-evaluation at each stage in the composing process?

+ Strategies that will preparc studeats to evaluate their
own writing?

o Peer evaluation of each student’s writing?

writing of their peers?

o+ The determination of the purpose of an evaluation effort?

1
2
3
4. Training to enable students to evaluate effectively the
S
6

o The selection of the most appropriate means for
conducting an evaluation, such as holistic, analytical, or
primary trait scoring,

7. Policies that reflect consistent and regular assessment of
varied writing tasks?

8. The use of student writing samples as a primary means
of evaluating their writing?

9. Teacher staff development in the evaluation of student \
writing?
- o, 0 —— . . o, 0 s
H. Post-writing—Realizing the Importance of Writing ome- ) Very
I - . .
How effective is your writing program in providing for: ":(i/v/:b ({./:: {:f»(: ({./::

1. The publication of student writing in all curriculum areas
in class or school magazines, newspapers, or books?

2. Frequent schoolwide recognition of sucessful writing by
students at all ability levels through public displays,
interclass or interschool exchanges, awards, and
assemblies?

3. Opportunities for students to receive responses from
audiences other than the teacher?

4, Opportunities fer students to enter school, district,
community, and national writing competitions?




II. The Writing Process—Continued

Some

what Very
1 . £ .
How effective is your writing program in providing for: n:.{l:o ({{.‘: {.{T (}({'::'
5. Opportunities for students to write and mail letters to
friends, relatives, companies, editors, celebrities, political
figures, and other audiences?
III. Implementing a Schoolwide Writing Program
A. General Considerations for a Schoolwide Writing Program Some- Yy
Lo, .. . L g Ineffec-  effec- Effec- /fec-
How effective is your writing program in providing for: tive tive tive tive
1. The preparation of a written plan for a schoolwide
writing program?
2. Schoolwide agreement on the objectives for teaching’
writing?
3. Schoolwide agreement that writing is an important tool
for learning in all subjects?
4. Schoolwide agreement that teachers in all content areas” “

at the secondary level have responsibilities to assist with
the teaching of writing?

5. The encouragement of student writing in all subject areas
at the elementary school level?

« The clarification of the purposes and methods for
evaluating writing in all content areas?

o In-service education programs on the teaching of writing
for all teachers?

7. Adequate time for writing in all content areas?

o The involvement of school administrators in the writing
program?

10. Activities designed to help beginners make the transition
from oral to written language?

ll. Activities designed to elicit student writing in each of ihe
specific subject matter areas included in the school’s
curriculum?
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III. Implementing a Schoolwide Writing Program— Continued

B. Standards and Expectations for Student Writing Some Pery
., tn . . Ineffec effec- Elfec- effec-
How effective is your writiig program in providing for: tive tive tive Live

1. The establishment of schooiwide standards regarding.the
quality of student writing and homework involving
writing?

« Opportunities that will enable students and parents to
become aware of these adopted standards?

« The establishment of grading policies regarding student
work that is in accord with these standards?

3. Uniform schoolwide application of these standards?

« A schoolwide effort to help college-bound students gain
the writing skills they need?

C. Teaching Writing to Language Minority Students

Some-
. . oo . . what Very
How effective is your wriling program in encouraging Inefec effec- Effec- effee
schoolwide efforts in the following: tive tive tive live

1. Determining the levels of proficiency that language
minority students have in both their dominant language
and in English?

2. Helping language minority students develop skills with
the basic features of their dominant language before they
are required to write?

3. Development of “basic English” skills of language
minority students before requiring them to write in
English? (See page 31 for a definition of “basic English.”)

4, Encouragement for students who have not yet attained
facility with “basic English,” but who have attained
facility with the basic features of their dominant
language, to learn about and make use of the stages in
the writing process by writing in their dominant language
initially”?

5. Encouragement of students who have begun to attain
facility with “basic English” to transfer the skills they
have learned and to begin to write in English?




II. Implementing a Schoolwide Writing Program— Continued

How effective is your writing program in encouraging
schoolwidz efforts in the following:

6.

Provision for appropriate staff development for those
who are responsible for helping language minority
students learn to write in English?

Some kY ¥
what bery
Ineffec effec- Effec. effec-

tive tive tive tive

Development of appropriate attitudes and behaviors on
the part of all who work with language minority
students?

Avoidance of any belittling of students’ dominant
language, dialect, or culture?

Extensive pre-writing activities and smal! group work for

-language minority students?

Extensive oral language activitiesefor language minority

students? |

IV.

Staff Development in. the Teaching of Writing

How effective is your writing program in providing for:

1.

Pa.ticipation by school staff members in planning and
implementing a staff development program in the
teaching of writing?

Some
what Very
Ineffec effece Effece effec:

tive tive tive tive

Staff devclopmcnt'programs which are ongoing?

Staff development programs which occur during the
regular teaching day rather than during off-duty time?

The adequacy of staff development trainers in the area of
writing?

Opportunities for participating teachers to experience
demonstration teaching, to share ideas with colleagues,
and to receive classroom visits and coaching from
informed and trusted peers to ensure that they are using
newly acquired skills and knowledge in their teaching?

A piofessional library on the teaching of writing?
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IV. Staff Development in the Teaching of Writing — Continued

Some-
what Very

. . . . . Ineffec- effec- Effec- effec-
How effective is your wriling program in providing for: tive tive tive tive

7. Adequate support for staff development in the teaching
of writing by district and school site administrators, the
school board, and the public?

Encouragement for teachers of writing to participate in
appropriate professional organizations, workshops, and
conferences? ’

The involvement of administrators and other non-
teaching staff members in staff development efforts to
improve student writing? -

Appropriate staff
development programs are
necessary if efforts to
improve student writing
are (o be successful.
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APPENDIX A (

How to Help Youf Child |
Become a Bettgr Writer

Suggestions for Parents from the National Council of Teachers of English

(Reprnimied by Pernussion)

Dear Parent:

We're pleased you want to know
how to help the NCTE effort to
improve the writing of young people.
Parents and teachers working together
are the best means for assuring that
children and youth will become skillful
writers.

Because the situation in every home
is different, we can't say when tht best
time is to pursue each of the following
suggestions. in any case, please be

aware that writing skill develops slowly.

For some, it comes early; for others it
comes late. Occasionally, a child's skill
may even seem to go backwards.
Nonetheless, 'with your help and
encouragement, the child will certainly
progress.

The members of the National
Council of Teachers of English
welcome your involvement in your
child’s education in writing. We hope
you will enjoy following these
suggestions for helping your child
become a better writer, both at home
and at school,

Things to Do at Home

1. Build a climate of words at home.
Go places and see things with
your child; then talk about what

- has been seen, heard, smelled,
tasted, touched. The basis of good
writing is good talk, and younger
children especially grow into
stronger control of language when
loving adults—particularly

parents—share experiences and
rich talk about those experiences™

. Let children see you write often.

You're both a model and a
teacher. If children never sce
adults write, they gain an impres-
sion that writing occu.s only at
school. What you do is as
important as what you say. Have
children see you writing notes to
friends, letters to business firms,
perhaps stories to share with the
children. From'time to time, read
aloud what you have written and
ask the children their opinion of
what you've said. If it’s not
perfect, so much the better.
Making changes in what you write
confirms for the child that
revision is a natural part of
writing, which it is.

. Be as helpful as you can in

helping children write. Talk
through their ideas with them;
help them discover what they
want to say. When they ask for
help with spelling, punctuation,
and usage, supply that help. Your
most effective role is not as a
critic but as a helper. Rejoice in
effort, delight in ideas, and resist
the ‘temptation to be critical.

. Provide a suitable place for

children to write. A quiet corner
is best, the child’s own place, if
possible. If not, any flat surface

> ooy
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Your most effective role is
not as a critic but as
a helper.

N
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Praise the child’s efforts

at writing.

with elbow room, a comfortable
chair, and a good light will do.

- Give, and encourage others to give,

the child gifts agsociated with writing:

-pens of seveal kinds

-pencils of appropriate size and
hardness

-a desk Jamp

-pads of paper, stationery, and
envelopes —even stamps

-a booklet for a diary or daily
journal (Make sure that the
booklet is the child’s private
property; when children want to
share, they will.)

-a dictionary appropriate to the
child’s age and needs. Most
dictionary use is for checking

- spelling, but a good dictionary

contains fascinating information
on word origins, synony¥s,
pronunciation, and so for\h.

-a thesaurus for older childrig.
This will help in the search fo
the “right” word.

-a typewriter, even a battered
portable will do, allowing for
occasional public messages, like
neighborhood newspapers, play
scripts

-erasers or “white-out” liquid for
correcting errors that the child
wants to repair without
rewriting,

. Encourage (but do not demand)

frequent writing. Be patient wi'a
reluctance to write. “I have
nothing to say” is a perfect
excuse. Recognize that the desire
to write i1s a sometime thiny.
There will be times when a child
“burns” to write, others when the

need is cool. But frequency of

writing is important to develop
the habit of writing.

. Praise the child’s efforts at

writing. Forget what happened to
you in school, and resist the
tendency to focus on errors of
spelling, punctuation, and other
mechanical parts of writing.
Emphasize the child’s successes.
For every error the child makes,
there are dozens of things he or
she has done well.

4
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8. Share letters from friends and

relatives. Treat such letters as
special events. Urge relatives and
friends to write notes and letters
to the child, no matter how brief.
Writing is especially rewarding
when the child gets a response.
When thank you notes are in
order, after a holiday especially,
sit with the child and write your
own notes at the same time,
Writing ten letters (for ten gifts) is
a heavy burden for the child;
space the work and be supportive,

. Encourage the child to write away

for information, free samples,
travel brochures. For a great
many suggestions about where to
write and how to write, purchase
a copy of the helpful U.S. Postal
Service booklet, All About Letters
(available from NCTE @ $1.50
per copy).

. Be alert to occasions when the

child can be involved in writing.
For example, helping with grocery
lists; adding notes at the end of
parents’ letters; sending holiday
and birthday cards; taking down
telephone messages; writing notes
to friends; helping plan trips by
writing for information; drafting
notes to school for parental
signature; writing notes to letter
carriers and other service persons;
preparing invitations to family
get-togethers,

Writing for real purposes is
rewarding, and the daily activities
of families present many oppor-
tunities for purposeful writing.
Involving your child may take
some coaxing, but it will be worth
your patient effort.

Things to Do for School
Writing Programs

. Ask to see the child’s writing,

either the writing brought home
or the writing kept in folders at
school. Encourage the use of
writing folders, both at home and
at school. Most writing should be
kept, not thrown away. Folders
arc important means for helping

5""1
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both teachers and children see
progress in writing skill.

. Be affirmative about the child’s
efforts in school writing. Recog-
nize that for every error a child
makes, he or she will do many
things right. Applaud the good
things you see. The willingness,
to write is fragile. Your opti-
mistic attitude toward the child’s
efforts is vital to strengthening
the writing habit.

. Be primarily interested in the
content, not the mechanics of
expression. It’s easy for many
adults to spot misspellings, faulty
word usage, and shaky punctua-
tion. Perfection in these escapes
most adults, so don’t demand it
of children. Sometimes teachers—
for these same reasons—will
mark only a few mechanical
errors, leaving others for another
time. What matters most in
writing is words, sentences, and
ideas. Perfection in mechanics
develops slowly. Be patient.

. Find out if children are given
writing instruction and practice in
writing on a regular basis. Daily
writing is the ideal; once a week
is not often enough. If classes are
too large in your school, under-
stand that it may not be possible
for teachers to ask for as much
writing practice as they or you
would like. Insist on smaller
classes—no more than 25 in
elementary schools and no more
than four classes of 25 for sec-
ondary school English teachers.

. Ask if every teacher is involved in
helping youngsters write better.
Work sheets, blank filling exer-
cises, multiple choice tests, and
similar materials are somecames
used to avoid having children
write. If children and youth are
not being asked to write sentences
and paragraphs about science,
history, geography, and the other
school subjects, they are not being
helped to become better writers.
All teachers have responsibility to

help children improve their writing
skills.

. See if youngsters are being asked

to write in a variety of forms
(letters, essays, stories, etc.) for a
variety of purposes (to inform,
persuade, describe, etc.) and for a
variety of audiences (other stu-
dents, teachers, friends, strangers,
relatives, business firms). Each
form, puipose, and audience
demands differences of style, tone,
approach, and choice of words. A
wide variety of writing experiences
is critical to developing effective
writing,

. Check to see if there is continuing

contact with the imaginative
writing of skilled authors. While
it's true we learn to write by
writing, we also learn to write by
reading. The works of talented
authors should be studied not
only for ideas but also for the
writing skills involved. Good
literature is an essential part of
any effective writing program.

. Watch out for “the grammar

trap.” Som= people may try to
persuade ,ou that a full under-
standing of English grammar is
needed before students can express
themselves well. Some knowledge
of grammar /s useful, but too
much time spent on the study of
grammar steals time from the

Be primarily interested in
the content, not the
mechanics of expression.




" By becoming an active
participant in your child’s
education as a writer, you

will serve not only your

child but other children
and youth as well,

study of writing. Time is much
better spent in writing and
conferring with the teacher or
other students about each attempt
to communicate in writing.

. Encourage administrators to see

that teachers of writing have
plenty ‘of supplies—writing paper,
teaching materials, duplicating and
copying machines, dictionaries,
books about writing, and class-
room libraries of good books.

. Work through your PTA and

your school board to make
writing a high priority. Learn
about writing and the ways
youngsters learn to write. Encour-
age publication of good student
writing in school newspapers,
literary journals, local news-
papers, and magazines. See that
the high school’s best writers are

entered into the NCTE
Achievement Awards in Writing
Program or the Scholastic Writing
Awards or other writing contests. -
Let everyone know that writing
matters to you. .

By becoming an active participant in
your child’s education as a writer, you
will serve not only your child but other
children and youth as well. You have
an important role to play, and we
encourage your involvement.

For additional copies of this bro-
chure, send requests prepaid to the
NCTE Order Department, 1111 Kenyon
Road, Urbana, IL 61801. Up to 14,
free; 15—99, $.05 each; 100 or more,
$4.50 per hundred. Parents and
teachers are encouraged to make copies
for use with local groups. The brochure
is also available in Spanish from
NCTE.

“A sentence should contain no unnecessary words, a paragraphno
unnecessary sentences, for the same reason that a drawing should
have no unnecessary lines and a machine no unnecessary parts.”

William Strunk, Jr.




APPENDIX B

The California Writing Project

t

With the help of the California State
Department of Education, the Bay
Area Writing Project, which was begun

Berkeley, has been expanded during the
last few years and has become known
as the California Writing Project. A
distinctive feature of this project is the
collaboration it has fostered among
disparate participating agencies.

The projects that 'make up the Cali-
fornia Writing Project have enjoyed the
support, joint planning, and involve-
ment of equcators from school districts,
offices of fcounty superintendents of
schools, the State Department of
Education, community colleges, and
public and private colleges and
universities. Instead of haggling over
where to place blame for the problem
of poor writing by students,
representatives of these various
educational organizations have engaged
in wholesome dialogue, have established
working relationships. and have
cooperatively established these new
writing projects. Funding for this effort
has come from various sources,
including the National Endowment for
the Humanities, ESEA Title IV-C, and
the universities, school districts, and
offices of county superintendents of
schools that have been involved.

Central to these projects is the
selection and training of cadres of
teachers of writing. Those teachers then
serve as in-service education leaders
and change agents in their own and
other schools and institutions of higher
education. Annually at each project

Q
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center, approximately 25 carefully
selected instructors, from the elementary
through the university levels, spend six

in 1974 by the University of California, - weeks during the summer as University

Fellows. They are intensively trained to
teach effectively the composing process.to
students and also to their peers.

During the subsequent year they
continue with their regular teaching but
then become known as teacher con-
sultants. Project personnel negotiate
with the employers of the-teacher
consultants to obtain the occasional
release of the consultants to conduct
in-service education programs.

Since the inception of the project,
several hundred educators have received
summer training. They, in turn, have
provided in-service education for
hundreds of others whose new knowl-
edge has enabled them to improve
their teaching of the composing
process. .

General information about the
California Writing Project may be
secured from:

Insiructional Services Seclion

California State Department of Education
721 Capitol Mall

Sacramento, CA 95814

Telephone: (916) 322-3284

At the time this handbook went to
press, the following projects composed
the California Writing Project:

Area Il Writing Project

English Department, Sproul Hall
University of California, Davis
Davis, CA 95616

(916) 752-8394 or 2257 (Msg.)

<D
<

The Bay Area Writing
Project “. .. appears to

be

the best large scale effort

to improve composition
instruction now in

operation in this country,
and certainly is the best
on which substantial data

are available.”

Mrchael Scrnven
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Instead of haggling over
where to place blame for
. the problem of poor
writing by students,
representatives of these
various educational
organizations have
engaged in wholesome
dialogue, have established
working relationships, and
have cooperatively
established these new
writing projects.

California State Untversity, Northridge
Writing Project

Department of English

California State University

18111 Nordhoff

Northridge, CA 91330

(213) 885-3431

California Writing Project, UC-Irvine
University Extension

University of California, Irvine

P.O. Box AZ

Irvine, CA 92716

(714) 833-5192

Central California Writing Project
Oakes College

University of California, Santa Cruz -
Santa Cruz, CA 95064

(408) 429-4047 or 2813 (Msg.)

Central Coast Writing Project

English Department

California Polytechnic State University
San Luis Obispo, CA 93407

(805) 546-2596

Inland Area Writng Project
Department of English
California State University
5500 State College Parkway
San Bernardino, CA 92408
(714) 887-7472 or 7446 (Msg)

English Department
University of California, Riverside
Riverside, CA 92521

(714) 787-5238 or 5228

Kern/ Eastern Sierra Writing Project
School of Education

California State College

900! Stockdale Highway
Bakersfield, CA 93309

(805) 833-2219

North Bay Area Wriung Project
Sonoma Statg- University
Rohnert Park, CA 94928

(707) 664-2140

~
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Northern California Writing Progect
Department of English :
California State University

Chico, CA 95926

(916) 895-5124/5840

Redwood Writing Project

- Humboldt State University

School of Creative Arts and Humanities
rcata, CA 95521
(Y07) 826-3174 or 3758 (Msg.)

Sqn Diego Area Writing Project
quversily of Californta, San Diego
D-009

La'Jolla, CA 92093
(714) 452-2576

San Joaquin Valley Writing Project
Department of English

California State University, Fresno
Fresno, CA 93740

(209) 487-2588 or 2553 (Msg.)

South Basin Writing Project

California State University, Long Beach
English 'Department

1250 Bellflower Blvd,

Long Beach, CA 90840

(213) 498-4211 or 4223

South Bay Area Wriung Project
San Jose State University
English Department

" San Jose, CA 95192
(408) 277-2817 Business

South Coast Writing Project

English Department

University of California, Santa Barbara
Santa Barbara, CA 93106

(805) 961-3218 or 4422

UCLA/Santa Monica College/California
Wruing Project

Department of English

University” of California

Los Angeles, CA 90024

(213) 825-8143

English Department
Santa Monica College "
1990 Pico Blvd.

‘Santa Monica, CA 90405
(213) 450-5150

University of California, Berkeley/Bay Area
Wrauting Project

School of Education

Tolman Hall

University of California

Berkeley, CA 94720

(415) 642-0963

6




APPENDIX C

4

California Federal Teacher Centers

Through a competitive grant process,
the Federal Teacher Center Program
makes grants to local educational
agencies or institutions of higher
education to assist them in planning,
establishing, and operating teacher
centers. A teacher center is a site which
serves teachers from the public and
nonpublic schools of a state or from an
area or community within a state.
Teachers, with the assistance of such
consultants and experts as may be
necessary, develop and produce cur-
ricula, utilize research findings, and
provide’ training to improve the skills
of other teachers to enable them to
better meet the educational needs of
their students.

The people to be served by a teacher
center are determined by the governing
body, the teacher center policy board,
and may include all school personnel,
elementary and secondary school
students, parents, teachers who are
unemployed, former teachers employed
in other capacities who intend to return
to teaching, and intern teachers
assigned to teach in a school where the
teachers are being served by a teacher
center. In 1980-81 federal teacher
centers were in operation in the
follewing locations in California:

Berkeley Federal Teacher Center
1720 Oregon

Berkeley, CA 94703

(415) 644-6274

Laguna Salada/Jefferson Federal Teacher
Center

375 Reina del Mar

Pacifica, CA 94044

(415) 359-7854

Marin Teacher Learning Cooperative
111 Las Gallinas

San Rafael, CA 94903

(415) 472-4110

San Fernando Valley Federal Teacher
Center

CSU Northridge, Department of Education
Lanai Road School

4241 Lanai Road

Encino, CA 91436

(213) 990-4867

San Francisco Federal Teacher Center
135 Van Ness Avenue

San Francisco, CA 94102

(415) 665-9490

Santa Clara Federal Teacher Center
100 Skyport Drive

San Jose, CA 95110

(408) 299-4885

West Orange County Federal Teacher
Center

5201 Bolsa

Huntington Beach, CA 92647

(714) 665-949%0

Yrs
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Personnel at these centers
help local school staff to
determine their in-service
education needs and then
assist them to plan,
implement  1d evaluate

th  local staff
development programs.

APPENDIX D

School Resource Centers
Established Under Assembly Bill 551, Article 2

‘Deciding that preservice education
does not fully prepare teachers and
other school staff to meet the diverse
ard changing needs of students, the
California Legislature in 1977 enacted
Assembly Bill 551, which established
the State School Resource Center
Program. The centers established under
this program facilitate the development
of in-service education programs that
are designed by the local school staffs
to meet their particular needs. Upon
request, personnel at these centers help
local school staffs to determine their
in-service education needs and then
assist them to plan, implement, and
evaluate their local staff development
programs.

Eligible participants for local staff
development activities include all
persons who work directly on a regular
basis with students, including teachers,

administrators, pupil services employees,

paraprofessionals, and volunteers. In
1980-81 state school resource centers
were in operation in the following
locations in California:

Alameda County Schools Office
685 A Street

Hayward, CA 94541

(415) 881-6234

Claremont Unified School Distnict,
2080 North Mountain

Claremont, CA 91711

(714) 624-9041

Imperial County Schools Office
Education Center

155 S, 11th Street )

El Centro, CA 92243

Kings County Schools Office
Kings County Government Center

Hanford, CA 93230 b‘
<)

(209) 584-144]

Los Angeles County Schools Office
9300 East Imperial Highway
Downey, CA 90242

(213) 922-6365

Merced County Schools Office
632 West 13th Street

Merced, CA 95340

(209) 723-2031

Riverside County Schools Office
P.O. Box §o8

Riverside, CA 92502

(714) 787-2292

San Joaquin County Schools Office
222 East Weber Avenue, Room 407
Stockton, CA 95220

(209) 944-2684

Solano County Schools Office
655 Washington Street
Fairfield, CA 94553

(707) 429-6646

Sonoma County Schools Office

"2555 Mendocino Avenue, Room I1E

Santa Rosa, CA 95401
(707) 527-2171

Tehama County Schools Office
P.O. Box 810

Red Bluff, CA 96080

(916) 527-5811

Vallejo Unified School District
211 Vvalle Vista

Vallejo, CA 94590

(707) 643-2531

Ventura County Schools Office
535 East Main Street

Ventura, CA 93009

(805) 654-2164
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APPENDIX E

Professional Development and -

Program Improvement Centers (PDPICs)

The Professional Development and
Program Improvement Centers provide
a comprehensive program of in-service
training to strengthen the instructional
and supervisory skills of teachers,
administrators, and aides, kindergarten
through grade twelve. This in-service
training is primarily in the areas of
reading and mathematics, and it is
focused on skills in diagnosing learning
disabilitie$ and developing corrective
methods of instruction.

The PDPICs also include a program
for the principal and other school admin-
istrauve personnel designed to improve’
their supervision of the teaching leaining
process. Additionally, the PDPICs
serve as incentives to local educational
associations to integrate all other local,
federal, and state money resources
related to teacher and administrator
in-service training. The state money
allocated is matched by an actual
dollar commitment from LEAs and
county offices. This requirement
facilitates integration of existing staff
development programs and further
supports the improvement of the
educational achievement of students
enrolled in both categorical aid and
regular programs.

Further information about these
centers, which are listed below, may be
obtained by contacting the Office of
Staff Development, California State
Department of Education, 721 Capitol
Mall, Sacramento, CA 95814, telephone
(916) 322-5537:

Butte County Schools Office
P.O. Box 397

Durham, CA 95938

(916) 895-1501

Humboldt County Schools Office
901 Myrtie Avenue

Eurcka, CA 95501]

(707) 445-5411

Lake County Schools Office
1152 South Main

Lakeport, CA 95453

(707) 263-308¢

Long Beach Unified 3chool District
2335 Webster Avenue

Long Beach, CA 90813

(213) 426-3986

Napa County Schools Office
4032 Maher Street

Napa, CA 94558

(707) 224-315}

Orange County Schools Office
1300° South Grand Avenue
Santa Ana, CA 92711

(714) 552-5011

Placentia Unified School District
1301 East Orangethorpe Avenue
Placertia, CA 92670

(714) 524-4376

Placer County Schools Office
1230 High Street

A .burn, CA 95603

(916) 823-6222

Rowlaad Unified School District
1830 Nogales Street

Rowland Heights, CA 91748
(213) 965-2541

San Diego Unified School District
4100 Normal Strect

San Diego, CA 92103

(714) 293-8264

San Juan Unified School Distrnict
3738 Wwalnut Avenue
Carnuchael, CA 95608

(916) 944-3614

PDPICs provide a
comprehensive program
of in-service training

to strengthen the
instructional and
supervisory skills of
teachers, administrators,
and aides.




San Luis Obispo County Schools Office
2156 Sierra Way

San Luis Obispo, CA 93401

(805) 543-7732

‘fehama County Schools Office
1135 Lincoln Street

P.O. Box 840

Red Bluff, CA 96080

(916) 527-5811

Upland School District
9G4 West Ninth Street
Upland, CA 91786
(714) 985-1864

'

Vallejo Unified Schoo! District
211 Valle Vista

Vallejo, CA 94590

(707) 643-253}

Ventura County Schools Office
535 East Main Street

Ventura, CA 93009

(805) 654-2749

Visalia Unified School District
315 East Acequia Street
Visalia, CA 93277

(209) 625-6774
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A great decal has been published
regarding the teaching of writing,
especially during recent years. However,
or’ tt se books and periodicals that
are o &l in the text and that are
particuarly pertinent to the content of
this handbook appear here. Many
noteworthy publications on the subject
are not listed, but only because they
did not seem immediately appropriate
for the handbook's purposes. Selected
publications of the California State
Department of Education, including
those cited in the text, are listed on
page 61.

Books

Applebee, Arthur, The Child's Concepr of
Story: Ages Two to Seventeen. Chicago:
University of Chicago Press, 1978,

Applcbee, Arthur. Writing mn the Secondary
School: Enghsh and the Content Areas.
Urbana, Iil.: National Council of T'tachers
of English, 1981,

Berthoff, Ann E. Fornung-Thinking- Writing:
The Composing Imagmanion Rochelle Park,
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Counell of Teachers of Enghsh, 1963,
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London. Macmillan Publishing Co.. Inc.,
1975.
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Mapping the Wriing Journey. Berkeley:
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1978.
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Most recently, researchers
have been focusing more
on the process of writing
itself and less on teacher
behavior and writing as a

Jinished product.
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An effective writing
program builds on
students’ interests and on
their reading and ora!
language experiences.
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University of California, Berkeley, 1979,

Ebbitt, Wilma R., and David R. Ebbitt.
Writer's Guide and Index 10 English (Sixth
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Publications, Inc., 1979.

Friss. Dick. Writing Class: Teacher and
Students Writing Together. Berkeley: Bay
Arca Writing Project, University of .
Califormia, Berkeley, 1980.

Garrison, Roger. How a Writer Works:
Through the Composing Process. San
Francisco: Harper and Row. 1981,

Gibson, Walker. Tough, Sweet, and Stuffy:
An Essav_on Modern American Prose
Sniles. Bloomington: Indiana University
Press, 1966. .

Gottesman, Juha M. Peer Teachmg: Partner
Learning and Small Group lLearming.
Downey, Calif.- Office of the Los Angeles
County Supenintendent of Schonls, 1981,

Graves, Donald. Balance the Basics: et
Them Wrue. New York: Ford Foundation,
1978.

.

6

ot}

‘

Graves, Richard. Rhetoric and Composition.
A Sourcebook for Teachers. Rochelle Pa-v,
N.J.: Hayden Book Co., 1976.

Gray, Stephanie, and Catharine Keech.
Writing from Givéie Information. Berkeley:
Bay Arca Wrinng Project, University of
California, Berkeley. 1980,

Griffith, Marlenc. Writing for the
Inexperienced Writer: Fluency— Shape—
Correciness. Berkeley: Bay Arca Writing
Project. University of California, Berkeley,
1979.

Grubb, Mel. Using Holistic Evaluation.
Encino, Calif.: Glencoe Publishing Co.. Inc.,
1981.

Hailey, Jack. Teaching Writing, K—8.
Berkeley: School of Education, University
of California, 1978.

Hatfield, Wilbur W, An Experience
Curriculum in English. A Report of the
Curriculum Commission, National Council
of Teachers of English. New York: D.
Appleton-Century Co., 1935.

Hawkins, Thom. Group Inquiry Techniques
Jor Teaching Writing. Urbana, Ill.: National
Council of Teachers of English, 1976,

Healy. Mary K. Using Siudemt Writing
Response Groups in the Classroom.
Berkeley: Bay Arca Writing Project,
University of California, Berkeley, 1980.

Herman, Jerry. The Tutor and the Writing
Student: A Case Study. Berkeley: Bay Area
Writing Project, University of California.
Berkeley, 1979,

Holbrook. David. English for the Rejected.
Cambridge: Cambridge University Press,
1965.

Judy, Stephen N., and Susan J. Judy. An
Introducton 10 the Teaching of Wruing.
New York: John Wiley & Sons, Ine., 1981,

Kinneavy, James L. A Theory of Discourse.
New York: W. W. Norton. 1980.

Koch, Carl. and James M. Brasl. Strategres
for Teaching the Composition Process.
Urbana, 1l.: Natienal Council of Teachers
of English, 1978. :

Krashen, Stephen. Second Language
Acquasinon and Second Language Lrarning.
Elmsford, N.Y.: Pergamon Press, Inc.. 1981,

Lanham, Richard. Rewvising Prose. New
York. Charles Scribner’s Sons. 1979.

Larson, Richard I.. Cluldren and Wring in
the Elementary School: Theories and
Techmgues. New York. Oxford University
Press, 1975,

K]




Loban, Walter Language Development
Kmdergarten Jhrough Grade Twelve,
Urbana, 1l ; Natonal Council of leachers
of Englsh, 1976.

Macrorie, Ken. Upraught. Rochelle Park,
N.J.: Hayden Book Co.. Inc.. 1970.

A Mamual of Staie (Twelfth edinon,
revised). Chicago: The University of
Chicago Press, 1969.

Marland, Michael. Language Across the
Curriculum. Exeter, N.H.. Heinemann
Educational Books. Inc.. 1977.

Martin, Nancy, and others. Writing and
Learming Across the Curricudum 1i-16.
London. Ward l.och Educational, 1976,

Mecllon, John C, Transformational
Sentence-Combimng: A, Method for
Enhanang the Development of Symacti
Fluencv in English Compoviion, NCI1E
Rescarch Report No. 10 Urbana, I
National Council of Techers of English,
1969.

Moffett, James. Teaching the Unmiverse of
Duscourse. Boston, Houghton Mifflin Co..
196%.

Moffett, James, and Betty Jane Wagner.
Student-C entered Language Arts and
Reading, K—13: A Handbook for Teachers.
Boston. Houghton Miffin Co.. 1976,

Muller, Herbert J. The Uses of Enghsh:
Grades for the Teaching of Enghsh Jrom
the Anglo-Amertcan Conforence at

* Dartmouth College. New York: Holt,
Rinchart and Winston, Ine.. 1967,

Murtay, Donald. A Hruer Teaches Wrimng.
Boston: Houghton Mifflin Co.. 1968.

Myers, Miles. A Procedure for Briung
Assessment and Holisue Scoring Urbana,
Hl.: Nauonal Councll of Teachers of
English, 1980.

O'Hare, Frank. Semtence-Cominming:
Improving Studemt Wrinng Withowt Formal
Grammar Instruction. Urbana, 1l National
Council of Teachers of Enghsh, 1973

Popham, Rae Jeanc, and Janet Zarem
Improving Basic Wrinng Shills 1.os
Angeles: Instiuctional Objectives Exchange.
1978.

Purves. Alan, and others. Common Seme
in Tesung tm Enghsh, Urbana, . National
Council of Teachers of Enghsh, 1975,

Research on Composing Points of
Departure. Edited by Charles R.<Cooper
and Lee Odell, Urbana, 111 Natpnal
Councii of Teuchers of Englsh, 1978

v

Q

RIC

Aruitoxt provided by Eic:

Schooling and Language Mmornn Students.
A Theoretial Framework  Los Angeles,
Evaluation, Dissemination, and Assessment
Center, Califorma State Unnveraty, Los
Angeles, 1981.

Shaughnessy, Mina P. Errors and
Expectanons. A Guide for the Teachers of
Basic Wriing. New York: Oxford
Unnersity Press, 1977,

Sherwin, Stephen J. Four Problems m
Teaching Englnh. A Cringue of Research.
Scranton, Penn.: International Textbook
Co.. 1969.

Siegel, Gail, and others  Sequences in
Wring, Grades K 13 Berkeley. Bay Area
Wnting Project. University of Califorma,
Berkeley, 1981.

Skutnabb-Kangas, Tove Language in the
Process of Cultural Assinulation and
Structural Ine orporation of Linguistic
Minorities Rosslyn, Va . National
Cleartnghouse for Bilingual Education. 1979,

Stanford, Gene, 2nd others. Ciaa.room
Pracuces in Teaching English, 1979-80. How
1o Handle the Paper Load. Urbana, ‘.
National Counerl of Teachers of English,
1979,

Strong, Wilham. Sentence Combiung and
Paragrapht Builaing New York: Random
House, Inc.. 1981.

Strunk, Wilham, Jr, and E. B. White. The
Flements of Stvle (Third edition). New
York: Macmillan Publishing Co.. Inc; 1979.

Thoms, Eleanor W. Lueracy for America’s
Spanush-Speaking Children. Newark, N.J.:
Intemational Reading Association, 1976.

Tiedt, Ins M., and Sidney W. Tiedt.
Comtempaorary English -t the Elementary
School (Second edition). Faglewood Chiffs,
N.J. Prentice-Hall, Inc., 1975,

Universiy of Califorma Us-'ergraduate
Admussion Packer 1982-83  derkeley: Office
of the Assistant Viee President - Student
Academic Serviees, Systemwide
Administration, Universiti of Cahfornia,
1981.

Van Nostrand, A. D., and others. Functional
Wriing. Boston, Mass.. Houghton Mifflin
Co.. 1977,

Vygotsky. Lev. Thought and Language.
Cambndge, Mass.: Massachusetts Institute
of Technology Press, 1962.

Weaver, Constance Grammar for Teachers:
Perspei ives and Defimnions Urbana, 111,
Nauonal Council of Teachers of English,
1979

()]

&)

An effective writing
program lreals writing as
a process, a concept
which regards the act of
writing as an interrelated
series of creative activities.
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writing. "

Benjarun Frank hn
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“The limits of my language are the limits of my world.”

\

Ludwik Wittgenstein
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Selected Publications of the
Department of Education

The Handbook for Planning an Effective Writing Program is onc of approximately
450 publications that are available from the California State Department of Education.
The Department's publications cited in this handbook and others that the readers may
find helpful in their work follow:

Ans for the Gifted and Talented, Grades 1--6 (1981) $2.75
Assessment of Writing Performance of California High School Seniors (1977) 2.75+%
Bilingual Program, Policy. and Assessment Issues (1980) 3.25
California Private School Directory 5.00
Caltfornia Public School Directory 12.50
Cahfornia Public Schools Selected Statistics 1.50
California’s Demonstration Programs in Reading and Mathcmatics (1980) 2.00
Discussion Guide fer the California School Improvement Program (1978) 1.50t}
District Master Plan for School Improvement (1979) 1.50}

Education of Gifted and Talented Pupils (1979) 2.50

Elementary Program Review Handbook (1981) 1.50*%
English Language Framework for California Public Schools (1976) 1.50*
Establishing School Site Councils: The Cahforma School Improvement

Program (1977) . 1.50%}
Foreign Language Framework for California Public Schools (1980) 2.50
Guid¢ to School and Community Action (1981) 1.75
Handbook for Planning an Effective Reading Program (1979) 1.50}
History —Social Science Framework for California Public Schools (1981) 2.25
Emproving the Hu. an Environment of Schools (1979) 2.50
Improving Wnting in Califorma Schools (1982) 2.00

Literature and Story Writing: A Guide for Teaching Gifted and Talented
Children (1981) .

‘Manual of First Ard Practices for School Bus Drivers (1980)

Matheratics Framework and 1980 Addendum (1982)

Monograph on Staff Development (1980)

New Era in Special Education: Califorma’s Master Plan 1n Action (1980)

o — o
DV O N~
DO O

Planning for Multicultural Education as a Part of School Improvement (1979)  1.25¢
Proficiency Assessment 1n Cahforgsa: A Status Report (1980) 2.00
Proficiency Skill Development 577t (1980) 7.50
Putung It Together with Parents (1979) .85t
Reading Framework for California Public Schools (1980) 1.75
Relationship Between Nutntion and Student /\chw)emcnt. Behavior,

and Health (1980) , d 4.00
Sample Assessment Exercisss Manual for Proﬁc’icncy Assessment. El*mentary

(2 vol.) (1978) . t 54.00
Sanple Assessment Exercises Manual for Profigency Assessment. Secondary

(2 vol.) (1978) 54 00

*These publications are cited 1n the handbook
*Also available in Spamsh. at the price indicated
$Developed for implementation of School Iimprovement
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Since the handbook’s
writers focus primarily on
the components of a
wriang program, those
desiring more information
regarding the broad
curriculum of English may
wish to consult the
English Language
Framework for California
Pubhe Schools.
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School Improvement: Making Calfornia Education Better (booklet) (1981) NC#
The Schoo! Progr. Development Manual (1982)
In binder

7.00%}
Without bnécr { 3.00*¢
Science Education for\the 1980s (1982) 200
Science Framework for California Public Schools (1978) 1.65
Secondary Program Review Handbook (1981) 1.50*}
Student Achievement in Califorma Schools 1.75%
Students® Rights and Responsibilities Handbook (1980) 1.50+
Survey of Basic Skills: Grade 3-—Rationale and Content (1980) 150
Technmical Assistance Guide for Proficiency Assessment (1979) 7.50
Toward More Human Schools (1981) 1.75
Visual and Performing Arts Education Framework for California Public
Schools (1982) 3.25

Orders should be .dirr'cled to:

California State Department of Education
P.O. Box 271
Sacramento, CA 95802

Remittance or purchase order must accompany order. Purchase orders without
checks are accepted only from government agencies in California. Sales tax should be
added to all orders from California purchasers.

A complete list of publications available from the Department may be obtained by
writing to the address listed above.

*These publications 2re aited in the handbook
*Also available 1n Spamish, at the price indicated
4 Developed for implementation of School Im provement
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“I don’t know what I think until I see what I've said.”

E. M. Forster
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