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Abstract

<-7

The Primary Trait System (PTS) was devised by the National Assbssment of i

EdUcational Progress (NAEP) in order to score large numbers of natural writing

samples. Essentially, PTS seeks.to judge the writer's.ability to achieve the

purpose of his/her writing, whether the purpose is expressive, explanatory, or

persuasi e.

The iting Research and Resources Project,at CEMREL was interested in'

finding out what pedagogical uset PTS might serve, apart from the obvious one

of providing a means to assess studenis' writing. Therefore, project staff in

collaboration with 11 teachers devised the study reported here. It is

important for the reader to realize that the primary goal of the study was a

descriptive one: What uses of PTS would:teachers discover in their classrooms.?

In
1
varying numbers, teachers,reported the following uses:

o PTS helped clarify the objectives of the lesson;

o PTS provided a way to formulatitssignments;

o PTS providid a means to analyze and to respond to students'

writings;

o PTS helped peers evaluate andrsspond to thewriting of other

students;

o PTS provided a means for asses ng students' papers;

o PTS affected students' re g ability.

The report which fpllows describes thi study's methodology and results.

Fdr a discussion of specific assignments and scot:ing guidet del/loped by

teachers and students in the project, the riader is referred to the

accompanying report, "Simple Exercises and Scoring Guides." .



lp.

. Part I: Patkground of the Project



Background of the Project

IntroduCtion-

This report is the'culmination of'a collaborative effort which has

occurred over a period of more than five yeirs among many people 4terestea in

the improvement of writing instruction and assessment. Among the principal

cdliaboraeors nambeen CEMREL, Inc , the National Assessment of Educational

Progress (NAEP), Richard Lloyd-Jones, Carl Klaus and others of the Universit;

of Iowa and the Southeast Iowa Writing Project, eleven teachers from three

schookdistricts who partitipated in the field_study_reported for the first

time in this report, and the National Institute of Education (NIE), which nas

provided funding for the effort. .In additiop, many teachers have served as

reviewers and testers of drafts or experimental versions of two publications

which are produCts of the project: Composing Childhood Experience: An Approach

to Teaching and Learning in the Elementarif,Arades and Composing Adolescent

EXperience: An Approach to Teaching and Learning in the Junior High Gradit.

Other individuals have given advice and halo commented on various aspects of

the project.

The proposal for the Writing Research and Resources Project grew out of

CEMREL s work with teachers who were testtng some CEMREL developed expressive
1

writing materials in the late 1970s. The teachers complained that-assessment

of expressive writing was difficult because standardized tests were not

related to the aims of expressive writing. CEMREL entered a collaborative

relationship with NAEP to determine whether NAEP's newly-developed assessmerit

tool, Priiary TraitScor.ing (PTS), would be helpful to the teachers in

assessing writing and, further, to learn whether or not this assessment

technique h implications for instruction that could be translated into

usable de 'application.

CEMREL worked with staff from NAEP and with Richard Lloyd-Jones and

r Carl Klaus at the University of Iowa to develop a glaidebook for teachers which

would acquaint them wit,th the Primary Trait System (PTS) and would provide a

starting point fqr)instructional as well as evaluative use of the System.



Oh
Klaus became the principai author df -that-book,,t4 e?tderimental version of

lanich was completed in 1978, and of the subsequent oUidebook-which was-to

sei've the same purpose for junior high level teachers. Both guidebooks were .

published in final form in 1982, after a lengthy process of review'and

revision.

In the spring of 1982, three school,districts in the metropolitan St.

Louis area were selected to collaborate in a study of the instructional uses,

of PTS. Districts were invited to indicate their: interest in having teachers

participate in the stuay, and were asked to involve teachers who had .had some

training and experience in.the teaching of writing. The rationale-6r sucn

selection was that such teachers would already be "converts" to proces

writing. Teachers haa the option of agreeing to participate or not. The

study was limited to three districts because of time and funding constraints.

Fourteen teachers volunteered to participate. As it turned out, several of

the volunteers had little or no training in how to teach writing and in fact

volunteered becaute they wanted just such training.

The first part of that training was provided in a week-long:workshop at

CEMREL in June, during which teachers were given an introductio0o PTS and

worked with CEMREL staff to explore what the instructional uses Might be and

to make plans for how they might be implemented. Throughout that week aho'

throughoUt the project, the emphasis has been on collaborative research:

teachers have been full partners with project staff in arriving at,the

findings here presented. .Two participating teachers were lost over the sumMer

because financial cutbacks in their district resulted in their being laid off,

another teacher opted out of the project in the fall for.personal reaSons.

Eleven teachers continued to participate until the end of the data collection

in mid Noyaber:

The intent of the workshop and the subiequent field study was not to

persuade teachers to use PTS or to prescribe how that use ought to occur, hut

rather to iive them the available ffformation about it, to help them gain an

understanding of it, to support them in whatever way possible during the

collaborative effort, and to describe the use they made or did not make of PTS.



It shoulo be pointed out again that the purpose of 1431.1..Tiold

lOaseiTtbelii7bact was descriptive. Project Staff wanted to obServe what
o

uses teachers could aevise for PtS, esPeCiallY fjn initrOctional modes.

lloyd-JOhes (1977), Klaus (1982), Cooper (1977) Spandei and Stiggins (1980)

and Spandel (19810 have all described the value for evaluation which PTS

holds. However,'the literature does not include any discussion of the

instructional poisibilities inherent in PTS.

This problem of instructional use is complicated by the lack of a

clearly articulated and commonly accepted definition of what a "primary trait"

is. This lack of definition is by no means unique to PTS. We must begin by

admitting, along with Cooper and Odell (1977), that "there is no siagle.set of

terms and no single well-established, widely shared body of knowledge that

constitutes modern discourse theory." This understanding is critical since

the writers Of research on writing tend not to define their terms; to use

terms which seem to be identical but which, on reflection, turn out to be

homon)lms; and to assume certaiii basic premises which may or may not have been

tested in classrooms.
eft.

A Review of Relevant Literature

Until fairly recently, most style handbooks have paid attention to modes

of discourse: narration, descr4ption, exposition, and argumentation. In 1971,

Kinneavy published A Theory of'Discourse in which he argued that purpose is

all. "The aim of discourse determines everything else in the process of
h
discourse 4 For Kinneavy, modes are important only as the means for

accomplishing a given purpose. He suggests that a3hpY of language and a

theory of discourse would be "crowned* by a framework o urposes of

language. He identifies four major purposes:

a. Reference discourse: this includes scientific; explanatory, and

informative discourse and is intended to "designate or reproduce

reality." It is characterized by concern for factuality, compre-

hensiveness, and careful use of inductive and deductive reasoning.

It focuses on the subject at hand.



, 6. Persuasive discourse: thivis intended to induce the ausAnce to

chooie or to prompt the reader to aciion. The focus is on the

auoience.

C. Expressive discourse: this articulates the writer's personality br

point of view. Its focus is on the writer.

d. Literary discaurse: This attempts to create a language structure

worthy:of appreciation in its own right.

For Kinneavy, different purposes entail different thought processes, and

result in pieces of discourse which have distinctive stylistic features and

organizational patterns., ,$kill in accomplisping onepiiivose does'not imply

skillin accomplishing Other purposes4,..Dne may be able to write a good

project report, but fail to write persuasive letters.

In addition to purpose, current, discourse theorists have tried to

elucidate the importance of audience on the writer's use of language. This is

not a new concern. Aristotle talks about the requisites Of persuasion:

establishing a plausible ethos, creating a desired attitude in the audience,

apo demonstrating the truth-..real or apparent--of the arguments.

Nevertheless, audience has received new attention from discourse theorists.

Moffett (1968) describes the'relationship between writer and audience using a

metaphor of physical space.

In the interior monologue, writer and audience are identical; there is

AO separation. Dialogue separates the two, although they re still close.

Finally one writes to an audience which is both large and absent. At this

extreme, the writer-receives no feedback from the audience. Mbffett describes

how changes in the speaker-subject-audience relationships parallel changes in

intellectual developmedt but he rejects the'notion that any one relationship

is more important than any other.



Priniary Trait SyStem

The precedTug discussion provides a background for understanding

Lloyd-Jones work in PTS (1977). Lloyd-Jones begins by defining "writing" as

"discourse", whichlie discusses in termi of its aims, which relateT to the

functions of language, and in terms of fts features, which are the separate:

elements,'devices, and mechanisms of language. Judgments about the quality of

writing, he says, are primarily related to its aims. 'Yet to be informative

About those judgments, one must be able to describe the writing in terms of

its features.' He then differentiates twg kinds of holistic tests. It_is the

second kind that'concerns us. PTS, hesays,,Mtolates subcategories of the

universe of discourse and rates wrlting samples in terms of their aptness

within the prescribed range." PTS "is potentially more inforMative," he

concluaes.

From this, we draw the following conclusions:

1. Discourse has both aims amd features.

2. Judgments of quality say something of the aim.

3. To understand those judgments, we examine the featUres. Lloyd-Jones

says: "A precise description or census of writing skills is far

richer in information if the observations are categorized accoroini

to the purpose of the prose. The goal of Primary Trait System is to

define precisely what segment of aiscourse will be evaluated (e.g.

presenting rational persuasion between social equals in a formal

situation). ."

"Lloyd-Jones et al devised the primary traits a posteriori while we are trying

to think of them a priori,:

"Perhaps in an ideal world of brilliant rheporicians one would know

in advance the features which would define 2 or a 4 paper, but we

took papers gathered in trial runs, examined.them carefully to see

what features actually were chosen to solve the rhetorical problem,

amd then wrote the descriptions to conform with the expectations

established by the sample. Usually we found maNy quite 1egitimate

solutions which we had not imagined."

Oa,
4



To help categorize the writings at which they looked, Lloyd-Jones and

his colleagues developed a triangular model, based largely on Kinneavy'e

.purposes of discourse:

Explanatory

(subject-oriented)

Expressive (discourser-oriented

Persuasive (audience-ori ted)

11.

, From thii categorization of purpose, Lloydlnes et al developed writing

tasks which, they hoped, wopld elicit a primary trait associated With purpose

and audience. Examples of such traits and assignments reporteg in Klaus (1981_

and 1982) include: .

1. Sometimes people wiite just for the fun of itt This is a chance for

you to have some fun writing. -

Pretend,that you are a pair of tennis shoes,. You've done all kinds of
things with your owner in aWkinds of weather..Now you are being /

picked up again by your pwner. Tell what you, as the tennis.shoes,4
think about what's going to happen to you. Tell how you feel about

your owner.

Purpose: Expressive
Primary Trait: Expression of feeling through elaboration of a

role. -40

2. One of the things you do in school is to write reports for science,
social studies, and other subjects. Imaginethat you are going to
write a report about the moon for your science class.

In the box below are some facts about the moon which you can use in

your report. You may also add other faCts that you remember about the .
moon from your reading and classwark, from television, or from

. listening to people.

Write your report.as you would tell It to your glass. Space is
provided on the next three pages. Be Sure to report the facts in an

order that will be clear and that will make sense to your classmates.

A 6



FACTS ABOUT THE Mom .

made of rock
Mountainous, contains craters

-

covered with oust
no air or( water
no plant or animal life

Purpose: Explanation
Primary Trait: Explanation through significant ordering

of details:
1

3. Imagine that your principal asked for suggestions about-how to make
things better to your school. Write a letter to your principal '
telling him just ONE thing you think should be changed, how to bring
about the change, and how the school will be improved by it. Space is

-provided below and on the'next two'pages. Sign your letter "Chris.

Johnson."

Purpose: Persuasion
Primary Trait: Persuasion through invention of arguments and

appeals appropriate to a particular audience
and situation.

In addition to the assignment, a four-point scale, called a. scoringr

guide, WAS developed for each exercise. The definition& each score point

described the degree to which the primary trait is apparent in the student'S

paper. Typically points were neither given nor withheld because of f1aWs of

grammar or mechanics, although, in fact, NAEP often considered these as

"Secondary traits" and assessed them as well. A typical 'scoring guide is

reproduced below:
.

1 = NO ESTABLISHMENT OF THE ROLE OF TENNIS SHOES,

Student compositions assigned to this category lack the fundamental

element of the primary trait; that is, they do nOt show eVidence of a

'Clearly estabaished entry into the imaginary'role of tennis shoes. Some of

these writingl-are-ieked by.a tendenty to write about tennis shotg-;-or----

abOot tennis, or.about other related-activities. They-are, in effect;

limited to obiervation and do not,achieve participationln the role.

Other writings that would be assigned.to category I might imply or-project

a role that cannot be%definitelytestablished as that of the tennis shoes.



Tnese compositions may be so vague that they do not contain any details

that are applicable either to the role of tennis shoes or to the status of

having an owner, or they may contain details that are inconsistent with

the role of tennis shoes or with the status of havin.g an owner.

2 = ESTABLISHMENT,OF THE ROLE OF TENNIS SHOES

Writingi assigned to this category explicitly or implicitly establish

the role of tennis shoes, but the elaboration is insufficient to endow

the.role with a distinctive personality or relationship to the owner.

Some of these compOsitions, for example, simply report sh.ared exper-

iences with the aaner without imPlying or directly expressing any

-feelings about the eXperiences'of the owner. Others eXpress feelings

with little or no reference to particular experiences to account for the

feelings, and still others report contradictory feelings or experiences

and thus project an inconsistent personaltty or relationship to the

owner. All such writings would bi'assigned to category 2.

= CLEAR ELABORATION OF THE ROLE OF TENNIS,SHOES

Compdsitions in thisvcategory not only establish the role of tennis

shoes, but also elaborate the role with details sufficient to endow it

with a clearly identifiable character, personality, or relationship to

the owner. Although successful in clearly elaborating the role, these

compositicms contain passages of irrelevant details, of mere reportage

lacking in expressive purpose, of highty-generalized reportage, or brief

changes and shifts away from the dominant personality or relationship to

the owner. Overalf, writings i this category areless consistent,

concrete, or appropriate in el oration than category 4,papers.

V1VIDMCONSISTENTEA8CRAYIQ1LOFThE ROLE OF TENNIS SHOES

Student writings assigned to thiS category consistently elaborate the

role with vivid details that projeCt a distilct personality and

relationship to the Owner. Often highly invintive, these Compositions

are for the most part very carefully elabOrated and they contain few,

if any, lapSes or irrelevancies in detail.



The Problem

The obvious difficulty with the PTS for instructional use is the

development of a workable curriculum,of privry traits. Despite the interest

in PTS, theor'isteand:tesearchers have not been able to developia list of

traits, which are "acceptable" as embodying the principles:of,PTS theory.

although.PTS has been useclor district-wide evaluation of students'

writing skills, the,exercises used are commontytthose created and used by

. NAEP. Discusstons in the literatUre of PTS also -cAonfine themselves to the

same four'or five commonly accepted primary traits and to the same

situations. That is, the persuasive exercise is commonly a letter to an

authority-figure advocating-.a change-or defendimq the Status7quo:through-

.rational aroument. The primnary_trait list envisioned by Lloyd-Jones has yet

to be discovered.

Ouring the June workshop, it bkame apparent that the lack of definition'

was creating problems for crperating teachers. Staff presentations in the

workshop had focused on several, methods of assessment and, of course, on PTS.

Practice iveing scoring guides developed for PTS exerciies was provided as

was help in-Vying to create class assignments based on PTS principles of

audience, purpose, and mode. .It became obvious that collaborating teachers

were uncomfortable with their own understanding of primary traits and were

skeptical of their ability tO define them

- "I still need more practice and information on other Primary traits.

Has NAEP identified others, or do we need to identify them before

we can address guides and-scoring?"

- "I'm concerned that there are such different interpretations of

seemingly focused assignments."

- "I enjoyed'this afternoon's struggle Irith PTS."

- "PTS seemssmore_confusing as the days roll on."

- *I'm still not certain I will be where I need toibe at the end of

the workshop tomorrow and feel a definite hesitancy Oput being able

to assign a valid primary trait to a given assignment."

9 15



Methodology

Because our,study was designed to describe crassroom use of the Primary

Trait System which was new to teachers, we did not attempt to control through

selection procedures, who would participate in tie study. We intended to

focus on teachers in elementary schools and junior high schools. This

consideration was latgely determined by the fact that the two guidebooks

written by Klaus were aimed at the elementary and juhior high levels.

However, we included one high school teacher.

We also wanted to include a number of teachers working in urban and

suburban settiega, aTthough we,were not4pterested,ip comparing their

performance. Finally, we had hoped to select teachers who had had training in

"process" writing. It was our feeling that many of the teacher attitudes and .

skills associated with "prOcess" writing Were necessary for using PI'S. .We had

'neither the time nor the resources to provide a thorough grounding in current

writing pedagogy research and practice and hoped to "short-cut" this need

through selection protedures.
I

As it happened, some of the teachers in our project hal41 not had prior

training in teaching "process" writing althoubh ultimately only one such---

teacher remained in the project. Table 1 below shows the distribution Of

participating teachers-bY grade taught:

Grade Level Numbei of Teachers .

, 2/3* 1

4/5* 1

6 1

6/7* 1

7 2

8 1
. 2

11/12* 4

*Split Class



Of the eleien teachers wtio completed the project, five were from urban

schools and six were from subUrban schools.

. Documentation

\

Data about use of PTS were collected in several ways. Each-week,

participating teachers completed and forwarded to staff a log of,their

activities in the target class. The log collected information on frequency of

writing instruction, topics taught during the clitt, assignments given, use of

PTS in specific ways (formulating assignments, responaing to drafts, etc.),

-the nAture'of pre-writing Activities, etc. Teachers were asked to attach any

writing assignments, scoring guides, or handouts to-the log.
,N

In addition to logs, each teacher wat observed by project staff in the

classroom at toast once". Following the observation, the teacher was

interviewed abbut.what had occurred in the class. During the interview,

questions about activities reported on the log forms were also'clarified.

Finally, on two occasions after the June workshop, collaborating techers

were invited to attend "booster" meetings to.discuss their activities, share

problems and solutions, and to report specific assignments which they had

created. Copies of all forms used may be found in Appendix 1.



Part II: Teacher Vignettes
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Cpntext Variables

Before explitating the uses w14* participating teaChers made of PTS, it

is iMportant to note some of the very different contexts in which teachers

explored its instructional applications and the possible effects those

contexts had on the teachers' level of use. Although the project staff's

early intent had been to involve teachers With' some training i6and experience

with process writing, seVeral teachers were in fact included who had had

little or no such prior experience. They were willing to participate

'precisely because they expressed feelings of inadequacy in their preparation

and wanted to remedy that. One teacher said that she set some goal for

improvement for herself each year and that her goal this year was to improve

her ability'to teach writing. Other teachers in the project not only had a

good.deal of training but had conducted workshops in process writing for other

teachers.

Severalteachershadnew assignmentcillis year which required a great 7

deal of adjustment on their partsi particularly when the new assignment was to

a lower grade where they had to accustom themselves to students who had less

fully developed skills than had their former students. One teacher in this

situatioff used PTS minimally during the data collection period; another"used

it a great deal and with considerable-enthusiasm. In the latter instance, the

teacher had a colleague nearby who waS also participating in the project. It

seems doubtful that that factor (presence of a colleague) contributed

significantly to her use of PTS although it may have.had some effect, a more

significant influence probably was the emphasis placed on writing at.the

district level and the availability of a composition text which appears to,

relate well to PTS. In the two schools where there was only one participating

teacher, one made extensive observable use of PTS and another made very

little.

The teachers less experienced in the teaching of writing generally made

less uie, or at least less well-defined use, of PTS than those more

experienced, although at least one of the more experienced teachers made

little observable use of it as well. Use seemed to have some relation-to

grade level taught; teachers of lower grade students seemed to find the



scoring guides less useful in terms of explaining to students why a paper was

sebred as it was or in terms of Siudents being able to use the scoring guides

in scoring their ow or peers' papers. It was more difficult for teachers to

tpell out the differences betWien-1, 2, 3, and 4 categories in detail and more

difficult for students in lower grades to understand the distinctions. Since

particilating teachers taught everything from seiond grade through high

school, a wide range of sophistication appears, understandably, in the use

they were able to make of PIS.

Teachers varied widely in their perception of PTS as a time-saver or

time-taker, .and lack of time is a constant refrain in most of their classroom

lives. Some are clearly in teacping situations that allow more time t3 be.

spent on writing than is true with others. A teacher whose primary

04ponsibility is remedial reading is unlikelyto devote (or to be encouraged

by others to devote) a lot of already limited time to writing, although the

reading specialist in the project did, in fact, see writinglas a means of

improving reading. A teecher who' deals with hundreds of students each week in

a laboraibry situation simply does not -have the time for the some kind of

feedback and individual help as a teacher who sees the same class of students

each day, and is also less likely to be responsible for giving students

grades, all of which are factors that may contribute to someone in that

situation making fess use of PTS scoring.

Another factor mentioned earlier deserves mnphasis. One oftthe

participating districts has adopted a coMposition text for junior high level

which seems to relate to PTS'by virtue of its emphasis on purpOse in writing

and ways of attaining purpose. Other districts had no such text, which left

teachers more on their own in creating assignments and devising systematic

presentations of strategies through which the assigned purposes might be

accomplished. Just how much the Oresenceof'the textbook influenced the use

.of PTS by teachers in that district oannot be ascertained; theii-Wis a range

in the amount of use that individual teachers made of it within the district

but all made some use and several made, by comparison with others in the

project, extensive use.



In summary then, some Of the context_variables which probably affected

participating teachers included: .

- assignment to a grade not freviously,taught;

- training in viriting received prior to joining the project;

- number of students in the target class;

- number of students in the-teacher's total "load";

- presence of a colleague_engaged in the project;

- grade level taught;

- teacher's perception of PTS as a "time-saver" or "time-taker:

- presence of a text which emphasizes purpose.

-

In the remaining sections of this paper, we will present vignettes of-;1'

each teacher, focusing on the use which each made of PTS. These will bi'

followed by a discustion of categories of use Aide by 'teachers. Finally, we

will discuss-these uses, and draw some tentative conclusions about the ways in

which Primary Trait System can shape insturction in writing.
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Teacher A-

The school is a Center or Expressive and Reciptive Arts, a magnet

school that focuses on tea ing all pupils speaking, writini, listering, and

reading skills. Thete e approximately 450 students, grades K-8, about 60%

black and the remainder white. It is,located in the inner city near a major

highway; the windows in the classroom of the participating Teacher A reveal

vacant buildings across the street and a'generally run -doum neighborhood. The

classroom itself is the largest in_the school and Teacher.A believes that

students like to come there in part because they appreciate hiving time in a

place where they.are hot crowded. (Classes often have more than 35 students

this year due to dwindling financial resources and teacher layoffs.) At one

end of the room are tables with space for five or six children per table; they

sit on backless stools. At the opposite end of the room is a carpeted
.%

"stage"- with rowS of backless benches facing it. The refbm is pleasant ano

colorful, with lots of materials available.

The class involved is a Communication Skills Lab and Teacher A conducts

the lab for K-4 students. She also teaches reading part of the day,-working

with groups of students sent to her by teachers in self-contained classrooms.

She has an aide for the lab classes.

The stated purpose of the Communicatiod Skills lab Cs to "enhance and .

reinforce the skills taught by the regular classroom teachers." The school

staff wrote guidelines for the labs but unit planning is left to the lab

teachers. Objectivespkand outdomms of the writing component of the guidelines

are:

I. Objct4ve: To emphasize the mechanics of wr4ting (basic)

OuVomes:, 1. Writing four types orsentences with correct mechanics

2. Vocabulary notebook

3. Spelling notebook

II. Objective: To emphasize writing content (cognitive)

Outcomes: 1. Reports

2. Book reports and reviews

4. Business letters

4. Neus articles



III. Objective: To emphasize the process of writing (affective)

Outcomes: 1. Original prose (descriptiim, persuasive, rhetorical)

2. Original poetry

3. Reviews

4. Short stories

5. Friendly letters

6. Reports

7. Script writing

When Teacher A agreed to participate in the project she told the

interviewer that she had had no pre-service training in the teaching of

writing and had been reluctant to,take the assignment as Communications Skills

lab teacher. (She had been a first grade teacher for much of her career).

Although she acknowledged that she had written, and illustrated materials for

use in church'school and had once won a student essay contest, Teacher A

maintains that she does not like tite but does like to teach writing. Her

approach is to set a topic, give stu ents some opportunity to discuss it,

encourage them to spell phoneticall and not worry about mechanics as they

write, have students read their writing to the aide or another student who may

suggest changes amd then; if time allows, read their work to the entire

class. She seldbm has students r,write in "final" form since she has each

grOup only twice per week for 45 1$nutes at a time. She doesn't "red mark"

student apers; sometimes she grades "S" if a student has completed the

assigná work or "U" if work is indomplete.or "out4of sorts". (LaIrteachers

do no give grades on the school's grade iards).

Classroom observation bore out this approach. The class consisted of

27 second tend third graders, many of them "repeaters". Teacher A reviewed

/ with them orally th*Contehts of e filmstrip they had seen earlier on

// rule-making (the film had been about a pie-eating contest in-which there had

been no rules). They discussed what happened when there were no rules.

Teacher A then gave them an assignment: to pretend that they were the school

'principal-and to write a letter.to parents informing them of the school

rules. Purpose and audience were clearly indicated. Each child was to write

his/her rules, read then to-a table mate to be sure they were clear and then,

if s/he wished, the Student could reed the'work to the observers.
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Teacher A and aide distibpted.student "logs" - -writing tablets--_and

students began to write, some of them discusstng the-assignment quietly with,

others at their table. Teacher A told students Ahat today they did not need

to focus on their handwriting and could print rather than do cursive writing ,

if they chose. She and the aide moved around the room', occasionally asking

questions of.individual students to help them clarify the rules they-weK4

writing. As they finished, many students read their work to the observers.

When all had finished; students moved to the stage area and moit read

their work to the entire group. Teacher A reminded them how an audience

shoulo behave and that a presenter should speak loudly enough for all to

hear. She commented after each reading, usually on whether or not.tney had

written rules in theirAetters as 'assigned. (A few had nb rules or only one;

most had written two oh three rules). She was direct about pointing out when

a student had not done the assignment but had, instead, written a letter that

contained no rules,(or when students didn't follow rules iheY written), but

nearly always made a Positive comment as well. A few students did not want .to

read aloud and were allowed to ."pass" but admonished to "get ready."

Teacher A told the class that the next activity would be to combine all

the rules they had thought of.into isingle letter which they would then

prepare and send to the school principal.

During the post -obsetvation interview Teacher A expressed'her

frustration at having too little time to evaluate student writing or to give

students the individual help they would need to revise and refine what they

write. She recosaiteS the need for-revision and'sees that as a next step

which tilie constraints prevent her from taking because she is responsible for

working on speaking, listening, and reading skills eith week as well as

writing. Her intent is that by the end of the year each child will write a-

11"book" in which the writing will have been revised and refined. Eventually

she will have some lessons on mechanics; fop:the time being she is pleased

that students are getting something written and seem to be enjoying coming to

the lab.
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Teacher A interprets PTS as giving clear directions for writing so that

children.know what they are expected to do and evaluating based on whether or

not they followed those. directions. She says thai she reads student papers

differently'since becoming involved with PTS; it gives her a focus. Her

focus, in turn, helps children know whai to look for in their papers. Thus

far when she grades papers (she often does not) she scores only "1" or
114",

with 1 meaning that the student did not follow'Btrections and 4 meaning s/lic

dia. Her thinking is that the primary students cannot now be expected to 4

understand subtler categories. Howeyer, she wants to refine the distinctions

so that they will be understandahleAo-the children.

Teacher A has found filling out the logs a chbre because she is so

pressed for tihie and the forms do not seem to "fit" her situation well. On

the three that she completed, she reports having used PM for formulating

assignments, analyzing/understanding/assessing student writing, responding ihd

making specific instructional suggestions, and for deciding on the next

activity.

f

Teacher 8

The school is a magnet schoof that focuses on Individually Guided

Educ941one It is located along a major urban thoroughfare which divides

induitrhil and residential.sections of the inner city. It serves a body of'

425 kindergarten througheighth students, with a 55% Black, 44% White, and 1%

Asian, Spanish, and Native Americansracial mixture. The teaching staff is

organized into teams in the grade levels K-2, 3-4, 5-6, and 7-8. Within and

across these teams, instructional efforts are coordinated to provide each

child with a customstallared educational experience.

The school asjribes to the City Board of Education curriculum objectives

for writing instruction in grades K-3, 5, and 8. In grades 11, 6, and 7

wrtting,objectives are teacher developed along.with those taken from D.C.

-Heath, Harcourt/Brace/Jovanovich, and Scott Forman language,series texts.

Teacher 8 and C teach in this school.
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Teacher B has taught for 17 years and has had no prior training in

teaching process writing. This year she has fourth graders ma self

contained classroom from 9:15 to 3:45 daily. She would like to see her

students be able to write clearly enough to let their audiences know what they

are saying by the time they leave her class. Her students keep folders of

their writing proaucts and she charts their individual progress in her, grade

book of letter grades for grammar and PTS Scores for successful completion of

wr iti ng ass i gnments .

At the summer workshop, she wrote that one of the most important

characteristics of PTS for her is that

dffferent kinds of writing assignments.

further developnient of .the original ass

focused on the idea that for a writing

it needs to have a clearly defined 'and

it will give-

It wouldia

gnment .

ass ign_

clearly

er some ideas for

o\ give her ia5as fore

e noted that PTS has

t to be relevant for a child,

plained purpose. Although

she felt that PTS is supposed to help her to grade papers more quickly, or

give her something to look for besides punctuation and sentence structure, sne

wrote that she wasn't sure that it would.

,

She developed la plan at the summer workshop to have her students become

pen pals with the students of a friend who teaches in Tennessee. She looked

forward to setting a specific purpose for each letter in either expressive or

explanatory thodes. She still intends to try"thsts approach.
4

On 7 September 82, she reported using PTS for formulating an assisnMent

requiring students to describe one thing they saw this summer. She also used

PTS for analyzing student writings, scoring, making instruiiional suggestions,tand deciding upon the next activity as a eesul of this assjipment. Her

commits on the log indicated that this was jut a "warm up" session for(both

herself and her class in using PTS and that 0;4 might try to have more

discussion' before writing next time.

On 13 September 82, she reported using PTS for formulating an Cssirment

requiring students to 'write a story about their best friend, ,telling abOut wny

they like this one and what they do together. Again, PTS was also used for
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1

analyzlng their writings, scoring, and deciding upon the next activity. She

noted that this assignment produced better sentences and longer paragraphs

because the children knew more and were more enthusiastic about the subject

matter.

On 20 Sept. 82, she repOrted using PTS to formulate an assignment

requiring ttudents to write about a relative, describing this person, how they

feel about him/her, and some of the things they do together.. PTS was also

used for analyzing and scoring. She noted that the lesson accompl ished what

she hoped it would, but that she wished she had been more Specific about just

what should have been included in the story..

On 4 October 82, she reported -using PTS to formulate sin assignment.

requiring students to pretend to be a desk and tell some things that happened

to them in past years as well as some things that happened with their owners

this year. This time PTS was also used for analyzing, scoring, making'

instructional suggestions, .and deciding upon the next activity.. She commented

that it went well :and that PTS really helped her to see if students are able

to follow directions and 'get across the idea they are trying to get across.

_"Flowery language Might sound good," she noted, "Put if' it doesn't

anything, what use is it?"

On 7 October 82, during the mid-implementation, workshop, Teacher B

commented that she had thought the summer workshop would be prescriptive and

therefore was disapperinted. But, she said that PTS had helped her to focus on

what she wanted ana to develop a _grading system in which the first grade wo

for what they wrote and the second grade was fi* mechanics.

On 11 aid 18 October 82, she *gave an assignment in which students

pretended to be a kickball. They had to write three paragraphs:. one to tell

about their first owner and how they got into the street, one to tell about

their life at their school, and one to tell about their future. Th,is

assignment took two weeks to finish because the role elaboration was a new

idea and the story was nmre than one paragraph. She noted that it turneCaut

well even though_it took a long time and required many rewritings. Later, she

mentioned that she used PTS to store ,the papers.
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-The class observed on 25 October 82 consisted of 24 fourth graders who
sat in traditional rows of individual desks facing the _door and the
chalkboard. The room was bright and cheerfully decorated in orange and
yellOw, with lots of plants.

Teacher B commended the class for the job they did on being the
kickball, and reminded them---tO finish rewriting and to turn in that story.
Then she told them that they must move on to "How To..." sentences. She

entertained conrents from the class on how to start sentences in a paragraph

(topic sentences). The class then offered suggestions on how to start
subsequent sentences in the paragraph (next, second, third, finally, etc.)

Teacher B mentioned the holiday coming up, acknowledging that some

children might not be interested in celebrating it for religious reasons, and
directed the class to wtite a "How To Carve A Pumpkin" paragraph, She began
the "prewriting" activity by *asking students what is done first. Then,

students volunteereCin sequence each subl uent step in the carving of a
pumpkin. If an ans.wer was out of sequenc , Teacher B arid- if that really
came next, and if not, what did? When th, y had finished orally carving the
pumpkin, she invited the class to begin writins. She told then that if they
needed to know how to spell something that they should tell her and she would
put it on the board. During their wr,iting period she offered good handwriting
ti,ps,- and made suggestions on,proper form, grammar, and mechanics as she

circulated around the room. Wien each student finished, s/he took the paper
to 'Teacher B and she niade suggestions for revision. By the end of the class.

'all ttte students were either correcting errors or working on another task.
She told theft' that on *the following day they would rereaa their own stories
and-then -get- together- tn- pairs --tind make -correct

In summary, Teacher B has used PTS for formulating assignments,
°analyzing stuaent writings, scoring, making *instructional suggestions, and
deciding upon yhat the next activity would be.
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In the post-observation interview she commented that the students no

longer mind the task of rewriting pecause-,they are proud of'their finished

proaucts. She said that she uses PTS all the ttme as a scoring'technique for ,

whether or not the students have done what they were supposed to do. She

mentioned that her biggest problem was in coming up with ideas for what

_stuaents can write About (she creates her own curriculum for teacning writing).

She said that the strength of PTS is that it works, because it helps her

to know what she wants her students to do. On her final log she commented,

"We've done several stories assuming a role, some explanatory writing and two

"how to" assignments.-iPerhaps I'll be adventurous and try some persuasive

writing next week."

Teacher C

Teacher C teaches at the same magnet school as Teacher B. She has

taught for eleven years and clearly places a high value on helping Students

arrive at and/or maptain a positive self-image. Her training for writing

instruction includes Language Encounter and creative writing workshops and she

uses some ideas from the Gateway Writing Project. Teacher C is enthusiastic

about teaching writing and typically has students do many writing activities,

often involving the expression of feelings, having students write about things

they know, t4ngs they like and thingt they have done. The participating

class, for instance started diarvwriting-4n_Septembein,---
_

The participating class is a homeroom class of fifth and sixth graders

which typically spends 25 minutes of the 45 minute class period on writing.

The classroom is covered with a variety of brightly Colored materials,

including many samples of student writing and a prominently displayed set of

teacher goals for the year. Many green plants contribute to the pleasant

atmosphere. Desks are arranged on either side of the room facing each other,

debate fishion.
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A prepared statement of the school's philosoPhy of language arts

instruction states that -"All language skills complement and reinforce each

other; therefore no language skill should be taught in isolation...The

ultimate goal of the language.arts program is to.enable the pupil to become a

functioning-member of the world community." 'The objectives of the program are

these:

"The pupil will

... use the skills of reading to develop vocabulary, to comprehend what

is, read, and to enjoy literature.

... develop the ability to speak clearly and to listen effectively.

. demonstr4e the ability to express thoughts clearly in written

language while observing the acceptable standards of usage and

grammar, punctuation and capitalization.

... recognize the need for correct spelling and develop a sense of

responsibility to spell accUrately in all written work.

... strengthen baiic handwriting skills and develop the ability to

write legibly in all writtenwork.

... utilize reference skillsby applying them to meet indlidual

needs."

No writing text is provided.

On the day the class was observed, students came in quietly andworked

briefly on their diary writing. After a few minutes, Teacher C gave them an

assignment in persuasive Writing: "Convince me that you deserve a Halloween

party Friday. You know froniour talk yesterday that you haven't all behaved

as yOu should. Write me a letter to convince me that you deserve the paisty.
...At _ _

anyway." She said to the observers that she would be 'ooking for-points of

elaboration in the writing. A few moments after making the assignment she

realized that five of her students who are alembers of a religious group which

does not celebrate Halloween would need to have the assignment modified (since

they do not observe Halloween). For those students she revised the assignment

so that they were to write a letter convincing her that they should have time

Friday to view a film and enjoy some treats. In an earlier persuasive writing

assignment the teacher used the traditional PTS exercise involving writing a

letter to a landlord to convince him tO allow the writer to keep a dog.
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The children worXed intently and quietly on single pages of paper given

them by4the teacher. During the writing she took care of choressuch as

collecting lunch money, answered questions from individual students and talked

to several quietly about her having contacted someone in theltjamily

tprobably about the behavior problems referred to earlier). Once the teacher

left the room to bring in a large cardboard box; students continued to write

quietly in her absence and, for the most 'Art, ignored her dismantling of'the

box which sheAid in the center of the rOom. There-Was an air of comfort in

the room; students moved about freely, perhaps to get additional paper-frOm

the teacher's desk, but in an orderly fashion. When he teacher made a

request or a comment to a student she nearly always ended it with "dear,."

spoken without affectaVon ana with apparent warmth. The rapport between

teacher and students was obvious; when she asked whether some of the students

wished to read their writings aloud they were comfOrtable saying that they did

not and she seemed at ease with their decision. They did give her their

letters as they finished them and, in most cases, she read the work

immediately, perhaps making a comment to the waitihg student.: Observers also

were given the opportunity to read the letters,' riearly all of which used as a

reason why_the teacher should allow them to4ave a party 'that they would

improve both their behavior and their work in return.for this gift on her

part. One zealous student even volunteered to make up homework to do if she

didn't give any! Many mentioned that they would be.'Willing to take the

consequences of their,previous bad behavior, which, interestingly, was one of

the teacher goals prominently displayed on the wall. A few.argued that they

had not misbehaved and, if tbey were not allowed to have the party. would be

penalized for the bad behavior 4f others. In the observed class there Was no

response to the letters other than the teacher verbal comments. However, she

reported on the one log which she cOinpleted that classmates sometimes read

each other's writing and that the instructional coordinator and principal are

also used as a00,ences for some assignments.

Teacher C also reports frequent pre-writing activites of a variety of

kinds, and considerable class discussion. Her instruction aboLit techniques

for writing includes explanation of ways to express feelings, to write in a
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aescriptive wa* use of sensory words, and the like. She often give:72

assignments,which allow them to write about personal experiences, things they

like and things,they know about. When they stirted to do role elaboration

exercises she "talked them through it for the first couple of times, then they

got the hang Of it." Sh% dots not give grades in language to the homeroom

class because they are given elseivhere. The PTS scoridg system does not meet

her needs 'because she doesn't stress scoring "in the exact way that is shown

in'the materials." She charts jndividual progress through her oral responses

to the students, through peer checking and, self-tqecking. On diary writing

she marks a plus or minus whicn tells the students if they stuck to the

assignment. On occasion students score each other's papers; for a time they

used +_or -, then she tried using'1-10 but went back to + or - because it

seemed to fit their needs better. In early October the students completed si

Student Writing Checklist on Which they checked either "Yes" or "I need-

practice" to questions such as! Do I use complete sentences? With capital

letters? With punctuation? Do I avoid "run-on" sentences? (Or do I use

"and","and then", "and so" a lot?) Do I avoid sentence fragments? (Or do I

sometimes forget to finish my sentences?), Do I avoid using the same old words

_over and over? Do I try to make my writing more interesting-by using specific

words? adding descriptive details'? adding facts and examples? adding

conversaVon? using diff'erent kinds of sentences? using clear time

sequences? using my imagination? Do I proofread my work to find my errors?

Do I_-rewrite some of my stories or reports after I have made corrections,

changes, or additions? ,Do I have another special problem in writing? What is

it? Finally, the checklist provided space for each child to say what problem

s/he would work on in the next few weeks.

While the children in this class are about at or at grade level, the

teacher says that they are not yet adept at knowing what to write when'asked.

Her intent is that thestudents will consider writing fun, that they will

become, in the writing process, better readers and speakers as well as better,

more confident writers.

The teacher states that she believes PTS is an important approach; she

likes the stress placed on the purpose of the writing rather than on
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mechanics. She oefines PTS now as "writing with a purpose with evaluation for

such a purpose." During the post7observation interview she commented that one

of the strengths of PTS for her ii that it gave a title for the purposes of

writing--it helped her realize that she was teaching expressive, persuasive,

ano expository writing although she had not been talking about it in tiiose

terms. She plans to continue using the PTS ideas although she has no

intention at this time to ,use the scoring system.

Teacher D

Jhe school is a magnet school, The Academy of Basic Instruction. It is

located in a predominantly white, middle-class section of the city.

Teacher D, a reading specialist, speaks enthusiastically of the training

she received as part of another CEMREL writing-related effort: the development

and use of a handbook called Oral and Written Communication: Strategies and

Resources for Students and Teachers. She has used many of the lesson plans in

that handbook for student writing activities in the past.

The participating class is a remedial reading group of five fourth and

fifth graders which meets daily for forty minutes. They meet in a small

classroom which is a convertedteachers lounge, with one side of the room

lined with storage lockers. Teacher D has displayed a wealth of pictures,

and lists of words that students are learning on the available wall space. VX

Study Cards (from the Ancillary Reading Center--ARC--Program) are used for .

vocabulary development. The ARC prOgram is a multi-sensoPy approach with a

tracking strategy that moves from sounds into words, words into sentences,

sentences into paragraphs.

Students had been-give the-Tennis Shoesixercite-which Teacher 0 used

for- diagnosis of language art skill deficiencies. She could guess from their

writing the sorts of things that would give them trouble in reading: main

ideas, details, language mechanics, spelling, and so on. She did not "red

mark",the papers but,, along with the students, had discussed whether they

rated 1, 2, 3, or 4. Her scoring guide, posted prominently on the wall,

distintuished the categories this way: limo establishment of role, 2=l1tt1e

elaboration of role, 3=good elaboration of role, and Oinventive and
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consistent elaboration Of role. Teacher 0 expressed pleased surprise at how

well these students were able to assume a role.

When the class was observeo they were given another role elaboration

assignment, which was displayed on the board and also given verbally. It

saio: 1Preteno you are a piece of clothing. You've done all kinds df things

with your owner in many places. Tell how you look and feel. Tell about your

life with your owner. Tell how you feel about your owner." Teacher C had

written a list of clothing words on the board which students read and she

pointed out blends and digraphs they had been studying (shirt, skirt). She

then passed around a box containing pictures of different pieces of clothing

and students selected the one they wanted to pretend to be. She also

suggested a possible title and open-ended beginning sentence, told them that

they cduld use the dictionary but hoped they would first try to sound out the

word. After that, students wrote for about twelve minutes. One student asked

if she should write a topic sentence, and Teacher D was pleased that she had

remembered._=Teacher D told observers that she had deliberately giverulittle

instruction with this assignment because she wanted to see what the-chiVdren

would rememberfrom previous classes. She also commented that her goal for

the day's writing was that students would write and comprehend five coherent

sentences.

Students were asked to share their writing aloud. One student responded,

after which teacher and class reviewed the assignment and discussed how well

he had followed directions. She also told the student to put on his paper the

score'he thougrit he (reserved and he gave himself a 3 "because I didn't tell /

how I-looked." Other students agreed that 3 was the appropriate score. The

next student did not want to read his paper but wls willing for Teacher D to

read it aloud. $he did so, and the author then said that he should get a 1

because he had talked about a shirt rather than as a shirt. In response to

.Teacher C's question about how he could remedy that, the student was able to

change his beginning sentence to reflect first person point of view. The

teacher'assured him that he would have time to revise thefollowing week. At

that point the class time was over.
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The following week the students worked on a similar assignment,-this. time

working together and writing a single piece on the board in Which they

practiced role elaboration by pretending to be a sock.

Wring the post-observation interview Teacher 0 ta1Iced more about the

relationship between writing activities' and the, development of reading

skills. She finds that writing improves student spelling also. .Students

reading aloud what they have written have an opportunity to have &successful

lteading experience, and Teacher D emphasizes listening to what they are saying

when they read what they write as rhelp to comprehension. Listening and

following directions are very important, she stresses. She is pleased that

the children aredemonstrating increasing comfort with writing now, whereas

earlier they hesitated and could not get started when she gave a writing

assignment. No reading grades are given by this teacher; she does keep charts

showing skill strengths and weaknesses for each child, and each child has

his/her own activity folder in which work is Kept.

The teacher feels that PTS. is useful, that it is adadtab,le to her

situation and that children can understand the distinctions in scoring 1, 2,

3, 4. Because of the nature of her work as a reading specialist, she does not

begin work with students until several weeks of school have occurred, so that

she did not have the opportunity to begin data collection until fairly late

into the reporting period. She reports using PTS to formulate assignments, to

analyie and assesi student writing, to make specific instructional

suggestions, and to decide on future activities. A.problem is that she

doesn't have time to write more specifics for each assignment beside each

numerical score on the scoring guide she presently uses. She plans to do more

expressive writing exercises using other Wategies than "pretend you are a
_



Teacher E

Teacher E teaches in the same school as Teacher D. The participating

dais is a "split" sixth/seventh grade. Teacher E has taught eightn graders

in past years and expressessome frustration at the achievement level of her

students this year. She has put considerable emphasis on writing in past

years and has been proud of the individual student's books that her classes

, have made. Her preparation for, teaching writing includes participation in a

summer institute of the Gateway Writing Project (local version of the National

Writing Project). Participation in this Writing ProjeCt's June workshop

served to reinforce knowledge she hid acquired from her other learning

experiences related to writing instruction.

Theclass Of 26 students Was observed working on the Tennis Shoes

exercise, which was continuing from a previous day. A few students had

completed the assignment and had made a book shaped like a tennis shoe with a

crayon-colored cover. Those students who were still working on the assignment

were divided into five groups, each of which had a teacher-selected peer

editor who read the others' papersand made verbal comments or written

comments on a separate sheet potnttng out places 'where some error in form

existed. Editors were instructed not to make corrections but to point out

suCh things as sentence fragments, run-on sentences, lack of indentation where

needed, insufficient margins. After revisions were made, editors turned in to

Teacher E those papers that were ready to be put ln'final form.

At the end of a half hour, writing activity was concluded and s'tudents

moved chairs back into full class format in preparation for oral recitations

of two poems they had been assigned to memorize._

In the post-observation interview Teacher E commented that the plans she

made in the June workshop for using PTS had had to be modified because of her

assignment to.a sixth/seventh grade claSS when.she had expected to teach

eighth grade. Her students need to work on "basic" writing skills and she is

constantly having to adjust her expectations beC'itse they are not as skilled

as she had hoped they might,be. Students had not been accustomed to revising

and rewriting their work. Now they usually write twice a day and most like
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writing activity once they have a finished product to be proud of. Teacher F

wants them to learn to be more specific; she also wants to sharpen their

listening skills and believes that writing experiences help to do that.

Individual student progress is charted by reference to their journals.

Teacher E uses what she terms a "conglomerate" approach and no single

text is provided. Although she did not submit any completed log forms, she

reports verbally that she has used her knowledge of PTS in formulating

assignments and in assessing, although she does not use a-scoring guide. She

records whether or not an assignment is done, but'does not give scores or

grades on the writing. At this time she is not ready fo judge the strengths

and weaknesses of PTS because she wants more time to work with it, and she

definitely plans to continue exploring how to use it in her situation.

Teacher F

The school is located along a major thoroughfare in a suburban community

characterized by many large, old but well-kept homes with spacious lawns and

lots of trees. It is mostly a middle to upper-economic status area. The

school complex consists of several buildings connected by roofed walkways,

with trees and flowers in the courtyard areas.

The school district voluntarily participates in a metropolitan area

desegregation plan and accepts a limited number of students from the City

Schools.

The sch400l district provides minimal guidance for the writing

curriculum. Objectives are specified and pre/post tests are given; teachers

are required to explicate their own lesson objecttves and these are to be

placed on the board in view of students. A committee chose a Scott-Foresman

text that gives writing assignments and rubrics for scoring which Teacher F

uses as a reference,
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Teacher F is a veteran of 21 years of classroom teaching who says that

she likes to write and to teach writing. She has been involved in the Gateway

Writing Project for three years and has given workshopi about the project to

other teachers at her school. Other training includes a workshop on the

Weehawken writing model and considerable wniting in aesthetic eduation

courses at a local college. She teaches sixth grade language arts.

In the fall pre-test, all students wrote On the same topic at the same

time. Papers wee graded (anonymously) holiStically. Teacher F felt that not

much was learned from the exercise that was helpful in planning instruction.

In the entry interview Teacher F commented that she uses literature as a

base for much of what she does; she has fiveArnits of study with a writing

component in each. Her approach to the writing process is to begin with the

sentence: a topic sentence followed by supporting sentences with specific

details. She useS peer editing by couples and students do a lot of rewriting

and revision. They do their writing in spiral notebooks and occasionally read

their work to small groups or to the entire class. Her writing instruction

techniques include those she learned in the Gateway project, "poWer" writing,

sentence-combining, use of figures of speech.

During the interview she said that she/hoped and believed that PTS v4euld,,

help her give the same grade to the same paper every time she graded it.

Thus, PtS would be a fairer gradingosystem than holistic scoring. It would

make directions public and the whole class would better understand the

assignment and the scoring.

When observed, the class of 25 sixth graders was directed to read from

the board and copy into their spiral notebooks the objectives, for the day's

lesson: (1) to write a "Dear Dracula" letter, and (2) to answer a "Dear

Dracula" letter. This assignment was part of a unit titled Spook Spectacuiar,

which hid begun with a study of the historical Dracula and the varioul

fictional versions that have appeared in film. Teacher F commented to the

observers that this was the first instance where she had adapted an assignment

from previous years for use with PTS, as opposed to creating a new one, and

that she had found it difficult.
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Teacher F told students to imagine who they'd like to be for Halloween if

they could have any costume, play any role they'd like. She directed their

attention to some Halloween-related materials in the room, including a

cardboard castleand paSsed around pictures of vacious masks to give stu dents

ideas for characters they might assume. Students were also given'copieS of a

fact sheet about Dracula and a'sheet with two sample letters. One of the

saMple letters contained a punctuation error which students were askedto

locate and correct. Teacher F reviewed reasons for capitalization and

punctuation and pointed out the blockjorm which they were to use. The class

also.read the sample letters to see if they had followed the accompanying

directions. Purpose and SUdience for their own letters were-discussed. Then

Teacher-F directed them howto position the heading of their le'tter to Dracula

and suggested that they make up a funny or spooky adci'ress. Students wrote

headings and some of'them read theirs to*the class. Then Teacher F pointed

out proper position of the salutation, after which students-were directed to

write silently Tor five minutes.. During.that time Teacher F moved around the'..

grot>ip, usually shaking her head negatively whem students raised hands or tri*O1

Of ask a question during that time. She gave brief responses to'ione or two:

questions".

When the five minutes had elapseb, those who had finished traded cpirals

with another student (others kept on writing) and, after reading that/-

student's tetter to'Dracula, were directed 'to pretend they were Dracula 4nd

write an answer to the letter: They were given abo five minutes to write

their answer,-during which Teacher F moved among th group and made occasional

suggestions. Then she reminded them to re-read and dit their answer, after'

which they were to score their partner's letter to Dr Oa using a 1=4 PTS

scale (posted on board). They were told to ignore mech ical errors ift

deciding on th-e-score-;-----Then the spirals were returned to heir ownefs-, -who-

scored the other student's answer to their letter in the same way. At this

point students wereallowed to discuss with their partners the reasons for the

scores they gave. Teacher F then asked for volunteers to read both letters in

their notebook and to say what scores had been given. Classes discussed

whether or not they agreed with scores given and, if not, why not. 'Students

were told to be'prepared to rewrite a:Yinal version of their letters on "good"

paper tile following day.
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On the six logs she submitted, Teacher.F consistently reported using pTS /

for formulating assignments,.for analyzing and understanding student writing,

,and for assessing and grading student writing. She says,that using:it enables

her to have the students do more writing because she can score paw faster.

Making a scoring guide is the most difficult part of using.PTS for her. She

does not score on mechanics but finds relatively few mechanical errors on

Students' papees4;. This may berbecause she does not score papers until fth0

have'been revisee and edited,Ibut she alio believes it is because teachers in

er

the elementary grades are doing a good job of teaching mechahics.

In the post-observation interview Teacher F expressekl §reat enthusiasm.

for PTS. She says, "You-can 'adapt an thi to PTS. It akes time and lots of

_preparation, but the more you,do it, the eas. r it get ." In addition to the

41Frobserved class, she has used it in her four otherj claSses. She .%integrates all

the langUage arts into her writing activities, and teaches writing at each

period of each day except for one period set aside for reading. A reading

Id

book and a textbook are provided but she has not used them so fae this year;

,.she expects to make some use of.them soon. She has created six writing units

which she regular uses, and she also)ceeps a "trivia box" Which contains

cards which tell some ing exciting lhat has happened in history on each day

of the year. That box provides stimulus for &number of writing activities.

She cited an example of how she uses the PTS for formulating an

assignment: *On Veterans' Day she took a card from the trivia box which gave

information about how the unknown soldier was chosen for the tOmb.at Arlington

National Cemetery in 1921. The assignment #as to take the role of the unknown

soldier, to give that person a perionality and an ident)ty, to tell haw the

person died and hcw he felt about being chosen to bOnterred at the National

monument. During pre-writing discussion the claSs discussed the voice,

purpose and audience and how the scoring would be based on whether or not

identity and manner of death had been esttablished *and feelings about being

chosen as the unknown soldier were eXpresad. Teacher F says that her

students love ihe,PTS scoring method and, after a little practice, can tell

whether a piece of writing is a 1, 2,,3,.or 4. Often there is class

discussion and teacher input about why the be4son whcse paper they are reading



did not get a 4 amd what could be done to make the paper a 4., Students

. regularly write in their spirals, score each other's- work, and then rewrite on

separate paper the assignments that Teacher F it going to collect. She scores

those papers and enters the PTS score in the grade book but uses letter grades

for things like grammar or mechanics. Her students have lots-of weaknesses in

spelling, she says; she does not have time to"teach spelling out of a spelling

book, but uses vocabUlary words from the reading prograth for spelling lessons'.

Teacher F's goal is for each student, by the)time s/he leaves the class,

to be able to write something and to want to rewrite ofen enough so that they

have made it into something they'd be really proud to show to anYbady. She

finds that the skills'Of the students she gets seem to be better each year and

that most of them catch on really fast.. -They are accustomed to her fast-paced

tiadling and are used to having fi4e to ten' minutes to do actual draftipg-.---

She stresses that she always has ore-writing activity and that most of the

tiMe the pre-writing takes longer than the writing i'tself. Then,, of course,

they get time to rewrite later. They are accustomed to getting into groups

for peer response and do ii quickly nov;.

In the interview Teacher F commented that she has used PTS for diagnosis,

but not nearly as much as she would like_to. She has not used it for deciding

what the next activity should 4e.

Teacher G

This school district serves a growing area of suburban St. Louis County.

The district includes two senior high schools, three'junior highs and nine

tlementary schools. For the last four years, the district has tmployed a

language arts curriculum coordinator, initially full-time, now in combination

with teaching at the senior high. Among other steps which the curriculum

coordinator ha/undertaken art the adoption of_a new composition'text at the

junior high level, the introduction of sentence-combining activities at all

grade levels, the institution of a district-widt writing assessment, and
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In the third-week, the teacher spent tiTie teaching methods of

organization aad of selecting details. The major writing was an exercise from

the text which had an identified trait and for_which a scoring guidejwas

prepared. At this time Teacher G observed that students were producinv longer

and better organized paragraphs. She,felt that there were signs that students

were becoming "more comfortable with wrjting". She, however, expressed her

own discomfort about her primary traits and about the score point definitions.

Students continued to work on the composition from the prior week and,

for the first time, the teacher invited the class to engage in Peer response

groups. Initially, peer partners were asked to read for Surface errOA:

run-on sentences, fragments, and misspellings. However, peer responses went

beyond this to comment on the reviewer's reaction to the Writing. MOtieover,

the teacher reports that PTS score categories were Used by_students for

assessing early drafts of the composition:

A

During the next week, Ntudents concentrated on-word choice exerci rap

the text and en§aged in practice activities which were shared with the lass.

This type of activity continued through the next week with an emphasis on

specific, vivtd and descriptive language.

'When we observed Teacher G'sclass, students were working on reviOngi

drafts of a paper which was intended to describe the school to an adult who

had never been there. Students worked in iriads, reading'papers and then

assigning a score of 1-4, justifying it fin-terms of the score category

definition.- Aftertassigning a score, the peer evaluator was to offer two

specific suggestions for improvement of the paper. 'Following this activity,

the class, as a whole, read and diicussed some of the papers.

__Several_things wmre obseeved_which were extremely interesting._ First,

real revision of papers could be seen. Drafts were marked with errors

signalling movement of paragraphs; whole sections had been sci-iibbled out.

Although the paper was to have explained school, many students in the class

were writing in an expressive mode. These focused on the student's feelings

about school, classes, and teachers. None of the peer editors seemed to

36



notice this confusion of mode. The tacit rhetorical stratrgy of this

assignment was the discovery of a principla of organization which woi.ild make

clear the explanation. However, most students seemed content with writing

tong lists of details, often uting a chronological description of a school day

and/or a physical description of the school building.

Students treated their colleagues' writing-respectfully, for the most

part, but seemed to gain little help from the scoring guide definitions. It

was refreshing to hear the teacher remind the students of the difference

between reading for content (and responding to it) and-reading for surface

feature errors. Despite the apparent (from the logs) emphasis on precisely

such surface features, the teacher was able to help her students respond to

the content Of the writing. Later, as she pointed out, there would be time to

correct spelling and subject-verb agreements.

Teacher H

Teacher H is the Language Arts DepartMent Chairwoman at the junior high

school where Teacher G works- She has taught for eleven years, always in this

system. In class she presents an organized, neat, almost stern demeanor which

is perhaps a way of counterbalancing her relative youthfulness and

attractiveness. She is probably an adherent of the "don't smile before

Thanksgiving" school.

Teacher H has participated in training offered throulh the Bay Area

Writing Project affiliate at the Ltiiversity of Missouri. In her entry

interview she said that the has used the process writing aOproach and peer

partner editing intensively in her classes since that experience. While her

instruCtion is by-no-means tied-to the distrtct's newly adopted language arts

text, her emphasis is a blend of attention- to the more mechanical aspects of

writing simultaneous with development Of interest in writing.

Teachers logs for six weeks 'were completed by this teacher. Beginning

on the first day.of :instruction, students were required to write. During
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those first three days of class, Teacher

class. On the first day, students wrote

want to learn this year." On the second

they were to write about themselves from

the class.

"-

H spent 100 minutes,with her target

a "friendly-letter about what you

day, they wrote a paragraph in which

the point of view of someone else in

While this assignment was picked up from the,basal text, it is clearly

identifiable as a typical PTS assiOnment. The trait is the expression of

perception through role elaboration: A scoring guide was prepared in which

score points are defined by the degree to which students sustained the role

("someone else") and provided detail of description.

'0.1. the third day, students evaluated their paragraphs using theiscoring

guide. The teacher then explained how, she would apply the,scoring guide,

giving examples of each score point. While these papers were not assessed for

grades, the teacher had used PTS to formulate the assignment, to analyze the

students' writing and for responding to students' work.

Further, class discussion and instruction had been centered'around

role-taking and the difference between observation and inference. It should

,.be noted that this instruction fell directly into the major writing task and

is consistent with the normal junior high school writing curriculum which

devotes much attention to differences between opinion, judgement attitude,

inference, and observation.

In Abe second week, Teacher H continued to teach observation, selection

of detail, and role-taking. The major PTS assignment presented students with

pictures of animals in various situations and asked for a paragraph written

from the animal6s point of view. During this week, the idea of peer editing

was introduced. Students were given the scoring guide before they began to

write,and uted the guide to edit one another's papers.

During the first three. days, classtime was spent largely on this,

assignment. On Thursday, two verse forms--haiku and limerick--were introduced

and on Friday, vocabulary deyelopment was undertaken.
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On Wednesday of theT following week, the dist4t=wide diagnostic test of

writing was given. The assighment was-based on the clatsic PTS exercise,

"Tennis Shoes". Most of the instruction for that week dealt with symbolism,

simile and metaphor. On Friday, a writing assignment, stimulated by the

painting Ameri.can Gothic, was made. This assigmment occupied the class

through the next week. Peer editing of the writings occurred on Monday and

Tuesday,

with final editing on Wednesday. Two class periods were spent On reviewing

for and sitting on exams on word Choice and usage.*

Teacher H's*use of peer editing becomes quite clear through this

aisignment. On Friday, the students looked at and'talked about the.painting.

They-also discussed the scope of the assignment, which was to write a short

story based on the picture. They began draft writing in class, with the

author, and,his/her peers reading'it. .Responses to_the draft tended to focus.

on content and personal reactions to the draft. This pattern of writing and

submitting drafts to peers continued for the next three class days. On

Wednesday, the teacher collected the final copies and read them, attending to

content, mechanics and-grammar. The "content assessment was based on a

PTS-like scoring rubric, but a total impression grade was awarded each paper."

Word choice, levels of usage,'and audience were the foci of instruction.

No major coMposition assignment was given because these skills "should be"

carried over into any other writing, although in-class draft writing was

reported for three days of the week.

During the class period cif observation, students,were divided into four

groups. Each group was to define one of the score points for the writing

assignment which had been made. The assignment was recorded on the blackboard:

Primary Trait--Expression of attitude through significant ordering of

detail.

AsSignment--Wri.te a paragraph which shows how you,feel about school.

Uie vivid, sensory detai,l to create the image you have of

school. Let the paragraPh revealy feelings, as good

description should.
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For this assignment, students created the following scoring guide:

1--Wrote about the topic but didn't create a vivid image and didn't

reveal all of his feelings. Needs improvement.

2--Not very destriptive, content makes sense. Needs improvement on

unity and organization. Unclear descriptions, gets off the subject

a, little, needs improvement in word choite.

3-.-Has covered the topic. Some vivid detail. Connections somewhat

'clear between images. Most description leads'you to the same image.'

SOme sensory details. 'It reveals mOst feelings and some opinions.

4--Parigraph should contain vivid description and detail. It-should

show clear emotion and create a clear image. AlI material should

relate tD topic in an organized pattern and should not be opinion.

The students' inittal definitions were quite interesting. A striking

quality of each definition was its 'lack Of precislon:. "needs- improvement";

"gets off the subject a little"; "not very descriptiyei; "some vivid detair;

"reveals most feelings". This vagueness 'oUld have been re ated to the fact

that the students hadn't actually,written to the assignment et and it,

therefore, was not very concrete to them. It might also have been reiateeto

an attempt to write a teacher-like definition, rather than one which reflected

theirown understanding. The initial definitions were altered 'through

subsequent discussion with the,teacher, so that clearer distinctions among

levels were achieved eventually. What is positively striking abaut even'the

initial definitions, however, is the_sense that unity is important, as'is

description..

The important thing, though, is that students are attempting to define

ways to solve the problem posed by the exercise: They are quite conscious of

how the writing mfght succeed, by what criteria success would_be gauged. The

ability to formulate the scoring guide and to discuss it suggeits that theser

students are approaching Writing in a more engaged, conscious way than many

others do. The consistentuse'of the scoring guides for peer editing purposes

has surely contribUted to the students' ability to generate their own scoring"

guide which, the teacher hopes, will influence their own writing.
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I.

1

During the June PTS workshop, the teacher wrote the following:

1. PTS establishes a definite purpose in writing each assignment.

2. It limits the student's focus so he can "master" one level or type -

of writing trait (skill) without`worryingabout oth-er'traits. In

lightof this, I do not feel PTS would work well in rating assign-
ments which might have several "purposes".. Rather, I would use it

to have students focus on each of the purposes separately in

drafting stages. An example of thjs kind of assignment might be
the creation of a short story in which I would be looking for

characterization, setting, plot development, point of view anit in

which the student decides what the purpose of the story will be--

entertain, -teach-a-moral , -expound- a-themeetc.
3. PTS also will help me keep the focus of my grading clear throughout

a set of papers and will (hopefully) allow my studenis to understand

the reasons behind aty evaluations, allowing them to redefine what

they were expected to accomplish and how they may do so more
completely or acceptably.

4. I see PTS as being more relevant to the drafting stages of an
assignment rather than the final presentation, although the_PTS

guide wduld also serve as the focus of rating "content" achieve-
ment in the final presentation.

This teacher's extensive use of PTS for peer editing is not surprising,

given the emphasis she has placed on peer editing in the past. In fact, in

her entry interview she described the use of .peers in a structured method she

had formulated for helping them "discover" their topic when she allows them to

choose what they will write about. Because s/le finds that deciding on what to

write about is a big issue for junior high age students, she h as used a system

by which they list potential topics, free write on one of the topics for 'four

minutes and then have a peer partner revieW the first draft and respond in

writing to the content and clarity. The writer then either revises in a

second draft or changes topics. Another peer editing follOws, this time

focused on organizational and editorial issues. Typically she has given

credit for each draft and each peer edit as well as the final draft.

Although her June writing regarding PTS does not use the words "peer

editing", ,Teacher H later pointed out that that is what she was referring to

in number 2 above when she speculated that she would use PTS "to have students

focus on each of the purposes separately in drafting stages."
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Teacher I

Teacher Iteaches in- the same district, as Teachers G and H, but in

another building. This school ser.ves 800 seventh and eighth grade students

who change classes hourly. These students take,classes on a semester basis.

The current semester started in-September. 1982 and will end ( January 1983.

The dict to which this school belongs has adopted the SRA curriculum for

writing inftruction.

Teacher I has been teaching for 16 years and has participatecLin

training offered through the Bay/Area Writing Project affiliate at the

University of Missouri. This year she has seventh graders in two language

arts classes daily. One class is totally reading and the other, in which she

uses PTS, incorporates vriting, spelling, vocabulary and grammar. She uses.

the SRA Composit-ion Skills 1 and the Warriner's 7th grade (Harcourt, Brace,

Jovanovich) texts for instruction'in writing. She wants her-students to be

able'to do descriptive 'writing and persuasive writing,, to follow directions,

and to compose well-constructed paragraphs by the end of this semester.

She also,teaches two remedial classes with a different scope and

sequence of instruction end she is planning to use PTS with these students

later in the school year:

Her students keep a-Writing folder of graded papers and she keeps a

grade book of their scores to chart individual progress. Her grade book has

PTS scores for writing and letter grades for the other aspects of language

arts.

At the sumer workshop, Teacher I Wrote that 1) PTS establishes a

specific purpose for a piece of writing; 2) to a degree, PTS takes some of the

subjectivity out of writing evaluation; 3) hopefully it will shorten the time

involved in the evaluating process; and 4) it forces the teacher to carefully

analyze a writing assignment. While at the workshop, she envisioned using a

PTS exercise and scoring guide she developed with a literature survey in which
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the students would imagine they vere one of the characters in the dinner table

scene in 40wls in the Family.," so that they would help their audience see and

feel the experience they wou-ld describe. However, the class has not yet

progressed to the.point of using this exercise.

I.

Since that time, she has used the "Tennis Shoesu exercise as a pretest

assignment with a 0 to 4 scoring guide,that she de9eloped. The pretest on

Friday, 9 Sepgenier 82, took the students 50 minutes to complete and it took

Teacher I 40 minutes to score. She used the results of the pretest to decide .

upon what her next class activity would be. The following Tuesday1 -8

September 82, Teacher I read and the class.discussed the results of the

- assignment.

She reported that the assignment accomplished what she hoped it would)0

except that she thought.the exercise would clarify for her students the

reasons for a.0 to 4 rating,and this did not occur.

The,teacher used PTS again during the week of 27 Sept. through 1 Oct.

82. This tune the sturts were required to write adescription of their

cafeteria at lunchtime using sights, sounds, and-smells. Students were to

comptete the assignment during their lunch periods. The teacher-developed

scoring guide this time had a 1 to 4 rating scale. Again it took Teacher I, 40

minutes to score the papers. She reported that for this assignment, she used

PTS for analyzing student writings, scoring them, and responding with specific

Anstructional suggestions. This assignment also accomplished what she hoped

it would and she noted sOme improvement over that last trial.

On 7 October.82, at the mid-implementation workshop, Teacher I 0

commented that brighter students are uncomfortable with PTS because they are

used to receiving a grade reward. She added that the 0 to 4 scoring guide had

been too sophisticated for her students.

During the week of 18 through 22 October 82, Teacher I used PTS for

formulating an assignment requiring the students to write a poem on "These are

the things I love" using specific nouns and descriptive modifiers. She
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deported using PTS for analyzing student writings, scoring, and making

specific instructional suggestions on this assignment, also. This time it

took her 25 minutes to score the papers. It accomplished what she hoped it

woul d.

During the week of 25 through 29 Oct. 82, she reported using PTS for

formulating an assignment requiring students to use specific nouns and to

rewrite passages substituting vivid verbs. She reported using PTS with this

assignment also for analyzing student writings, scoring, making instructional

suggestions, and deciding upon the next activity. This assignment also

accomplished what she hoped it would.

The class observed on 1 November 82 consisted of 27 seventh grade

students whei were average to lay achievers. The teacher reports that they

have been Ary positive all year towards writing, They sit at tables put

together in differing configurations throughout the classroom. The room was

decorated in blue and golci (the school colors) and green, iiith pumpkin faces

and posters of Gariie ld making up for the absence of windows to brighten the

room.

During this particular class period, the students went over-the 1 to 4

scoring guide Teacher I developed for the a- set of papers. The teacher

explained what each category meant and hcw she had used it to score their

papers. Then, she distributed their papers and mentioned problems they were

having with form andmechanisal errors. She instructed them to use these

papers to create a fantasy environment and reminded them to be specific about

what that woullid include. Again, they were to use sights, sounds, and smells

in their descriptions.

She had them begin by listing items under each of tho three columns

both on paper and on the board: Sights Sounds Smells. Then, they were

instructed to work these items into a well developed paragraph. She suggested

the kinds of things their lists might include, allowed than time to write, and

told them that they would talk about it the next day. As students were

writing, Teacher I circulated among them and made specific suggestions on what

could be added.
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A few clays later, the students used peer evaluation forms to score

their rough drafts and Teacher I scored the rewriAen drafts of the fantasy

environment papers.

In summary, this teacher has used PTS for formulating assignments, for

analyzing/understanding student writings, for assessing/scoring, for

responding/making specific instructional suggestions, and for deciding Upon

wnat the next activity would be.

During the post-observation interview, she said this about the

strengths and weaknesses of PTS in her situation: "After doing the first

couple of scoring guides was such a laborious process that it wasn't really

a time saving device. But I'm Koping that with more practice it will ,go

faster. It was verily helpful in organizing my end of being vet'ly soecific-in

'instructing the chfldren to write what I want them to write." ,She intends to

continue trying different methods which will include the use of PTS.

1

Teacher

Teacher J teaches in the building in which TeacherI is department

chair. She has participair in training offered through !the Bay Area Writing

Project affiliate at the University of Missouri. This year, she instructs

eighth graders in language trts daises daily. Her classics include

instr.uction in speech, composition, vocabulary and gram*. She uses the SRA

Composition Book 2 for instruction in writing, and she wants her students to

become literate speakers, wrftersk and readers of'English by the-time they

graduate. She has adapted the SRA\scoring guide to'the primary trait system

of scoring for descriptive writing.

She customarily had kept track.daily of each step of the writing

process by using checks, check plusses, and check minuses on student drafts

which are kept in journals and folders. Then, when her students would do

their final papers, she would look back at the checks leading up to the final

product to see if they had come a long way, and she would grade accordingly.
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Now, however, she finds PTS very helpful in replacing the checkmarks because

the stUdents always wanted to.translate checks into grades, and it gives her a

way of getting them to do, their homework without having to deal with a

multitude of grades for everything. She says that PTS has made her_feel more

confident about what her system of scoring means, and that by the third

assignment, the students have caught on as well.

At the summer workshop, she envisioned using PTS with chapter l of the

SRA book on the composing process, stressing the 3 steps in the creative

process: .seeing,-selecting, and telling. The students would take an everyday

object, Pretend to see it for the first time, and then decribe it in detail.

Afterwards, they WOu1d take the same object, forget-its normal use, and then_ )

describe invented uses for it using,explanation through the use of examples.

The students in fact did gei a chance to do this exercise with a teacher

developed scoring guide.

During the week of 7'through 10 September 82, Teacher J used the

"Tennis Shoes° exercise as a pretest essay assignment. -She reported using PTS

to formulate the assignment, to analyze student writings, ihd to score them.

The lesson accomplished what she hoped it Would.

During the week of 13 through 17 September 82, she reported using PTS

to formulate an assignment requiring students to discuss selecting details to-

achieve a particular purpose, to discuss point of view, and to discuss

connotatiOn and denotation, leading up to written assignments from the SRA

book which had students to write paragraphs supporting two topic sentences, to

write descriptions of the classroom from differing points of view, and to

write an original limerick or haiku. PTS was also used during this week for

making specific instructional suggestions. The class did thd scoring from the

teacher-developed guide in peer groups, but she found that they tended to

score the papers of their friends higher than she would have.

TeaCher J commented at the mid-implementation workshop on 7 October 82

that PTS helped her in formulating assignments. She said that now when her

students read their papers aloud, they comment on how'to make them better.
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Sht also said that since they are doing more writing, she has noticed fewer

mechan ical errors.

The class observed on 1. November 82 consisted of 23 eighth grade

students who are slow to average achievers. They were seated at tables in

somewhat uniform configuration throughout the room, with equal numbers of boys

and girls At each table. The room, with windows, was blue and white,

decorated with student writings and colored drawings on green background on

three of its four walls. The assignment dealt with essays of opinion.

Teacher J asked what was nice about spring in the author's piece they

were reading .from the SRA book. She pointed out the purpose of a topic

sentence and the need to support opinions if one wants to convince or explain

to the auaience why one feels a.certain way. She emphasized using logical and

not emotional reasoning. At this point .there was the sound of the tone over

the intercom and the students immediately went to lunch.

ile the students were aw.ay at lunch, Teacher J commented that this

wdjbe their day to write gripes in their journals and to oevelop- opinion

sentences into paragraphs..

When the students returned from lunch,.Teacher, J immediately explained

the assignment and gave'examples of how to do it. They werei.to write a 5

sentence paragraph with supporting details convincing the reader of their

opinions on a topic they would choose from a list *they had from a4rev.ious

lesson.

Teacher J read sentences from the SRA book,_and students volunteered to

identify which method Was used to convince the reader: fact, exampie, logical

reasoning, etc. Then, she repeated the assignment, remin ng hem to

formulate a topic sentte firit, to give examples or easons, d to be

specific. She emMasized" sticking to the topic they hocise. e mentioned

that this ass1gnmel4 would not be for a grade, but th t someone in class the

following day would dtc_i&how convincing it is. The studen wrote quietly

until theond of the period:-
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In summary, Teacher J has used PTSin formulating assignments,

analYzine student writings ! scoring,_and making specific instructional

suggestions.

In the interview conducted during the classroom visit, Teacher J

commented that the students are writing much more and that they are no longer

having problems getting started. She said that the main thing she has gotten

from th.e use of PTS:is the elimination of the.

alWays explained to the students that she was

mechanics when she was looking for whether or

essignment. So, PTS made her feel .reaLly good about that.

guilt for not frading. She had

not looking at grammar or

not they had One the

She said that she never passedAut a formal scoring guide to her

class. Instead, she.put on the board one sentence and the class discussed

whether or not it did what it was supposed to do to get..4 4.

She felt that PIS had really made her look at exactly what she wanted

from,her students and that'sometimei she found that she manted too much. PTS

thus helped her to be more rep.listic in what she asked her'students to do.

Teacher K

. 0
Teacher K's school district serves a growing area of a suburban

county. The district includes two senior high schools,Jour junior highs and

'nine elementary schools. For the last four years, the district has employed a

language arts curriculum coordinatOr, initial)y full-time, now in combination

with teaching at the senior high. Among other steps which the curriculum

coordinator has undertaken are the adoption of a new composition text at the

junior high level, the introduction of sentence-combining activities at all

grade levels, the institution of a district writing assessment on junior high

levelt the introduction of a Young Author4gronference as a language

experience approach to writing for elementary Students, bookmaking at

eliMentary level, and participation in.the WRRP. Five of the teachers in the

project Work in the school system. four of them are assigned to the junior

40 high; the coordinator is herself the fifth perton.
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Teacher K, the language arts curriculum coordinator for the district,

is, in every way:unique among collaborating teachers in this study. First,

she teaches at the high school, in an elective courseforjun-i-orsand

seniors. Second, she has the mOst thorough professional training (she is the
. _

only partIcipating tea her with doctbrdteY dnd1rS tiidied a= ic--both

classical and modern--and shows its influence in her teaching. Moreover, she,

more than any other teacher, seemed to understand the real value of

collaboration between teachers and researchers. Therefore her weekly logs

were always accompanieeby journal-like writings in which she discussed her,

experiences trying to discover the_instructional uses.of PTS.

The early activities of the class involved.getting her students to know

one another, introducing them to the principles of "process writing" and

establishing a c'limate of mutual respect.and cooperation among apprentice

writers. From the first assignment, Teacher K has developed PTS-like scoring

rubrics and has shared them with studentv Typically the rubrics were given

out when first drafts were returned.

In the second week of class, Teacher K explained editorial formats for

class assignments and discussed the research project in which they were

engaged. -After reading the first class set of papers Teacher K remarked that

the term--primary trait--was.causing her trouble. Rather than regard PTS as a

discovery, she saw it as .a reformulation of the principles of classical

rhetoric. She also remarked that the scoring guide wasn't helpful for

individual papers. She felt that the scoring guide offered k"pre-packaged"

response to students, rather than the individualizeqtresponse she pref&s.

A major insight occurred to Teacher K in the next week. She discovered

,that, in seventeen years of teaching, she has taught much expressive writing,

quite a lot of explanatorywriting, but very little persuasive writing.

Moreover, she was able to locate very little help in teaching persuasive

writing in any of her normal resource books. She could not articulate ways to

make appeals to an audience. As a result of a conscious appraisal of her own

teaching, she nadhit upon a major area which she had never taught

adequately. She concluded her log with this comment:
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"I wonder how Many teachers like myself have wonderful assignments

for writing but have not worked out the instructional methods to

suppQt them."

Sing the -fbUrill-Week 'of .theicourse; Teicher K began to 'involve the

students in creation of the scoring category definitions. These were then -

used to guide peer responses. By this time, students were almost ready to

write expository prose. ,

The teacher's expository asstgnment asked students to compare pbems by

Auden ("The Unknown Citizen"), and E. A. Robinson ("Richard Cory"). This

. assignment led her td speculate about the relationship between writing and

reading. The class discussions of the poems had revealed a disappointingly

shallow understanding on the students' part of the poems' meaning. Students

did not comprehend the subtle and ironic ending employed by Auden although

Robinson's "hit 'em over the head" twist seemed successful. As Teacher K led

the siudehts into a deeper understanding of the poems, the writing skills

students had worked on earlier began to be transformed into reading skills.

They; recognized extended metaphors, the consistency of poetic personae and how

ttie poets used these devices.

Student discussion in the following week revealed to Teacher K that

comparisons among modes were being made by students. Moreover, rhetorical

strategies which were appropriate to various modes began to shoviL up in

students' work, and to be recognized in unexpected places. Also, the class

came to a new appreciation for the conventions of jammer and 1;--lechanics when

they saw the ambiguities that are created by violations of grammatical

convention. "Grammar" was seen as a way to avoid problems of incoherence.

By ,this time, when students were producing their second ("nearly

perfect") scoring gulde, the teacher began to see the 'scoring guide as being

potentially useful. They had seemed too general; but as the students

developed them, the guides became an indicator of the strategies important to

the writer, a formatfve tool composed by studenis ind used by them as editors.
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Subsequent activities used models--both

students eiperiment with various'kinds of writi

Christenson's Cumulative Sentence was examined
,

journalism". By this point, studenti' writing

ability to read, analyze, and employ stylistic

specific literary models.
tl

literary and didactic--to help

ng for different effects.

as were examples of "oew_

was. closelky tied to their

detices associated with

.

In an interview with the clats,, students discussed severil aspects .-of

their experience in Teacher K's class. While they enjoyed creating the .

scoring guides, they were uncertain of their T.al valui A "4" was seen as

useful- as a pre-writing definition of what ought, to be in the paper, .

other categories were "unfair" since they focus,ed on what students .tiad dot

-.1.7

done.

'

Interestingly, students did not object °to writi4"td teacher-set ".

assignments since these provided a structure within whtch studenttwere-free

to work. But, the peer groups were felt to offer more useful feedback than

teacher comments since the peers are "on our level":

51

5'



Part III: Uses of PTS



TeaChers participating in the project found several pedagogical purposes

for PTS. In this section, we review and discuss them. It should be noted

.that teachers varied in their willingness to try PTS. On at least two

occasions, however, teachers were brought together to share their

experiences. It was hoped that such sharing would stimulate interest as well

as serving to remind teachers of the support available from the group.

Diagnosis. By ,"diagnosis" we mean a process which begins with the teacher

asking students to write to a Wecific task. This writing is done early in

the school year' and is undertaken after,a minimum of instruction. Once the

samples are written, the.teacher analyzes the papers to'get a general idea of

the students' strengths and weaknesses. Usually, then, this general

impression will influence the subsequent planning and delivery of ipecific

lessons.

Three occurences of PTS for diagnosjs were reported among the cooperating

teachers. Teacher F used a classic PTS assignment for her class pre-test but

then evaluated them holistically. Teacher D, who is a remedial reading

specialist, used a PTS assignment as a diagnostic device and then used the

stadent papers as a way of predicting reading difficulties: main ideas,

details, spelling, etc.

Teachers in one district decided to use the PTS exercise "Tennis Shoes" as

the junior h'igh school district-wide pre-test. Four junior high school

teachers from the district, including two of three department chairs and the

district language arts coordinator, are participating in this study. They

persuaded their colleagues to use the PTS exercise as the pre-test which will

be filed in each student's writing folder and which provides a baseline for

gauging writing development through junior high."

Formulating Assignments. Every teacher in the project reported using PTS

to fornulate assignments. This use included identifying the purpose of the

writing as well as clarifying speaker/subject/auOience relationships. One

teacher said "PTS Works because it helps me to know what I want to do", a

statement made in one form or another by almost every participant at some

point in the study.
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What is less ciear is the'extent-to which thinking about PTS influenced

assignments that do nOt appear,to.meet PTS criteria: An examination of, the

1

contained within the assignments. Some do"not cleaily indicate a_ mode or

purpose nor do they seem tO identify a primary trait. Sometimes.the TacK of,

sPecificity resulted tn individuals in the same class writing-to differerit

modes,

assignments made reveals a grea varia ion in .

For example, one class was asked to explain What school is like. So

-individuals wrote papers which were clearly explanatory: they-described the

physical properties of the building and/or detailed chronologically a ichoot

day. Other Students began writing chronologically; but with the emphasis 9n

their individual. day. This seemed to lead naturally to, wHting about their

reactions to individual teachers and courses. Thus, they converted (some

might say subverted) the task to be expressive: This was an ideal opportunity

for the teacher to point out the different strategies individuals had used and

to show students how they had changed the purpose. Instead, all papers were

accepted.

Analyzing Students' Writing. By this, we mean the use of PTS and the

scoring guides to understand what the student wrote and how it might have been

improved. This is different from assigning a grade in that it provides

sPecific feedback ta.the writer about what he did and 'what he might,do to

improve his writing. It is an activity which the teacher undertakes in order

to understand the writer as much as to understand the writing. Several

teachers made use of PTS in thit way, commenting "PTS really helps me see if

students are able to follow directions and get across the idea they are trying

to get across. Flowery language mightsound good, but if it doesn't

anything, what use is it?"

Respondinq to Students''Writing. This activity is related to analysis

of student writing, but goes to the next step: actually delivering

feedback.Current writing research has shown the relatively minor value of much

of the marginalia teachers often write on students' papers. For some of the

teachers in4the project, PTS provided a way of reSponse. "PTS scoring is



useful for first drafts only, as a tool to improve student writings." This is

. an important insight. This teacher, as do several others, divides the

development of a piece ofwr-tting into several stages. The first draft is the

draft which verbaliZes main ideas, shapes the.argument, etc. Therefore,

attention_to mechanical and grammatical flaws may be counter-productive in the

readerls response. PTS, with its emphasis on purpose, audience and rhetorical

situation, provides a way of responding appropriately to the ideas expressed

in the first draft. Once purpose and strategy are clarified, subsequent

drafts can be used to tighten organization, smooth transition, and correct

mechanics.

Evaluation/Grading. Given that PTS was originallrformulated for

evaluating writing, it may seem surprising that few of the participating

teachers used it in that way. Partly-this phenomenon can be explained by the,

fact that many.teachers in the *oup do not grade writing since grading may

result in a real reduction of children's Willingness to write. Other teachers

used PTS as part of a grading scheme-, but also fi§ured in points for

grammatical correctness, mechanics, etc. For these.teachers,"M is too

limited- to use for generating a grade. However, it'is interesting to note

that one teacher said that "PTS gives me a better way to explain to parents

what the students' grades mean."

Another teacher said that "the distinctions between the four categories -

are not Clear enough to use as a grading tool." This is a curious

observation, unless by "clear" the teacher means "comprehensive". It is,true

that in workshops intended to introduce teachers to PTS the most difficult

point for teachers to accept is that a paper filled with spelling errors and

"grammar"'errors,could merit a 4, while a mechanically perfect paper.could

rite only a 1. While teachers appreciate the perceived "objectivity" of the

scoring guide, they are unmoved by its lack ot attention to the traditional

"knowledge" of English teachers: spelling, grammar, and mechanics.

Peer Evaluation. Many of the participating teachers used PTS for peer

editing and evaluation. Charles R. Cooper describes peer editing as- a

potentially powerful activity but cautions that students need guidance when
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functioning in the editor role. 'This guidance can be fu'rnished, teachers

found, by providing students with a copy of the scoring guide to use as a base

from which to respond ,to other students' papers.

Typically, the students. are.asked to assign a score point from`the

rating scale to their peer partner's paper and then-to justify their award in

writing with reference 'to the score point's definition. Thjs activity does at

least three things:

1. It provides another opportunity for each student to examine the

purpose and trait in -each assignment. As such, it reinforces the

student's prior learning in another "modality".

2. It helps the peer editor learn how to provide.feedback 'which is

purposeful and helpful.

3. .
It creates/1' genuine need to write, since the response iTust be

written.

A logical followup to thit-activity was developed by several teachers-

in the project. Students were invited to create the scoring guides,*

articulating the differences marked by each score point. This activity could

either be done as a .pre-writing activity or as a step between the first and

second drafts. In either case-it helped students discover* and correct

weaknesses in their own papers.

4
,

improved Reading. Th.is use of PTS was a totally unanticipated outcome

of the study. - Teacher D, who is a remedial reading specialist, used PTS to

help improve reading. Partly this is the result of her own. emphalis on

language experience, wherein children,practice reading texts which they have

written.. Partly, however, this use of PTS is. related to the motivation

provided by the actual assignments. Teacher D mentions the case of one
,
student who was often absent because of disciplinary problems. Yet, when he

was in class, he specifically asked to be allowed to write his story. (Other

iid--tparticipating teachers mention his, same phenomenon: "problem" children

asking permission to do the writin activity. While we do not know with

certainty, it seems- likelyethat this results from a need for self expression,

which is often related to "acting out" behaviors and a desire to engage in a
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task on which the student will be successful, since PTS does not penalize the

student for his/her lack of control of spelling and mechanical conventions).

The.other teacher who cited improved reading was the high school

teacher. Sheobserved that her students began to recognize "primary traits"

in the texts they read as literary models. Not only were the traits

recognized, but students could talk about their use and value in attaining the

purpose orthe text.

This attention to Teading as a result of writing is not new in the

research literature. However, the specific use of primary traits to achieve

purpose in literature.is provocative and deserves further investigation.
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Part IV: Discussion and Conclusions



Before beginning our discussion of this research, it is important to
A

remind the reader again of two constraints on our work. First, we worked with

only eleven teachers. We made no attempt to cons ruc scien le

of the teacher population. Therefore, the reader must be extremely cautious

about generalizing from the experience of these teachers. Second, we'tracked

the teachers activities for less than one school term. In one case, the

period of teacher/student contact was less than five weeks. In no case vs it

longer than twelve weeks. Writing skill develops very slowly. For that

reason, we do not speculate about change in students' writing skill. Indeed,

we made no systematic attempt to collect or analyze students' papers. In only

one case did we talk to students about their experience.

Nevertheless, the teachers engaged in this study did find a number of

ways to utilize PTS and the princtples inherent in it. While these uses have

been described above, this section of the report will focus on only a few of

these and will offer commentl about the future implications of PTS.

Teachers in this project substantiated three outcomes of particular

significance andhelped identify two areas which deserve future attention.

First, the three outcomes will be described.

1. PTS helped teachers clarify the purposes of instruction, and helped

them to make clearer assignments. Although PTS ostensibly focuses

the writer's attention on the purpose to be achieved, several

teachers reported that in planning instruction they found themselves

pushed to be more clear. Before they could identify the primary

trait, they had to understand the purpose Of the writing, and there-

fore the purpose of instruction. As a result, they planned more

carefully and were able to deliVer more sharply focused lessons.

Moreover, the need to deeine with distinctness the various score

points led to a new objectivity in grading and evaluating since

personal preference was replaced with a public, pre-determined set

of criteria.
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2. PTS as an evaluation tool was more useful ai some stages of the

writing process than at others. None of the teachers who used

PTS for evaluation was satisfied with it as a total measure. It

is simply not sensitive to many of the factors which, to the

teacher, comprise a well-written paper. However, these same

teachers were pleased to discoveSgthat PTS was extremely helpful

at the first-draft stage since it forced them to limit their view

of the students' papers. Rather than trying to note all of the

paper's faults, the teohers focused only on the attainment of the

primary trait. This provided enough information to the student

writer to allow significant improvement without overwhelming--

and discouraging--the writer.

3. PTS is a valuable device for inairect teaching. When peer editors

used,the PTS scoring guides to comment on their partners' papers; a

second presentation of the instruction was made. 'However, here the

student wdrnot being asked to apply the instruction directly to his

own case, but rather, to use the instruction while looking at

how another student had solved the same rhetorical problem. This

second chance to learn will result in students learning the material

more completely: it is felt.

An important unanttcipated outcome of the project was the effect of PTS

on student reading ability. The relationShip between reading and writing is

suggetted by the research condutted by schema,theorists and provides some oi

the theoretical basis for the language experience approach to reading. Among

participating teachers, two mentioned that their students'. rtading had been

positively affected by PTS principles. The relationship deserves attention in

further studies designed specifically to determine under what conditions and

to what extent the relationship exists.

We openedthisreport with a discussion of definitions. Not the least ,

of the difficulties which'these.teachers encountered-was that of defining, or

discovering a primary trait. While the teachers were quite clear about the

three major purposes of writing, they were less able to articulate the trait.

Unless this problem could be surmounted, teachers would be unable to continue

4.
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with the project. They woUld be fOrced to'fall back on the grammar texts; or

the pleasurable "activities" ihey were accustomed to..

Project staff, gave this problem a great deal of attention. ally it

was decided that a reasonabl.e synonym for "primary trait" was "rhetorical

strategy!. "If the writing was based on a real communication need and if the

need was to achieve one of several purposes, then we could imagine strategies

for accomplishing the purpose for solving the problent of communication. The

rhetorical situation gives rise to particular strategies, or traits. When we

look at a piece of writing, can understand how it achievgs its aim by

looking at how the strategy is developed.

If this is true, then we should be able to identify inumber of traits

or strategies which could be clasil'fied according to the purpose with which

they are associated. This could render a taxonomy of primary traits:

Expressive

- interior monologue

- statement of personal

.values

- role-taking

etc'.

Persuasive

- comparison/contrast

- appeal to authority

- deductive logic

etc.

Explanatory

- chronological order

- analogy

- comparison

etc.

These, then, would form a teachable curriculum. It shoirld be noted

that the sane trait might appear in one or more of the "purpose" columns.

Whether these traits could be ordered in some sequential way is open to

question (apart,from the argument thatJioffett, tritton,.et al make that

expressive writing is more closely associated with less sophisticated

writers).

In his discussion of identifying kinds of discourse, Lloyd-Jones points

out that he imagines that "most teacners practiced in creating classroom

exerciseswill also create the situations first. Then they can analyze the

rhetorical implications, placing the exercise on the model; this will serve as

4in aid in giscovering the features which ch'iracterize writing in the

prescribed.mode." (EmOnasis added)!
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i;in a sense, then`, the score point on a paper represents its holistic

impression 06 us. The definition of the point,.hOwever, is rendered.in

quantitative terms which say something about the use of 'the rhetoric,a1

strategy we're interested in: the primary trait. For purposes of itifOrMal

assessment, rhetorical analys'is after the fact is satisfactory for

Lloyd-Jones. If, however, we want to convert, this to'a teaching system, we

should define the traits and then devise the exercises:

Traist: Deductive argument is-found in persuasive prose.

Objective: In this unit, students will learn to develop deductive

arguments for the purpose of persuading others.

Evaluation: Write-a letter to your principal explaining why you should

be 'allowed to arve a car to school.

, Scoring Guide:

1. Does hot use deductive argument, but mentions, driving to school.

2. Offers argument, but not in deductive style, or confuses premises

with conclusi2ns.

3. Offers deduciikve arguments, but premises and conclusions are only .

'tenuously linked.

4. Offers strong deductive arguments or offers two separate arguments.

In fairness to both Lloyd-Jones and Klaus, it should be Pointed out'

that they Osagree,with the lderitification of primary traits with rhetorical

strategies. Klaus does,Illow, hPweve*; that this identification migOt have

purely pedagogical value, arthough it ignores "the way that writing works in

reality".*, Of course it is precis& the pedagogical value that is of

interest here.

The value of such-af-organization it that it would perMit development

tof a curriculum of writing not based on the level of the sentence. It would

also separate learning to write, in the best sense, from authentic,

child-sponsored writing. -

From analysis of teacher logs completed for this project, it is evident
4

that teachers continue to instruct students in traditional English-teacher

*Private communication with one of the authors, September 4, 1982.
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knowledge. Instruction continues to focus on correct word choice

(affect/effect; it's/lts; .there, their, they're), on definitions of parts of

speech; on organization in writing and on the avoidance of sentence fragments

and ruh-on sentences. Often this results from a similar,emphas is in the class

text. tut it's also the material that teachers know*how to teach and that

they claim parents want their children to learn. The result, of course, is

that by the time the students are in high school they know the term "relative

clause" but are unable to define it, even though they use relative clauses

competently. By focusing on rhetorical strategies, teachers may be able to

shift their attention off the sentence to a richer level. A taxonomy of

traits would be required before teachers could abandon their traditional

instruction

Mor,ver, s4ch a taxonomy could help teachers and students separate for
,

purposes of eaching and learning the two distinct acts of writing and

learning,to write. Her4 we must be careful. Such a separation, tf pushed too

far, would be disastrous for writers. However, the sink or swim approach

often seen does not seem to haye any: lasting efflict. Teachers are quite

competent to teach strategies for solving 'communiCation probleMs. Then

strategies can be identified, isolated, taught, and practiced, much the same

way that the subskills of reading or mathematics are. Then, when the need for

such skill arisei, the student is able to evaluate the situation and employ

the apprOpriate rhetorical strategy. TitiS identification -of- and-direct

teachingof rhetorical strategies was precisely the method emplo.yed by Teacher

K with her high school class. Whether it might work for younger writers was

not tested. However, the identification of strategies is ,a necessary first
.

step without which the, effort is doomed to fail. _The pressure of ,time and the .

ready access to a text combine to make such an activity on a teacher's part

highly unlikely.
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Appendix I:
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CEMR11. 1TING RESEARCH & *(mma PROJECT
TEACHER LOG

Name:
School & Grade/Class:

Date: (week of)
Monday Tuesday Wednesday Thursday Friday

mark the activities that occurred today.

I. Did you teach writing or Composition?

2. Time spent on Writing lesson?

if appropriate, other time stodents

were learning to write

3. What los the assignment?,

4. ifeewelhle a new assignment?

5..-limp.014-rilated to an earlier-assignment?

G. Teacher instruction in writing

a) Giving a new composition ssignment

b) Explaining pr,inciples or ideas of

how to write well (includes outlin

ingitechniques for achieving a
reseirch sapernethods, etc.)

Specify:

c) Teaching rules of grammar & mechanics

d) Worksheets

Other (Specify)

7. Student pre-writing aptiVitist

a) Experience (specify
(includes fild trip, reading, school

program, audio-visual presentation)

b) Class discussion
-of *experience

of ideas for assignment .4 .

of procedures for completing .

other

S. Composition (drafting)

a) In class

b) Outside class (homework)

O. Reloonse to studentvg

aPAuther rereads his own writing .

b) Classmates reed it

c) Teecher.reade it

d) Someone else reads it (Specify)...

IrIMNII

.11111.1

=11M. ,
asimmems/



4

) Response was written

f) Response was verbal

-"II No response

h) Response 'irked or corrected mechanical
errors

Monday_ Tuesday Wednesday Thursday' Friday 1

4104411,

1) Response told reader's personal feelings
related to content .

j) Response commented on factual accuracy'
of content

k) Response commented on style, word choice,
organization, tone, etc.

1) R esponse suggested general or specific
weys to revise

) Response suggested addiitonal or alter-
native ways to achieve purpose

n) Response was a grade

o) Response was another form af assessunt
SPecify

4.; 4jilofl,d1ditt$kitOgrad.aseto# ,

papers?

(1) now did you grade? PTS? Othgr?
(Specify)

10. ROVIS100 (rewriting)

a) Revision improved neatness, handwriting

and allSmerance

--b)-ReViston-ililectid'teecher/reader
suggestions

11. pid you use PTS (Primary Trait Systma)

a) For formulating the assignment,. . . .

b) For analyzing/understanding the student
writing

c) For assessing/giving grades

'd) For responding/making specific instruc
tionsl suggestions

e) For deciding upon the next activity

12. Did the ssignment accomplish what you hoped
it would? wow, (if at all), would you
change it?

411
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13. Other tomente:
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iltCHOOL.

ATE TIMi: Start

TEACHER

End Total

LESSON TITLE

OF STUDENTS OBSERVER

SCHEDULE OF USE:

(Please circle.)

dailY 4 times/week 3 times/week twice/week once/week

mon. Tues. Wed. Thurs. Fri. At what time(s)?

Or at what period(s)?

IOESCRIPTION OF CLASS ACTIVITY:

.wAS PTS USED?

Please circle the word(s)/letter(s) that apply:

Yes NO

1.-for formulating the assignment
d.4for making specific instructional suggestions

b. for analyzing/understanding writing(s) e. for identifying the purpose of writings

c. for assessing/giving grades f. for deciding upon the next activity

g. for clarifying speaker/subject/audience relationships

COMMENTS:



Please circle the items that wire 'observed:

INSTRUCTIONAL GROUPING:

(of those vim partfcipated in the class activity)

full class full class in groups certain group(s) on

TYPE OF ASSIGNMENT:

prewriting view class discussion techniques

drafting follow-up writing from experience rules

revision review using worksheets homework

Amolanation

demon ratiOn

practi

CHECXLIST OF OBSERVABLE FEATURES ANO RESPONSES.

Please check the items that occured
during observation and circle any words or phrases that

apply.

"7 F irst traits were defined, then exercises.were
devised.

[::: First exercises were devised, then traits were defined.

1::1 The teacherIclass/individual student(s)
developed/Used a scoring guide.

4-7111

The teacher4class/individual
student(i) read ow writings.

The teacher/class/Individual student(s) reedip writings of others. r

ume teacher/class/individual
student(s) gave verbal/written response to writings.

The teacher/class/individual student(s) corrected mechanical errors/grammar.

T he teacher/class/individual
student(s) told personal feelings about content.

The teacher/class/individual
student(s) commented on the factual accuracy of the cont.nt.

T he teacher/class/individual student(s) suggested geheral/specific revisions.

[7.] The teacher/clals/individue student(s) suggested
other ways to achieve purpose.

IThe teacher/class/individual
student(s) responded with a grade/other form of assessment.

MOTE: Meese attach handouts, a copy of the lesson plan, and/or board notes.

1/

7 0



Writing Research and Resources Project (WRRP)

IMPLEMENTATION INTERVIEW GUIDE

APPLICABILITY:

a. Has your participation in our first workshop affected the way you are

teaching and/or thinking about instruction in writing for your classes

this year?

b. If so, in what ways?

c. Has your participation in,the workshop been of anibenefit to you in

other ways?

PLANS FOR YOUR WRITING CLASS:

17\

. Have you modified, changed or adapted the plan you developed at our

sOMmer workshop? If so, how?

c. Does your plan still seem to reflect PTS?

3. CURRICULUM ORGANIZATION, STRUCTURE; AND MATERIALS:

a. Mow do-you-organ-ize-yotir-wri-tiog-1-essontLithat _kinds of planning and

preparation activities are involved?

b. Does a text underlie this course?

c. If not, what does?
AP

4. OBJECTIVES AND INTENTS:

;0>
a. What is the intent behind this instructional approach? What do you

want to see happen? What are the students required to do? What

skills do you what them to acquire? .

b. How are these objectives related-to other objectives in the curerculumt-



5, METHODS:

a. What do you do with students who do notfhave the necessary skills?

Do you use the same materials with thee Do you group them separately?

Do you use a different teaching technique? What really seems to work?

What really doesn't work?

b. What do you do when students are acting out?

6. STUDENT PROGRESS:

a. How are you charting individual progress?

b. What skills did your students come with? Are they all at about the

same Olace in the curriculum?

c. How close re they to acquiring the skills you want them to have?

8. HOW HAVE YOU USED IT SO FAR?

9. WHAT DO YOU SEE AS THE STRENGTHS AND WEAKNESSES OF PTS IN YOUR SITUATION?

10. WHAT FURTHER PLANS DO YOU HAVE WITH RESPECT TO THE USE OF PTS?

70



WRITING CLASS OBSERVATION QUESTIONS
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Appendi x I r :

Feedback to Teachers
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CREATING A PTS ASSIGNMENT

1. Chooseothe mode of discourse you intend to teach and evaluate (expressive,

explanatory, persuasive).

11

2. Choose which of the strategies essential to that mode you want-to focus on.

For instance, some of the strategies which might be chosen for each mode

are listed belsow:

Expressive writimg:
4

- -ability to reveal feelings (directly and indirectly)

11

--ability to role-play imaginatively
- -ability to free-associate productiv
- -ability to employ figurative langu

11

--ability to describe a sequence

Persuasive writing:

--ability to create a credible voice.
- -ability to stir emotions of particular audiences
--ability to establish logical proof
- -ability to refute an argument

Explanatory writing:

- -ability to explain a process
--ability to explain by contrast
--ability to paraphrase

3. Create a situation,that calls fm.the exercise of the strategy you have

chosen. For instance, if you want to know whether your students can write

a formal letter that persuades through thea use of logical argument supported

by concrete detail, you must first construct an appropriate formal writing.

situation (e.g., a letter to a school board) and an issue your students ire

likely to have feelings about (e.g., smoking in school, cafeteria food).

4. Describe in detail four levels of quality by which you will evaluate student

writing. For example:

11. Paper does not adhere to the conventions of formal letter writing (e.g.,

form, grammar, spelling) or does not produce any arguments for or against

the relevant issue. Such a letter would not persuade anyone of anything.

2. Paper shows knowledge of formal conventions alid mey produce one argument

for a position, but the argument is undeveloped and-unsupported with

concrete details. This letter, also, would not persuade. .

3. Paper clearly adheres to appropriate conventions, demonstrates audience

awareness, produces several arguments for a position and supports at least,

one of the arguments with concrete details. Such a letter islikely to be

read sympathetically.

4. Paper goes beyond 3 in sensitivity to audience, in ingenuity of argument,

amount of concrete detailpand use of that detail in support of arguments.

Such a letter would be Moly to Persuade.



Strengths and Weaknesses of PTS

PTS really helps me to see if students are able to follow directions and get

across the iaea_theytre'lrying to get acrois. Flowery language might sound

gooa, but if it doesn't six anything, what use is it?

PTS scoring is useful for first drafts only, as a tool to improve student

writings.

PTS gives me a way of looking at students' writings.

There is no time to write out specifics beside each numerical score, but PTS

can be adapted to fit my situation.

It works because it helps me to know what I want to do.

There is no time to respond and grade all the written work of my students*

(teacher handles kinbergarten through grade 4 classes in a communications lab).

PTS is helpful- in organizing lessons and instructing students in what I want

them to ao.

The distinctions between the four categories are not clear enough t 0 use as a

grading tool.

PTS gives me a better way to explain to parents what the students' grades mean.

The approach is important in getting kids to write and enjoy writing.

alb

11.


