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- ~ Preface ' :

-

This book resulted from a need to show teachers how theirapproaches
to the teaching of writing reflect a particular. area of research and to
show researchers how the intuitions of teachers reflect research find-
ings. Since 1974 the Bay Area Writing Project has brought teachers and
researchers together to discuss their common understandirigs about
how to teach writing, from kindergarten through high school.

Patterned after the Bay Area Writing Projectis a network of similar
writing’ institutes and workshops, the National Writing Project. One
of the main assumptions of the project is that the best teacher of
teachers is another teacher. Each summer, in hundreds of instititions
throughout the country, teachers are describing an approach to writing -
that works for them. Their colleagues are expgriencing the appreach
by doing what the students do, are assessing the workability of the
approach in various classroom settings, and are exploring the theoreti-
cal basis for the approach. They are combining research findings with
successful classroom practices. ; , :

. Such a combination of research and practice is the aim of this book.
Itis not intended for researchers who want an in-depth review of what
is known about the teaching of writing. Neither is it intended for
teachers who only want a good idea for Monday. It is our belief that
successful teachers know why they do what they do and that this book
will contribute to an understanding of the relationship between the -
what of teaching ar d the why. Our biggest problem was deciding what
to include and what to leave out, a perennial problem in the institutes
and workshops of the National Writing Project.

We hope we have included enough to suggest the range of the field.
‘The gaps we leave for later. Our thanks for support go to the National
Endowment for the Humanities, the Carnegie Corporation of New
York, the National Institute of Education, and the University of
California, Berkeley.

James ‘Gravy and Miles Myers
: University of California, Berkeley

w~ . ) vu.
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Miles Myers .

The teaching of writing is often characterized these days as a hodge-
podge of gimmicks without a toundation in theory and research and
without systematic methods of evaluating student writing. A close
examination of practice and theory suggests, however, that there are at
least three approaches to teaching writing, each with a different set of

‘researchable assumptions and each with useful suggestions for teach-

ing writing to different types of students. Furthermore, each approach
has a different way of diagnosing problems in student papers. Because
good teachers usually use aspects-of each approach, no one approach
can claim to be the only way to teach wrltmg—-or the only way to
diagnose problems in students’ writing.

The three approaches to writing explored in thls book are process-
ing, distancing, and modelzng In processmg, attention focuses on the
sequence of steps or stages in the writer's mind. Research has concen-
trated on the speed, storage iimits, and organizing principles of the
mind: In distancing, the focus is on the relationships between the
speaker and the subjeci-and between the speaker and the audience.
Research has looked at the social conte : for Wiifing as 2 communica-
tion act, giving some attention to the developmental stages in a
learner’s social awareness and 1dent1fymg the social rules or partici-
pant roles in an act of communication. ‘In modelmg, the focus is on the
imitation of writtea texts. Research has examined language patterns,
either as sequences of stimulus-response or as patterns of text and
sentence production. The three areas of focus—mental processes, social

“ context, and language patterns—have many overlapping interests, but

nevertheless they are distinctly different ways of doirig research and
asking questions about writing,

What follows is a description of research findings and teachers’
reports on the theory and practice of processing, distancing, and
modeling. M odelmg, stemming from behavioral theorles, is discussed
first.
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°

ModelinQ: Writing as the’Approximation of Texts

Reseafch on modeling has been based on two schools of thought—one
that says writing is small bits of imitated behavior reinforced by the
“responses of others, and another that says wntmg is an innate capabil-
ity triggered by-the prfsence of language in the environment. Thelatter
'school has been led py Noam Chomsky and the former by researchers
foousing on sequefices of stimulus-response or stimulus-response-
reinforcement. Both schools assume that the learner imitates or
approximniates the language present in the environment. o '

" In the first school, stimulus-reé§ponse theorists believe that associa-
tion by contiguity is the main principle of learning. W: J. Brogden
(1939) exposed 1 dog to a sound followed L 7.a light, and after several

_ repetitions, the animal.learned to associate the two events. Brogden

then conditioned the animal so that it attempted torun away when the

light went on. Finally, to test whether the animal had learned to -

associate the sound and the light, Brogden simply turned on the sound.
Thetesult: the animal that attempted to run away when the light went

on also. attempted to run away when it heard the sound. Brogden

_observed that this behavior could be interpreted as evidence: of sensory
conditioning. D. O. Hébb, W. E. Lambert, and G. "R. Tucker (1973)
argue that Brogden’s result may also be described as latent learning,
which includes “‘perceptual learning and learning that we would cail
an association of ideas” (p. 57).

What Brogden calls “sensory conditioning” E. R. Guthne (1942) )
labels ““association by contiguity.” Says Guthrie, “A stimulus pattern.
that is acting at the time of a response will, if it recurs, tend to produce

that response” (p. 23). Guthrie adds, “what is associated is some
stimulation of sense organs and a corresponding muscular contraction
“or glandular secretion. By calling them associated we mean that the
stimulation has become the occasion for the response because of the
past association of the two”’ (p. 43).
Guthrie’s view, like that of Pavlov, focuses on, classma] condition-
ing—because the food was repeatedly presented after the bell, the

salivary response to the bell was strengthened. The attention of B. F.’

Skinner (1938) was on the acts of the animal rather than the glands. Iri
a 1953 study he describes how the hungzy rat in the Skinner box would
accidentally push the bar down, find food dropping into the tray, and
ultimately ““learn” that pushing the bar down was a way to get food.
Skinner’s copditioning of what some considered a voluntary act is

called operant or instrumental conditioning, and the sequence in .

learning is stimulus-response-reinforcement.

J
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Skinner (1967) sees language as one' of many pieces of human
behavior, all capable of analysis as a sequence of stimulus-response-
reinforcement, without consideration of intention and meaning:

We could no doubt define ideas, meanings, and so on, so that -
they would be scientifically acceptable and even useful in describ- -
-ing verbal behavior. But such an effort to retain traditional terms
would be costly. It is the general formulation which is wrong. We
seek ‘causes” of behavior which have an acceptable scientific
status.and which, with luck, will be susceptible to peasurement
and manipulation. To say that these are “all that is meant by”
ideas or meanings is to_misrepresent the traditional practice. We

must find the functional relations which govern the verbal behav-

* ior to be explained; to call such relations “expression” or “com-
munication” is to run the danger of introducing extraneous and
misleading properties and events. The only solution is to reject the
traditional formulation of verbal behavior in terms of meaning.
(P. 328) - '

The behavioral theorists, then, answer the question “What do
students do when they write?”’ by saying, “The student imitates what
he hears or sees by dzveloping a bond or asspciation between visual and
auditory stimuli.” Skinner responds somewhat differently: “The stu-
dent repeats reinforced behavior.” In several studies that examined the
assumptions of behavioral theory, Roger Brown, Courtney Cazden,
and Ursula Bellugi (1969) found no evidence that parental approval or

disapproval were contingent on the syntactic correctness of the utter-

ances of children. Susan Ervin-Tripp (1964) found that children

itnitated only those structures that had already begun to appear in their

spomaneous'specch. For example, when a child at the two-word stage
tried to imitate longer utterances, the child typically produced only

* two-word sentences:

Adult; I'll make a cup for her to drink.
Child: Cup drink. ’

«Adult: Mr. Miller will try.
Child: Miller try. W

Brown and Bellugi (1964) found that the child made highly syste-

'matic reductions of his mother’s sentences, but that the processes of

imitation and expansion “are not sufficient to account fot the linguis-

tic competence that children regulacrly acquire” (p. 144). They con- -

clude their study of the child’s acquisition of syntax by suggesting that
learning a language is innate and possibly not within the province of
any learning theory current at the time:

RIC ‘ i L)
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We have describgd three processes involved in the child’s acqui-
sition of syntax. It is clear that the last of these, the indnuction of
latent-structure, is by far the most complex. It looks as if th's last
process.will put a serious strain on any learning theory thus far
conceived by pﬁychology The very intricate simultaneous differen-
tiation and mtegrauon that constitutes the evolution of the noun
phrase is more reminiscent pf the biblogical development of any
embryo than it is of the acquxsxuon of the conditioned reflex.
(P. 151) '

Noam Chomsky (1959), in the mqst famous attack on Skinner’s
position, also argues that careful arrangements.of contingencies of
reinforcement were not the basis: for language and some learning (sée
Miller afid Dollard, 1941, for a discussion of “meticulous training”).
Chomsky pointed first to latent learning, showing that learning takes
place without reward or reduction of, for examp%?, the hunger drive

(Blodgett, 1929). Next Chomsky pointed to the phenomenon of im-

printing in animals, which-he called the “most striking evidence for
the innate disposition of the animal to learn in a certain direction”
(p. 334). Two examples of research on 1mpr1ntmg in animals are
Konrad Lorenz (1966) and W. E. Jaynes (1956). The fact that children

‘acquire a good deal of their verbal and nonverbal behavior by casual

observation, even learning rapidly a second language in the streets, 4nd
the fact that people both understand and speak sentences they -have
never heard before indicate, says Chomsky, that “there must be
processes at work quite independently of ‘feedback’ from the environ-
ment”’ (p. 334).

For some teachers, the attack on Skinner’s work has implied that
such useful notions as reinforcement should be abandoned in all
circumstances..Such is obviously not the case. Reinforcement schedules
czn play a useful role in the classroom. However, the research evidence
suggests that teachers need at times to turn to other assumptions for
useful models of language learning. One additional assumption, made
by Chomsky, is that language learning-is innate and that the student
needs a releaser to trigger the language capacity that is inside. _

These two sets of assumptions—language behavior is an imitation
of others and language behavior is triggered by the language of
others—have given considerable support to the modeling approach to
teaching writing. Three methods of applying this approach—using

. drills, sentence combining, and 1m1tauon—w1ll illustrate the influence

of the two sets of assumptions.

Drills

First, the work of B. F. Skinner and other stimulus-response-reinforce-'
ment theorists gave theoretical support to the use of drills as a way to

: 14
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teach writing, The driil, focusing on the imitation of a single “habit”
or language convention, has had many different classroom applica-
tions: . ' -
- 7

1. Students learn the parts of speech and identify sentence patterns.

Rationale: Skinner warns that teachers must avoid the seductiorl‘

of thinking about ideas that are in the child’s head. Thus,

_children must be taught explicitly the parts of speech and sentence .
patterns. Teachers cannot assume children know them well enough
to use them. Critics argue that students may not need to use such

information: . . 2

. Students learn word lists by reading them and saying them aloud.
Rationale: Discrimination learning can establish a referential
relation between visual input and vocalization. The conditioned
response of associating a visual word witha sound results in what
some people call meaning, To make cer.ain that students know
what response is being reinforced, the teacher must introduce
language practice in small bits, preferably single words, and-ina .
well-planned sequence. Critics argue the part is not the whole.

. The writing program becomes a Series of learning packages
addressed to a long liswhof discrete skills and accompanied by a
classroom management\‘schea'ule. W. W. Cooley and Robert
Glaser (1969) describe the basic model ag4individually prescribed
instruction. Rationale: Because students’require different sched-
ules of reinforcement, instruction must be individualized. Critics
argue that large classes make this impossible. . .

For a time, individualized learning meant computer-assisted in-
struction, but limited schpol budgets have dimmed”the vision of
terminals at every desk. Most of the computer programs marketed as
writing programs were simply multiple-choice questions about gram-
mar, punctuation, usage, and so forth. One of the most ingenious
attempts at a learning package was the method used by Skinner and - -
Sue Ann Krakower (1968) to teach handwriting to primary-grade
pupils. The various letters were printed on chemically treated paper,
and the child traced over'them with a special pen. When the letter was
traced accurately, the pen produced a gray line. If the pen strayed off
the letter, a yellow line was produced. ~ :

Drills can be a helpful way of 'teaching" conventions to some stu-
dents. Mina Shaughnessy (1977) reminds us that we often mark papers
as if we were journal editors reading the manuscripts of experienced
writers, net_teachers attempting to understand the logic of what the

' beginning student was doing. Her introductory lesson (chapter four),
on subject-verb agreerment illustrates the necessity for exj)anded cover-
age, using drills, to help a student with a seemingly simple point. She

{7
, e
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suggests that grammatical concepts should be taught in a language

clear to the student and within the context of -a particular editing

problem.

Shaughnessy’s emphasis on context reminds us that a series of drills
alone cannot be considered a writing program. It cannot be a ‘substitute
for the process of actually writing an essay. The sum of all the parts of
the driils still does not equal the total act of writing.

Thus, the conception of writing as bits of verbal behavior is not an
entirely adequate description of what the writer does. A sentence such
as “Ilike her cooking” is ambiguous (it could mean I like her when she
cooks, I like the cooking she does, or I like her when she is full of
energy) without an understanding of what is going on in the heads of
writer and reader. Just teaching writing by imitation of small bits of
behavior is a pedagogical mistake because, as Michael Polanyi (1958)
points out, the particulars of writing as rule-governed behavior become
meaningless if the student loses sight of purpose:

< Subsidiary awareness and focal awareness are mutually exclusive.
If a pianist shifts his attention from the piece he is playing to the
observation of what he is doing with his fingers while playing, he
gets confused and may\,have to stop. This happens if we switch our
focal attention to particulars of which we had previously been
- aware only in their subsidiary role. ... All particulars become
meaningless if we lose sight of the pattern which they jointly con-
stitute. When we use words in speech or writing we are aware of
them only ina subsidiary manner. This fact is usually described as

the transparency of language. (Pp. 56-57)

1

Trying io teach writing with only a sequence of drills 15 obviously a
dubious attivity. One of the most interesting studies on thie use of drills
was a New Zealand study of the results of three programs—one teach-
ing transformational grammar, one teaching traditional grammar in a
series of exercises, and one teaching writing in the context of a litera-
ture course. The question was whether or not traditional grammar
instruction, as taught in the third-form through the fifth-form years,
contributed to better instruction in how to write. From February 1970
until November 1972, the students in the three progranis were regularly
observed and assessed. At the end of this period, the researchers
repocted, ‘“The results presented show that the effects of such grammar
study are negligible. . . . It is difficult to escape the conclusion that
English grammar, whether traditional or transformational, has virtu-
ally no influence on the language growth of typical secondary school
students” (Elley, Barham, Lamb, and Wylie, 1976, pp. 17-18). Because
the literature course placed less emphasis on drill and memorization of
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“facts,” one might argue that the study suggests the limited value of
drill in language learning.

Sentence Combining

Sentence combining, a second method within the modeling approach,
is a way of giving grammar a functional role in writing. This method
uses very few terms or none at all, yet 1t 'sharpens the student’s
grammatical insights and intuitions. Sentence combining argues that
giving the beginning writer an essay assignment is equivalent to. ’
assigning all of the problems of composition at once. Like drills,
sentence combining focuses the lesson on a small bit, in this case the
sentence. Attention to only the sentence provides some discrete bound-
aries within which teachers and students together.can examine the
basic principles of composition. But unlike many drills, some sen-
tence-combining activities allow different responses from students.

Sentence combining has its roots in the work of Noam Chomsky.
Before Chomsky, linguistics was a classificatory science, a sort of “ver-
bal botany’’ (Searle, 1972, p. 16), producing in the schools what were
called structural grammars. These grammars provided a list of sentence
types, and many teachers, as part of their writing programs, prepated
assignments in which students either identified the patterns of given
sentences or wrote examples of various types of sentences—subject-.
verb-modifier, subject-linking verb-modifier, subject-verb-object, sub-
ject-verb-indirect object-object, and so forth.

Chomsky (1957) found that structura] linguistics did not account for
the differences in such sentences as “John is easy to please” and “John
is eager to please.” The structural grammars in most schools classified
both sentences as subject-linking verb-modifier (or predicate adjective),
but the first sentence means someone is trying to please John and the
second ‘means that John is trying to please someone. If the two
sentences have the same structure, as structural grammar tells us, then
the words in the two sentences should not have different relationships.

Chomsky argues that structural linguistics could not account for the
different meanings of these two sentences and others like them because

 the diffexences in meaning pointed to differences in the deep structure

of the two sentences, differences not evident on the surface. The fact
that native speakers can paraphrase the different meanings of the two
sentences shows that some kind of deep structure exists. Chomsky
thought linguistics should abandon its goal of classifying the surface
structure of sentences and examine the deep structure and the rules that

"govern the changes from deep to surface structure—that is, how the

speaker puts the sentence togeiher to make the surface structure we see
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and hear. Although in both sample sentences Jokn appears on the
surface to the be subject, deep structure shows that John is the object of
easy to please and the subject of eager to please.

Chomsky argues that “the notion ‘grammatical’ cannot be identified
with ‘meaningful’ in any semantic sense’” (p. 15). He used as his
evidence the two sentences ‘‘Colorless-green ideas sleep furiously” and
“Furiously sleep ideas green colorless.”” Both are equally rzonsensical,
but any speaker of English recognizes that only the first is grammatical.
Structure, therefore, must be considered separate from meaning. But
this assumption sometimes proved impossible to maintain, and the
central problem now facing linguistic study is how to account for the

- relationship between meaning and structure.

Charles Fillmore’s case grammar (1968) 1s one attempt to describe
patterns of meaning and their relationship to structure. For instance,
all of the italicized words are the sub]ect of the sentence:

1. The door opened.

2. Chuck opened the door.

3. The key opened the door.

" But of these three syntactic subjects, only one has tbe semantic or
meaningful role of agent. Fillmore identifies six semantic categories in

case grammar: agent, instrument, dative, objective, factitive, and loca-
tive. Door is in the objective case, Chuck in the agent case, and key in
the instrument case. All, of course, are in the syntactive position of

" subject.

What Chomsky, Fillmore, and others did for the teachmg of compo-
sition was to give the sentence a history—the story of the transforma-
tions taking place between deep structure and surface structure, or the
traces between one suxface structure and another. Kellogg Hunt (1966),
using units of analysis from Chomsky and other transformational-
generative grammarians, found: that as children grow older, their
sentences or surface structures have a more complicated history. For
example, in the sentence “He was a rare wnite whale with a crooked
jaw,” the average eighth grader consolidates five clauses: (1) He was a
whale, (2) The whale was white, (8) The whale was rare, (4) Theé whale
had a jaw, and (5) The jaw was crooked.

Says Hunt: “‘Average fourth graders do not ordinarily write like that.

In fact, in the five-thousand clauses written by fourth graders we found.

a single nominal that resulted from as many as five of these consolida-
tions only three times. Five is simply too many for a fourth grader, but
ke often consolidates three’” (p. 736). In another study (1977), Hunt
found that the cumulative sentence (additive: He stood, wearing a hat,

] )

—_
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holding a cane, wondering what to do next) did not appear until late
high school and adulthood. '

In a recent study, Marlene Scardamalia (1981) used sentence combin-
ing as a measure of a child’s cognitive capacity—the amount a child
can process at a given time. Her work is testing some of the hypotheses
of recent Neo-Piagetian models (Pascual Leone, Goodman, Ammon,
and Subelman, 1978), but Scardamalia admits that her task analysis is a
good deal looser than the analysis used by Pascual Leone et al.
Scardamalia began by teaching children to write a paragraph that

" included all of the information in the matrix in Figure 1.

The purpose of the study was to examine how well students inte-
grated the information in individual sentences. Level 1, the lowest
intégration, had four separate sentences. A level'8 integration read: “In
Michigan the climate is cool so their fruit crop is apples. In California
the climate is warm so that their fruit crop is oranges.”

Unlike Scardamalia, Hunt does not place his work in the tradition
of cognitive psychology. Nevertheless, Hunt's studies of changes in
syntax of children as they grow older can be understood as a contribu-~
tion io our understanding of information processing systems. Hunt's
work raised the question of whether or not special lessons in adding,
deleting, and embedding could accelerate the growth of students in
their syntactic maturity. John Mellon (1969) found that this indeed
could be done. But he also found that the students who had received
direct instruction in sentence combining did not achieve higher essay
scores than students who had not received the instruction: Frank
O’Hare (1973), on the other hand, modified Mellon’s exercises and
found that both the essay scores and syntactic maturity improved as a
result of direct instruction in sentence combining.

The exercises patterned after those by Mellon look something like
this: : :

<

Directions: Combine'the two statements in each problem into one
sentence. Follow the instructions given in the parentheses after

“ ' ) | State
At Harvest * Michigan California
Climate . ) " cool © warm
7 Fruit Crop T ) apples oranges

Figure 1. Matrix of elements for student wriling assignment.
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the second statement. The word in parentheses indicates what
type of transformation you should use.

The Fact That or That transformation:
A. Jim and Bill knew something.
.0. J. Simpson scored three touchdowns. (That)
Answer: Jim and Bill knew that O. J. Simpson scored three
touchdown-~ a
Or: Jim anc Bill knew O. J. Simpson scored three touchdowns.
B. Something influenced his grade.
He was late. (The Fact That)
Answer: The fact that he was late influenced his grade.

Who, What, Where, When, How, Why transformation:

A. The two people near the door wondered something.
The music had stopped for some reason.s(Why)
Answer: The two people near the door wondered why the
music had stopped.

B. Something concerned the deep sea divers.
Something had happened to the boat. (What)
Answer: What had happened to the boat concerned the deep
sea divers.

These exercises increase in complexity until students are using several

transformations in one sentence: Although what happened to the boat
concerned the man who was waiting at zhe dock, he calmly watched the
duck wadglmg along the beach.

Such exercises modeled on Mellon’s have been’ cr1t1c1zed Some
teachers find them to be too much like rote drills, limiting the p0551b1e
responses from students. Francis Christensen (1967) argues that Mel-
“lon’s sentences are too heavily embedded with subordinate clauses and
phrases and therefore not representative of the style of modern profes-
sional writers. These writers, Christensen claims, write ‘“‘cumulative
sentences,” which feature a high proportion of free modifiers. For
example, the sentence above could be rewritten 3s a cumulative gen-
tence; The man waited at the dock, concerned dbout the boat, calmly
watching the duck waddling along the beach. Frank O’Hare's exercises
(1975) and those of William Strong (1973) modify Mellon’s basic
approach, providing more exercises with cumulative sentences.

In both O’Hare and Strong, the student is asked to recreate a surface
sentence based on kernel sentences. The previous sentence would be

. presented as: :

1. The man waited at the dock.
2. The man was concerned about the boat. _
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3. The man was wut(’l;ing the duck.
4. The duck was waddling along the beach.

In any class, students will produce a dozen or more variations for the
“sentence and then discuss the reasons for the difference. :

Instead of giving students the kernels, James Gray (1969) gives them
a photograph for subject matter and a Christensen sentence for form.
_ He asks the siudents to model their own sentence after the Christensen
- example, using their own words and their own perceptions of the
photograph. Teachers who use Gray’s-approach have different se-
quences of instruction, one of them being first the additions, then the
direction of modification, and finally the subordinate and coordinate
arrangements: '

Additions: .
Verbs-The surfer stood on his board, skimming across the waves,
holding his arms high, smiling to himself.
Nouns-The woman entered the bus, her coat buttoned, a flowé:.
in her lapel, a newspaper under her arm.

. Adjectives-He opened the gift, tired but happy, hopeful about the
contents. ’

Direction of Modification:

A. Holding his arms high, the surfer, smiling to himself, stood or .
his board, skimming across the waves. .

“B. Her coat buttoned, a flower in her lapel, the woman entered
the bus, a newspaper under her arm.

C. He, tired but happy, hopeful about the contents, opened the
gift. . ' "

Arrangements: : . h

A.The cattle rushed into- the valley, bellowing, heads down,
churning the dust.-(1-2-2-2 coordination)

B. The house burned to the ground, its door still standing, the
door knob glazed, hot to the touch. (1-2-3-4 subordination)

C. Two girls came out of the house and ran to the back, one
carrying a smail kitten, black with a white spot, the other
swinging her Sunday hat, the ribbons twisting in the wind.
(1-2-3-2-3 mixed)

The principles of the sentence, says Christensen, can be extended to
the paragraph by modeling examples of coordinate and subordinate
paragraphs. While writing, students hear what other students have
written, then read their sentences aloud, making revisions where neces-
sary.. The fact that all students are writing from the same photograph

e
2
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means that each student is aware of the options available to the others.
When students hear only essays from personal experience, they do not
know how their linguistic choices might differ from what another
writer has done.

Advocates of cChnstensen materials argue that most of the basic
principles of composition can be taught in a Christensen sentence. For
example, additions are practice in the development of an idea; coordi-

nation and subortlination are ways of crgarizing whole essays; and

varying direction of modification is an exercise of coherence and
emphasis. The students learn what a sentence is at different levels—at

the simple level of base clauses and at the complicated level of modifi-’

cation and coordination. They also learn the key words that make
consolidations possible.

Teachers who use sentence combining report several problems. Most
teachers find that when they move from the sentence to the paragraph,
students will at first regress to simple sentences, momentarily forget-
ting the combinations they have learned. Later, consolidations begin to
appear once again. Another problem is the perennial search for subject
matter that students can share. Overheads and text materials have been
supplemented by improvisations, demonstration fllms and the scenes
out the classroom windows. ‘

A third problem with sentence combining is the pedagogical bag-
gage in some of the published materials. Insert, output, T-Fact, 1-2-3-
2—these and other examples of special language have had to be
replaced in the classroom with “Iry attaching this' material to this
sentence.” Jackson Burgess (1963) simply has his students write a sin-
gle sentence on the view out the window and then'discuss together the
ways the sentences differ and the reasons for those differences, skipping
entirely the special model sentences and special language. The models
become those sentences other students have written.

Most secondary teachers find that their students dn not write the
Christensen cumulative sentence unless models are introduced and the

~sentence assigned. Students almost always find this sentence a new
experience in their own writing. Sentence combining in general may

be teaching more abqut processing strategies than sentence types.

‘Strong (1976) says that the ‘‘mental activities in sentence combining are

what make it such a powerful approach.” He argues, “If sentence

' combining works because it trains a kid to hold longer and longer
. discourse in his head—to imbed and subcrdinate at greater depth as a

means of expressing thought . . . itisameans to intervene in cognitive
development and, perhaps, to enhance it” (p. 60).




Q

Approaches to the Teaching of Composition 15

Imitation

But sentence combining limits its focus to sentence structure, and there
are those who criticize the approach for thatreason. A third method in
the modeling approach focusing on large units is the imitation of
given texts. This third method has three alternative forms of imitation:
genre models, dictation, and paraphrasing. In genre models, the stu-
dent is given an example of an argument or description and asked to

~“*do one of your own like that.” This time-honored approach features

collections of essays arranged by genre—description, narration, argu-
ment, exposition, and so forth. The students are asked to write an
introduction, then a body, and finally a conclusion, following the
assigned mode!. One of the commonsense assumptions in the genre

models lesson is that students learn to write by reading.

An extension of the genre method is Christensen’s approach to
paragraphing, asking students to model subordinate, coordinate, and
mixed sequences. In a different approach, Josephine Miles (1979)
emphasizes the importance of the cohesive ties—how sentences are
connected. Her organizational classification includes the chronologi-
cal and spatial (and-and/then-then), the conditional (if-then/because-
therefore), the disjunctive (either-or/not this-but that), and the conces-
sive (though-yet). She argues that predication of the thesis sentence
often establishes a given type of organization. Teachers who use Miles'’s
ideas often give students predications to select from, attempting to
push students toward different types of organizational patterns.

Dictation is another useful form of imitation. Rollo W. Brown
(1915) emphasizes the importance of dictation lessons in which the
instructor reads to students from acknowledged master works and asks
them to copy exactly what they hear. These lessons are supplemented
by exercises in which students memorize materials for recitation to the
class and in which the class collectively dictates a story to the teacher,
using a prescribed opening, closing, and transition word. According to
Brown, dictation helps students to concentrate on how good writers
write, to internalize “good standards of speech,” and to avoid “separat-
ing language and writing.” The passages selected should always be a
little more difficult than the average reading level of the class.

For early grade elementary teachers, dictation usually refers to the
practice of the teacher writing down captions for student pictures
according to what the children dictate. Some secondary teachers have

- found dictation very useful for teaching punctuation. Students record

the passage as it is read. Then a copy of the original is distributed, and
students compare their copy with the original.

ERIC
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Instead of copying words exactly, I. A. Richards (1938, 1943)
“recommends a paraphrase method, having students imitate ideas by
trying to write paraphrases or translations of lines and passages while
limiting themselves to a basic English vocabulary of 850 words.

Richards felt that learning to write in the basic vocabulary was “an -

explorationbf the most important devices of English syntax” (1938,

p- 208). Some teachers have modified Richard’s approach by progres- -

sively increasing the number of words on the list that can be used for-
translation or by simply asking students to ‘“‘use your own words”
reduce long selections to a paragraph or a page. This, of course, reslults
in the précis, which Rickard Hood (1967) describes as an exercise of the
- highest value in vocabulary building, in sentence construction, and in
clear, concise expressiori.

In his autobiography, Bénjamin Franklin described how he learned
to write by imitating the-style of the Spectator, taking notes from his
reading and then trying to put the notes back into the original form,
turning some of the tales into Verse and then, after a time, attempting
to turn’ the verse into the original prose. Reported Franklin, “By com-
paring my work afterwards with the original, I discovered many faults
and correc¢ted *hem.” The problems that Franklin set for himself are
very much like the assignments described by Rollo Brown and by
_ Richards, and on% cannot read Franklin, Brown, or Richards without

being aware that t}\elearner is involved in interesting and useful activi- -

ties. Sensitive teach rs\know from egbenence that the approach works.
Phyllis Brooks (1973*) ‘proposes a different approach to paraphras-
ing. She believes that the traditional paraphrase “tests the student’s

ability to read, and to write an acceptable form of standard English, but:

it does not add anything to his repertoire of skiils” (p. 162). She sug-
gests instead a persona paraphrase, which she believes adds to the

_ student’s awareness of the variety of expression and usable sentence -

structures. Her exercises ask the student to use the structural modeis in
a given passage and to attempt to imitate the style of tl.e author, but to
use one’s own subject matter. Thus, Rose Macaulay’s ““Once the capital

of imperial Rome; later the greatest city in Christendom” becomes a -

student’s description of Bodie, California: “Firstan assemblage of min-
" ing claims; later the largest gold camp in the north.” Walker Gibson's

Tough, Sweet, and Stuffy (1966) is an excellent resource for classifying |
~——arid contrastmg persona as used in Brooks’s paraphrases. '

The persona paraphrase can be as simple or as complex as one wants

to make it. The selection must, however, always be at the upperedgeof =~~~

the student’s reading ability. Elemeniary teachers have students imitate
fairy tales: ““Once upon a time, Susie and I were playing kickball at
recess.” A sixth grader did this paraphrase of the proverb “A bird in the

<1
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hand is worth two in the bush”: “A hamburger in‘your pocket is worth
two in the McDonald’s line.” A tenth grader did an interesting para-
‘phrase of James Baldwin’s lines from “Stranger in the Village:

I thought of whitemen arriving for the first time in an African
village, strangers there, as I am a stranger here, and tried to
imagine the astounded populace touching their hair and marvel-
ing at the color of their skin.

The tenth grader’s paraphrase:

I thought of seventh graders arriving for the first time at Roosevelt

“Junior High, strangers there, as I am a stranger in my own home,
and tried to imagine the amused ninth graders watching those
seventh graders trying to find their way to class. :

And two teachers did an amusing paraphrase of Faulkner’'s opening
lines from The Unvanquished: - '

Behind the smokehouse that summer, Ringo and T had a living
map. Although Vicksburg was just a handful of chips from the
woodpile and the River a trench scraped into the packed earth with
the point of a hoe, it (river, city, and terrain) lived, possessing even

. in miniature that ponderable though passive recalcitrance of
topography which outweighs artillery, against which the most
brilliant of victories and the most tragic of defeats are but the loud
noises of a moment.

The two teachers’ ‘paraphrases:

On top of the garage every spring, Vince and Bud had a flagpole.
Although “Old Glory” was just a torn sheet from the mending

- basket, and the pole assembled from leftover beanpoles nailed
together with Daddy’s hammer, it (flag and pol€) stood, providing
even in its shabbiness that symbolic though limited means of
communication which proclaims patriotism, by which the largest
of nations and the most timid of peoples are still identified in a
moment. )

In the schoolyard that fall, Cathy and he had a torrid affair.
Although sex was but a dream on the horizon, and love a bargain
struck between the enamoured pair with the delicacy of a detente, it
(sex, love, and relationship) flowered, obeying even in quietude
that forceful though nebulous passion of yolith that withstands
parents, against which the most stubborn of attacks and the'most
humble of pleas are but the inconsequential mutterings of a
substitute teacher. ’ '

-

Tke various classroom applications of the modeling approach use
the language models for exact duplications, as in most drills, for
triggering ideas and language in the student, as in most persona
assignments, and sometimes for both duplication and triggering, as in

ERIC 2
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many of the Christensen sentence exercises. Sometimes a classroom

method shows an evaluation from imitation and duplication to trig-

gering. For example, the first sentence-combining activities (Mellon,
1969) were tightly structured and required exact duplication of a given
sentence. Recent work of Strong (1973), however, uses the kernel
sentences as a trigger allowing students to produce many different
combinations of the same basic material. The exercise often triggers
ideas from the students and does not requlre exact duphcatlon of a
given sentence.

The modeling approach in addmon to provrdlng a theoretlcal
framework for various classroom lessons, also provides a rationiale for

~ different ways of diagnosing student‘papers The following writing

sample is an example of the type of writing that would be improved by -

modeling activities:

The very special thing in my life is my bike. I can go anywhere I
like. I ride when I am angry. I just ride untiil I get tired. Or util I
have relived all my tensions. To feel the cool breeze on my face
riding down slopes on hills is just wonderful. I drive a car. Buta
.car cannot run on people power. It runs on gas. Gas takes money
and on a bike there are no traffic jams, no one to get in front of you
and no one to hit you, no one to tell you how fast to go. I like
fixing on my bike taking it apart and putting it back together on
my car I wouldn’t know what the heck to do with it if it breaks
down.

First, the sentence style is choppy, and: sentence-combining activities
should help the student become aware of the uses of adding and
embedding. Second, the overall organizational structure is confused,
and the experience of 'writing subordinate, coordinate, and mixed
paragraphs (a la Christensen) should help the student tc develop some
judgment about sequencing material. In addition, close examination

. of the organization implicit in the thesis (a 1a Josephine Miles) and the

reading of descriptive and narrative essays might also be helpful.
In summary, one purpose of writing is the making of texts, very

much the way one might make a chair or a cake. One way to learn how -
to make anything is to have a model, either for duplication or for’
triggering one’s own .ideas. To be understood, a model must have-

parts—in the example of writing, letters, words, sentences, paragraphs,
transitions, and so forth comprise the parts,, But the whole is always
greater than the sum of the parts. In modeling approaches, classroom
lessons and diagnostic methods focus on these parts of the text one at a
time. The result is clarity of focus but not the whole ‘truth about
writing.

23
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Processing: Writing as a Sequence of Stages or Fluctuation of
Strategies

-
»

Processing approaches shift the focus from the text, as in modéling
approachss, to the strategies or stages in the writing process—the steps

‘that writers go through, particularly the way writing can be used for -

both discovery and communication. The research in processing shifts

. the focus from the language behavior, either the words in oral lan-

guage or the sentences and paragraphs in written text, to the processes
in the writer’s head. The studies of the mind’s process have had two
important directions: one a description’of the mental map maker and
the other a description of the steps or stages in th= writing process.
These two directions are complementary and ogfen intertwined,
‘Researchers who study the writer’s smentalmaps turn stimulus-
response and stimulus-response-reinforcement 1into sign-significate
sequences. That is, according to E. C. Tolman (1932}, the organism
le~rns not movements and responses but “sign-significate expecta-
tions” or what-leads-to-what relationships. Contiguity of stimuli, of-
course, will build up expectations, and practice certainly playsarolein
confirming and strengthening expectations. But it is not response
potentials of habits that iicrease in the developing organism,; rather,
what increase are the breadth and clarity of-mental maps that help the
organism make accurate predicatians. Tolman (1948) sees the brain as
a map maker, not a switch watcher: AR

[The brain] is far more like a map control room than it is like

an old fashioned telephone exchange. The stimuli, which are

" allowed in, are not connected by one-to-one switches to the out-

" going responses. Rather, incoming impulses are usually worked

over and elaborated in the central control Toom into a tentative,

cognitivelike map of the environment. And it is this tentative map,

indicating routes and paths, and environmental relationships,

which finally determines what responses, if any, the animal will
finally release. (P. 192) '

Edmund Burke Huey (1968) made a similar claim forty years earlier
in 1908 when he said that “meaning, indeed, dominates and unitizes

the perception of words and phrases” (p. 116). Huey’s point was thata

reader reads for meaning, not a letter, syllable, or word at a time. Huey
concluded, “The first factors of perception in reading are not usually
total form, word length, etc., but certain striking ‘dominant’ parts, the
apperception of word-form and word-length coming a little later”
“(p. 109). In other words, meaning is more than the sum of its parts.
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Cognitive theorists use a wide range of terms for the map or internal
hierarchies: schemata (Bartlett, 1932), images and plans (Miller,
Galanter, and Pribam, 1960), strategy (Bruner, Goodnow, and Austin,
1956), subsumption (Ausubel, 1965), frames (Minsky, 1975), and prob-
lem solving (Gagne, 1970). But recent sign-significate theorists have
started personifying the term: operator, executive, and executive
organizer (Ammon, 197 ). One reason for the theoretical shift in
_ emphasis to the map ma er is its active role.as an agent that changes
sensory inputs and 1s itseif changed.by sensory inputs. Co

In cognitive psychology, the braia is viewed as d system for process- -

ing and stoting information (Simon, 1981), very much like a cStaputer,
and the program.is the field or map. The value @f the information-
processing xiodel is illustrated by an experiment in which an animal is
presented wi h tWo choices. In the traditional learning laboratory, a
monkey, like%most other animals, has a difficult time making the right
choice in a delayed reaction experiment. In this experiment, a light
signals the correct choice, but the light goes out before the monkey is

allowed to make a response. The monkey oftén has difficulty remem- *

bering which choice was correct. However, if a similar problem is
carried out under field conditions, animals have no such difficulties. A
chimpanzee was carried around in the company of an experimenter
who hid pieces cf fruit in eighteen different places. After some delay,
the chimpanzee was released. Menzel (1973) describes the result: *

Usually the test animal ran unerringly and in a direct line to the
exact clump of grass or leaves, tree stump, or hole in the ground
where a hidden food lay, grabbed the food, stopped briefly to eat,
and then ran directly to the next place, no matter how distant or
obscured by visual barriers. (Pp. 943-44)

Obviously, the animal had an internal map, and the’hidden fruit

was more “meaningful”’ than the light signal. What are the qualities of

these organizers or maps? How does meaningfulness help one re-
member? The maps must have qualities that make it possible to store
them in memory. George Miller (1956) suggests that the working
mermory can at any momentefly process about seven pieces of random
information, plus or minus two. He reports, for example, on an exper-
iment by L Pollack (1958) testing the limits of listeners making abso-
lute judgments of auditory pitch. The channel capacity (or limit) was
2.5 bits, and because a bit is the amount of information needed to make
a decision between two equally likely alternatives, the actual number of
pitcheS/J to be distinguished was about five or six. Simon and Chase
(1976) think the limit for short-term memory is closer to four than
seven,
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\\ .
Thus, working or short-termi memory has an upper limit, be 1t four,

seven, or nine and be the random items letters, numbers, or whatever.
Obviously, people remember more than nine pieces of information.
?é limit is extended by what Miller calls chunking—the organization
f the random material into “meaningful” units. For example, al-
though one might have a limit of seven random letters. the limit of
seven also applies to words, which could have thirty or more letters that
one-could recall by remembering the meaningful unit—the words.
‘To say that the woyd school is a familiar chunk is to say that there is
already information stored in long-term memory tHat permits the let-
ters of school to be recognized as a chunk. In other words, it is useful to
conceive of more than one type of memory—a very brief sensory
memory, a monitor of the passing scene; short-term, working memory,
which has a limited capacity and whére information gets organized for
learning; and long-term memory, where rnaps arestored (Simon, 1976),
Short-term memory is not a buffer between the sehses and long-term
memory, but’it is temporary storage for pointers to long-term memory,
pointers that have been produced by the recognition mechanism of this
mernory., Long-term memory has twe components—the recognition
memory or index for identifying the familiar, and the information
storage_itself, sometimes called semantic memory. According to Endel
Tulviné (1972), semantic meniory contains episodic information (facts
about everyday events that can be dated) and general knowledge (facts
and generalizations that cannot be dated). The episodes may be stored
in the form of a network of propositions—or churiks. of meaning—or
in the form of images. » ’ .
Ulric Neisser (1976) describes an experiment in which the subjects

“had difficulty giving an answer because they had to look at two visual

images at the same gime—one real and the other the imagined mental

+“map. In the experiment, the subjects were shown a large’block F, were

told to remember it, and later were asked to describe the succession of
corner points as one moved around it. On the first task, the subjects
were asked to answer yes for each point that was either on the extreme
top or on the bottom of the F, and no for each point in between. On the
second task, the subjects were asked to point to a printed series of yeses
and noes. Pointing was;more difficult. When the subjects had to point
to a visual image, the visuél perception interfered withtheirimagined
imageror map. Says Neisser, “Visual images are apparently produced
by the same integrative processes that make grdinary perception
possible.” / 5 .

Besides propositions or categories with words arranged irf a hier--

archy of meaning, long-term memory riust store ‘verbatim materials.
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Furthermore, the tip-of:the-tongue experiment by Roger Brown and D.
MCcNeill (1966) suggests syllable structure, stress patterns, and phonetic
segments are also stored, perhaps independently. Brown and McNeill
induced the tip-of-the-tongue experience by reading the following
definition and asking people what it meant: “A navigational instru-
ment used in measuring angular distances, especially the altitude of
sun, moon, and. stars at sea.” Some people knew the word sextant

immediately, others not at all. Some had a tip-of-the-tongue expe-,

rience, and for those Brown and McNeill had four questions: (1) How
many syllables does it have? (2) What letter does it start with? (3) What
words does it sound like? (4) What words are similar in meaning®The

“subjects were right on the number of syllables 57 percent of the time

(chance: 20 percent) and correct on initial letters 62 percent (chance: 8
percent). The importance of the first sound suggests that the index or
retrieval system of long-term memory begins its work like a dictionary.

If the memory skill is an indication that a map is present, then the

" maps in long-term memory get clearer as young subjects get older. As a

general rule, as children get older, their memory skills improve (Hagen,
1971). In fact, in most research situations preschoolers do not remember
any better when told to do something than when no such instructions
are given (Appel, Cooper, McCarrell, Sims-Knight, Yussen, and Fla-
vell, 1972; Flavell, 1970) One exception to the increase of long-term
memory skill with age is that three-year-olds do.almost as well as adults
on problems asking that they 1dem1fy which set of objects or pictures
they have seen before and which set is new, even when there is a delay
of days or weeks (Berch and Evans, 1973; Permuter and N. A Myers,
1974). -

Saying that children remember better as they get older is another
way of saying that children think in ways substantially different from
adults. At one time, thinking and seeing were considered completely

separate activities. That is, the traditional view has been that form -

perceptron can be reduced to the perception of contours and that con-
tour perception in turn can be reduced to abrupt differences in light
intensity that cause certain neural units in the retina and brain to fire.
Irvin Rock (1974) concludes from a number of his experiments that the
traditional view .of perceptioa is inadequate: ‘““Although the work I
have described does not deny the possible importance of contour
detection as a basis of form perception, it does suggest that such an
explanauon is far from sufficient, and that the perception of” form
depends on certain mental processes such=ag description and correc-
tion” (p. 78): A

Jean Piaget’s conservation experiment is an .example of ‘how the

-~

mental processes shape what one perceives and how these processes -

change with age. Some researchers believe that these changes in mental

27
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" processes result from developinental changes in limits of mental capac-

ity (Ammon, 1977). In Piaget’s conservation experiment, a child is
presented with a situation in which water is poured from'one of two
identical beakers into a tall, thin beaker; water from the second beaker
is poured into a short, squat beaker. When asked which has more, the
child will maintain that the tall beaker has more water. In time, the
child becomes capable of decentration, is able to evaluate several
dimensions at once, and can reverse operations, aware that,conditions
can be returned to their original state. Later, around, ages eleven or
twelve, these concrete operations, reversing and conserving of concrete
objects, begin to be applied to abstractions. In Piaget’s terms, this

. development occurs because the child intherits two basic tendencies—

organization and adaptation—which combine to produce .cognitive
structures or schemata that govern how a child handles such matters as
the conservation problem.

Some researchers de-emphasize the developmental limits on mental
capacity. For example, George Miller suggests that people can increase
their mental capacity with bigger chunks: “Since memory span isa
fixed number of chunks; we can increase the number of bits of informa-
tion that it contains simply by building larger and larger chunks, each
chunk containing more information than before” (1967, p. 7). Thus,
the six or seven chunks can be six or seéven letteis or six or seven
sentences or stories:

LLBCGHD - .
, 2 Love/qu/Cat/Girl/Head/Dog

3. The boy saw the house.
_The cat lives comfortably.
The dog has a bone.
The girl drives a car.
The tree fell down.
. A man lost his hat.
The sky is blue.

4. Once upon a time the little boysaw a house. In the house, the.cat
_lived comfortably. And the dog had a bone. A girl lived in the
house. She drove a car. The girl’s father also lived in the house.
He lost his hat. One day the man and the girl planted a tree. The
next day it fell down.

I have experimented with my own children, asking them to listen to
the seven items once and then repeat the items. They consistently had
more trouble remembering the seven sentences than they did remem-
bering the story. In fact, the recall on the story was almost perfect. One

reason for this is probably the fact that the story is so cohesive it might
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be considered a single chunk. In addition, several times my children
would start to paraphrase a sentence and then remember its exact word-
ing, suggesting, I think, that many facts are represented in memory as
propositional (see Rumelhart, 1975).

Researchers who examine the interaction between the mental map
and the environment believe that the association-contiguity-modeling
theory is not the only basis of language behavior, that mental maps or
chunking mechanisms are more important than stimulus control, and
that these mental maps are hierarchical as well as linear (Herriot,

1970). These researchers see their major task at the moment to be the

study of executive processes—or, put another way, assembly and con-
trol mechanisms that organize the maps and integrate new information
into the maps. These researchers start with the question “What are the
advance organizers or.executive processes that students use when they
write?” To find the outlines of the executive processes, these researchers
do task analysis, preparing protocols of what subjects do in the task
(Simon and Chase, 1977), and controlled experiments on memory span
and retrieval, describing what is remembered and for how long (Brown
and McNeill, 1966). One issue, for instance, is how long it takes for a

_subject to move information from short-term memory to long-term

memory. One estimate is fifteen seconds. ‘
In summary, the writer's mental map maker has a short-term
memory of four to nine pieces, a fifteen-second storage time from

short-term memory to long-term memory, a chunking mechanism for

reducing information to a single piece, and a reliance on visual imag-
ery to map information. Every part of this general outline is guestioned
by some researchers, but the assumption that the learner is a map
maker is widely accepted.

What, then, has the map-maker model of learning and memory done
for the teaching of writing? One result is that it has encouraged
teachers and researchers to shift their attention from words on the page
and textual models to the steps and strategies used by students in the

writing process. Janet Emig (1971) comments that of the five hundred -

pre-1963 studies cited in the bibliography of Research in Written Com-
position, only two deal even indirectly with the process of writing
among adolescents: “Proposals for the Conduct of Written Composi-
tion Activities in the Secondary School Inherent in an Analysis of the
Language Composition Act”’ by Lester Angene and ‘“Factors Affecting
Regularity of the Flow of Words during Written Composition” by
John Van Bruggen. Angene looked at completed student themes, and
Van Bruggen examined the physical rate at which eighty-four junior

high students wrote. Other than these two studies, the process of writ- -

ing had not been examined.
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Emig selected for her study eight sixteen- and seventeen- year-old .
students. She found that “‘préwriting is a far longer process in self-
. sponsored writing” and that “in school-sponsored writing, there is
often no time provided for this portion of the composing process”
(p. 92). She also found that students do not voluntarily revise school-
sponsored writing, tha' *hey do revise self-sponsored writing, that in
school-sponsored wntm& works of literature are the most common
stimuli, and that in self-sponsored writing “human relations” and
“self”’ are the most frequent stimuli.

Like Emig, Donald Graves (1975) used the case study method to
examine writing in the first grade. He selected a sample of eight seven-
year-olds, two each from four different classes, and observed them writ-
ing in school from December 1972 to April 1973. He observed fifty-
three writing episodes, interviewed children on their views of their own
wntmg and their views of the “good” writer, presented general find-
ings, and. prepared specific background and observational details on
one boy student. Graves found that formal environments for writing
seem to be more favorable for girls and informal environments more
favorable for boys. In either case, unassigned writing is longer than
assigned writing. Graves recommended developmental studies of chil-
dren’s writing and has received an NIE grant to reseaich this topic.

Incidentally, when Graves reviewed the literature in 1973, he found
that only two previous studies had involved the actual observation of
writers in the process of writing: Emig’s 1971 study and an unpub-
lished doctoral dissertation by Barbara Holstein (1970), “Use of Meta-
phor to Induce Innovative Thinking in Fourth Grade Children.”

One of the problems in a process description of; writing is how to
distinguish between one stage and another. D. Gordon Rohman (1965),
who coined the term prewriting, divides ‘the writing process into three
stages: “We divide the process at the point where the ‘writing idea’ is
‘ready for words and the page: everythmg before that we call ‘pre-
writing,” everything after that ‘writing’ and ‘rewriting’” (p. 106).
Graves and Emig use Rohman'’s stage theory in their examination of
the writing process, but their writing samples do not clarify when a
“writing idea is ready for words and the page”.and when it is not,
Sometimes the writing appears to be a process of discovery.

To account for this discovery process, Emig introduces a period of
planning that follows prewriting and that begins with words on the
page. She says that prewriting, on the other hand, “extends from the
time a writer begins to perceive . . . to t'1e time when he first puts '
words or phrases on paper elucidating that perception” (p. 39). The
separation of perception in the prewriting stage from discovery in the
planning stage can obscure the way language can be used as an instru-
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ment of thought or perception. W. L. Chafe (1979), for instance, argues
that the linguistic output of verbalization is ‘“‘not a replica of the input
to these processes. » He continues: '‘Not all interpretations take place
during perception: there is much that takes place while we are talking

as well” (p. 220).

Many researchers believe that students are involved not in three or |

four distinct stages of writing butina tension between parallel levels of
concern—one level for discovery, another for organizational matters,
another for conventions (spelling, punctuation), and so forth. Linda
Flower (1979) divides the writing process into two stages, writer-based

prose and reader-bzsed prose, the first for getting the material on paper

and the second for communicating information to a reader. She also
suggests a relationship between these two types of prose and Tulving’s
two types of memory (1972), arguing that “‘one way to account for why
Writer-Based prose seems to ‘come naturally’ to most of us from time to
time is to recognize its ties to our CplSOdlC as opposed to semantic
memory” (p. 34).

Flower and John Hayes (1978) define writing as a problem- solving
cagnitive process, and based on George Miller et al. (1960), they identify

" the following types of strategies in the two-stage process: (1) making

plans; (2) operating, memory search, procedures that get things done;
and (3) testing, evaluating the results of the plans and operations.
These strategies were identified by means of comments made by writers
during the writing act.

Flower and Hayes identified three implications for teaching: (1) itis ‘

possible to diagram the problems of weak writers in terms of their

_procedures rather than their errors; (2) writers’ images of the writing

process can help or hinder when €ncountering such situations as plans
that contradict one another (asking how student writers learn an image
of the process); and (3) writers without reader-plans are the weak
writers.

James Britton, Tony Burgess, Nancy Martin, Alex McLeod, and
Harold Rosen (1975), drawing from the work ot Edward Sapir (1961),
distinguish between expressive writing and transactionai writing, sim-
ilar to the Flower/Hayes distinction between writer-based and reader-
based prose: Expressive language is “‘the ebb and flow of the speaker’s
thought and feeling,” and “the essentially expressive nature of all
speech . . . moves to a greater explicitness at the expense of its expres-
sive Eeatures when the need to communicate ingreases” (p. 10). Britton

et al. cite the research of L. S. Vygotsky and George Kelly as evidence

that expressive writing can be used as an instrument of thought.
Vygotsky (1962) reports that when forced to stop and think, a child
“is likely to think aloud ” He continues:

3.
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We have seen that egocentric speech is not suspended in a void but
is directly related to the child's practical dealings with the real
world—it enters as a constituent part into the process of rational
activity; . . . and that it increasingly services both problem solving
and planning as the child’s activities grow more complex. (P, 19)

To Vygotsky, inner speech is “condensed, abbreviated speech” and
writing is ““a separate linguistic function.” *“The change from maxi-
mally compact inner speech’ to maximally detailed written speech
requires what might be called deliberate semantics—deliberate struc-
turing of the web of meaning” (p. 100). .

“I'o Britton et al., expressive writing is the use of language to explain
some matter to oneself. Transactional writing is the explanation of
some matter 'to another person. For them, the use of language to
explain something to oneself is an example of the finding by Kelly
(1963) that learning is not a special kind of human behavior, but

“

Man looks at his world through transparent patterns or templates
which he creates and then attempts to fit over the realities of which
the world is composed. The fit is not always very good. Yet with-
out such patterns the world appears to be suchan undifferentiated
homogeneity that man is unable to make any sense outof it. Evena
poor fit is more helpful to him than nothing at all. (Pp. 8-9) ’

This recurrent theme of using language both for writer-based prose
and reader-based prose appears, as Martin Nystrand (1977) suggests, in
the work of a number of researchers—in addition to Britton, Vygotsky,
and Flower and Hayes:

Researcher Writer-Based Prose  Reader-Based Prose -

Graves (1975) reactive writer reflective writer

Emig (1971) reflexive extensive

Sapir (1961) . expressive referential

Polanyi (1958) . heuristic act routine performance

Nystrand (1977) heuristic act explicative investi-
(accommodatory)  gation (assimilatory)

Flavell (1977) private-cognitive social-communicative

Krashen (1979)
Olson (in press)

Bobrow and
Norman (1975)

Bereiter (1979)

subconscious lan-

. guage learning

(acquired language)
conversational utter-
ance; interpersonal,

ideational

data driven process

associative writing

conscious language
learning (monitor
language)

prose text;
rhetorical, logical

concept driven
process

communicative and
epistemic writing

3
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The processing approach, then, has two research traditions—one
describing the mental map maker—speed, storage limits, and organiz-
ing principles—and the other describing processing strategies for the
writer, one set of strategies assuming a stage or developmental process.
and another set assuming that writing is recursive or a shifting back
and forth among different areas of attention. In the classroom, process-
ing has two-main method ~ that emphasizes the steps in the writing
process and another. that ¢. iizes visual and verbal maps that stu-
dents can use in their writing. -

. Steps Method C o

In the classroom, the steps method means that not all writing is graded

-as a final draft. Students are tanght to use writing as an instrument for

self-discovery, not just as a means of communicating something to -
someone else. Therefore, students are given extensive practice in pre-

-writing, simply filling a page in order to learn how writing helps them

discover what they know, what they do not know, and, in fact, what
they want to write about. They are not expected to write a thesis and an
outline before they have written something; writing is considered a
means of discovering one’s thesis and organization. The workshop
approach of Ken Macrorie (1970, 1973) is a useful guide for getting the
class organized and underway. Peter Elbow (1973) helps clarify the
distinction between prewriting and garbage. _

_ This prewriting, in journals or otherwise, is a regular assignment
and can.become the resource for more focused assignments, such as
Notion papers of one or two pages on a single idea or event. The
Notion papers become the resources for Submission papers of two or
three pagés on a single idea or event. Submission papers are read in
writing groups, and students respond to the papers they hear, confirm-
ing strengths and offering suggestions for change. Semi-final papers
are sometimes read by an outside adult whom the student must recruit
as a reader, and Final papers are read by the writing group before being
handed in to-the teacher. The separation of the writing task into differ-
ent steps is one way of overcoming the limits of working memory. Do
not do everything at once. Do different things in different drafts.

Students have the option of doing as many drafts as they wish, but
they must keep a portfolio of all of their work and must submit a
minimum number of final drafts for each marking period. Class time,
then, is spent writing papers, discussing papers, or organizing one’s
portfolio. All Final papers are posted in the room (unless it is a per-
sonal paper with a specific request for privacy) and later posted on
bulletin boards in the school library, in the hallway, in the administra-
tive offices, and sometimes outside the school.

Js
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Vincent Wixon and Patty Stone [Wixon] (1977), following Robert
* Zoellner's description of the talk-write approach (1969), pair students
into teams of two, giving each team a felt-tip pen and a section of
butcher paper, and assign each team a composition problem—memory -
writing, argument, exposition, whatever. One student may be assigned
to be the writer and the other the editor, or both students may share )
responsibilities-as they write the composiiion together. Students who
cannot get started may get help by watching another team work. Stu-
dents who finish early can help teams that are having difficulty. In all
cases, students are talking out their ideas and then writing and revis-.
ing. The butcher paper makes it possible for students to watch their
compositions dévelop. e . L .
* One.of the most effective methods of developing revising skills is the
“writing group. Mary K. Healy (1980) tapes students in groups as they
read and comment on student papers; then she plays the tapes in class
for discussion. Daniel Fader (1976),.in a writing class at the University .
of Michigan, puts students into groups of three, selecting for a range of
interests and abilities. On each paper he gives a grade for the writer and
the two editors. The result, says Fader, is that the members of the group
“become dependent on each other and are constantly sharpening each
other’s perceptions. How to select members of these groups, how to
ease the group through early troubles, how to use the tapes to sharpen
editing skills—these are problems that need more examination.

The postwriting step is also a very important feature of the steps
method. Preparing class magazines, posting papers in the room and
‘hallways, reading papers aloud, presenting certificates of merit for spe-
cial recognition on a work of writing—any activity that gives the stu-
dent writer a response to a final draft contributes to better writing.
Another important feature in the steps method is the development of
_heuristics that help students learn to use language asan instrument for
discovery. For example, Richard E. Young and Alton Becker (1975)
beliéve that for anyone to know something, whether concrete or -
abstract, three questions are especially helpful: (1) How does the thing
"or event differ from everything else? (2) How much can it change and
still be itself? (3) How does it fit into larger systems of which itis apart?
One of the most common heuristics in writing is the “reporter’s
guide’’: who, what, when, where, how, and why. Richard Larson
(1968) has developed an elaborate set of questions organized into such

_ categories as “abstract concepts,” “completed events,” and “collection
of items.” Larson believes that questioning procedures help students
state propositions because the questions “force students to become as
familiar as possible with the facts, and possible relationships among
‘the facts” (p. 128). A teacher cannot assume that young writers have
propositions ready to be argued. Yet, says Larson, classical rhetoric did

.-
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assume the proposition was ready and waiting only for the means of

© persuasion:

If there is one critical difference between the treatment of “inven-
tion” by classical rhetoricians and by the authors- of texts on
“rhetoric” today, it is this: for the classical rhetoricians “inven-
tion” is one step in what Aristotle called “finding the available
means of persuasion in a given case.” (P. 126)

The aim of heuristics is to study the methods and rules of discovery
and invention, especially heuristic reasoning, which is, says Michael
Polanyi (1958), “provisional and plausible only, whose purpose is to
discover the solution of the present problem.” Janice Lauer (1970)
reports that psychologists interested in problem solving have found

“that “creative people have developed an effective set of heuristic proce-

dures” (p. 896). One cannot find in this literature, however, much that
is dlrectly useful for composition teachers. The application of heuris-
tics in the teaching of writing means prewriting assignments, ques-
tioning procedure, and sometires comparison and contrast (for a dis-
cussion of comparison and contrast, see Lee Odell, 1977).

One of the primary rhetorical and psychological issues is whether or
not heuristics means think-write, or write-write, or even talk-write.
Think-write sees mental reflection as a prerequisite to writing, while
write-write and talk-write see the act of speaking or writing ~s the act of
thinking. The last position is taken by Zoellner (1969), a view that
Young (1976) calls “a provocative alternative, and a radical one since it -
repudiates mentalism itself”” (p. 36).

Zoellner’s assumption that talking and writing are thmkmg under-
hes most of the practices in the steps method: giving writing assign-
ments that move students from journals to drafts to final assignments;
organizing writing groups that discuss papers at various stages of .

" completion; discussing writing topics in class or small groups prior to

writing; providing a list of questions that can help the writer or group
explore the possibilities of a topic; Keeping folders of all student writ-
ing; and organizing postwriting activities such as publishing, posting,

" and displaying the writing, reading samples aloud to the class, and .

sending the writing to a selected audience.

Sometimes teachers identify some axioms. for students to follow in
their writing: “Do not worry about spelling -and punctuation when
you first start writing your paper,” ‘‘Just start writing, beginning with
a phrase like ‘I am writing about,’” and “As you write, ask yourself
‘Who, what, when, where, why.”” In class, students are asked to share
the various devices they use when they write. The purpose of the axi-
oms is not so much the general rules themselves as the development
among students of metacognitive awareness, a recognition that there
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are two types of knowledge—knowledge about things and knowledge
about how to know. The various steps methods attempt to teach stu-
dents that one can learn how to remember and how to f/ligcover things -

‘with language.

The Map Method

The map method is a second example of the processing approach.
Maps can take many forms. One form is the outlandish assignment,
which students can reject if they find a topic of their own. Some stu-
defits seem not to know what they want to write about until they are
told what they must write. In a sense, some students do not see the truth
until they are told something outlandish, and then they see the truth
shining through the nonsense. The story lessons used at Circle Pre-
School in Oakland, California, for example, often include the “Mix-
Up Monster”—a familiar character in group presentations who con-
fuses hello and goodbye, shakes feet instead of hands, calls children by
the wrong names, and tells stories such as ““The Big Green Rooster”
(instead of “The Little Red Hen”’) or “Goldilocks.and the Three Pigs.” -

" The children..love to correct him, dictating back to the Mix-Up

Monster the correct word, phrase, sentence, or story. The children’s joy
in the game comes from the shock of recognizing what they know—it is
hands that shake, not feet, for example—when they hear obvious
nonsense.

The verb can be a helpful map for students, one that they can either
reject or accept. Miles (1979) argues that it is the predicate that shapes
and moves the writing, not the houn. In other words, My home town 1s
not a topic for an essay, but My home town stinks is. Stinks shapes the
material into some organization, some movement of assertion. The
bigness or smallness of an assertion is determined by the predicate, not
the noun. Thus, Kansas is not inevitably a larger topic than Kansas
City. ’ : _

- Teachers who write suggested topics on the board should consider
including a predicate. Sometimes students are better able to find their
own predicates if they are required to write the first paragraph without
using was, is, were, are, or some other form of the verb to be. To be has
a t'enden%\t: lead many students in circles, turning the writing into a

"1ist of characieristics without direction or any central tendency. With-

out to be as a ¢crutch, students are forced to make assertions that begin
to give the writing direction and shape. Like the children respondirg
to the Mix-Up Monister, students sometimes discover predicates better if
they have a predicate to reject, such as Oakland High is the most
beautiful place on earth. ' '
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Many teachers believe that a student’s ablhty to predlcate or framea
world view depends on skillsin mapping, graphing, and using visual
and verbal metaphors. These teachers have explored assignments in
metaphor, analogy, and visual design as a way of déveloping skills in
ordering and conceptualizing material. Many secondary teachers have

used Hart Day Leavitt and David Sohin’s Stop, Look, and Wriie and -

Pictures for Writing, and elementary teachers have'used various “‘art
projects” to get the writing going..Drawing for the elementary student

is often a map for the writing. Graves (1975) has observed that drawing .

for the young writer is often not only prewriting—a firsi draft of the

_idea—but also a practical necessity for retaining the idea. A child who -
is writing slowly and with difficulty needs a drawing to retain a

memory of the wntmg s central theme.

Some teachers glve students particular techmques for making visual
maps. For example, in idea brainstorming, teachers often use a wheel
technique (see Figure 2) with one theme at the center and various
student contributions in boxes or circles around the center. For narra-

_tive discussions (what happens when?), a linear design is often used.

An example appears in Figure 3. In the Christensen (1976) apprcach to
paragraph organization, a kind of visual outline is vsed to make
paragraph structure clear:

Coordinate Subordinate
Paragraphs Paragraphs "~ Mixed
1 1 1
2 2 2
2 3 3
2 : 4 2
2 5 3
. 4
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mmary, the processing approach, as illustrated by the steps and

methods, provides many classroom lessons using language as an

instrument of discovery. In addition, some students seem to have spe-

o cial needs for the processing ap:proach. The following essay was writ-
"~ ten'by a ninth-grade student durmg a fifty-minute class period:

, The person I remember the best was my bestfriend in elemen-
tary school she also live up the street from me. She had jus€,move
from Danvill. Her dog got lose and I helped her catch him.

I new her for along time until she move. We still try to keep in
touch. But I wili never foreget the memories.

The paper has many problems, the most critical of which is fluency
The student should be able to write much more in a fifty-minute
period, given the fact that he will “never foreget the' memories” (what
memories?) and that this person is someone he remembers “‘the best.”
The assumption is that prewriting, talking in writing groups, and
experimenting with various maps and heuristics (who? what? when?
where? why?) will help develop fluency and help break the bottleneck
of limited storage capacity in working memory. Any teacher with many
students who lack fluency in their writing should consider giving
priinéry empbhasis to processing approaches.
. \

Distancing; Writing as a'Relati'onship between Speaker and Sbubject
and between Speaker and Audience

Distancing approaches shift the emphasis from text and strategies to
the social context. In this approach, teachers organize assignments
around the distance between the student-writer and the audience and
between the student-writer and the subject. If the student talks to him-
" self or herself, the result is an integior dialogue, a monologue, or diary. “
If the student talks to an alter ego, the result might be a journal, and a
personal message'to a friend could be a personal letter. Shifts in the
distance from the speaker to the subject can prodrhce similar changes in

— _— -—-——>|
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“ Figure 3. Linedr technique.
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form: For instance, writing on a close personal subject could result in -
an autobiography, while a more distant subject could become a
biography.

The study of distancing leads to a dlfferent theoretical framework.
Modeling has had classical transformational grammar as one of its
theoretical frameworks, and Chomsky (1965) has made explicit the
theoret1ca'I boundaries of that discipline:

Linguistic theory is concerned.primarily with an ideal speaker-
listener, in a completely homogenous speech community, who
knows its language perfectly and is unaffected by such grammati-
cally irrelevant conditions as memory limitation, distractions,
shifts of attention and interest, and errors (random or characteris-
uc) in applying his knowledge of the language in actual perfor-
"mance. (P. 8)

Processing, ou the other hand, has had cognitive psychology and the
writer’'s mental map maker as its theoretical framework. Some model-
ing theorists did, of course, contribute to the development of cognitive
theory. Chomsky, for instance, distinguished between competence and.
performance, the underlying language knowledge and the actual word
strings spoken or written. Compeience and underlying kriowledge are a
step toward a cognitive theory. But according to I. M. Schlessinger
(1971), cognitive theory, unlike classical transformational grammar,
includes in its framewaork the intention behind language performance.

There is no place fo “"tentions in a grammar, but any theory of
performance which {ail. t: take intentions into account must-be
considered madequate The model of a human speaker must, of
course, contain rules that determine the grammaucal structure of
the output. These rules, however, must be assumed to operate on
an input which represents the speaker’s intentions. (P. 65)

Problem-solving strategies, Gagne's learning hierarchies, which in-
clude moving from simple tasks {0 more complex ones in such matters
as addmg and subtrac'mg (Gagne et al., 1962), and Piaget’s analysis of
various tasks, such as those requiring conservation, are all examples of
efforts to describe intentions by describing the hypothetical maps that
guide learners.

Some theorists, arguing that neither linguistic behav1or nor cogni-
tive maps are adequate theoretical frameworks for language produc-
tion, have introduced thé sociocultural context, particularly the partic-
ipant interactions within the context. Breyne Arlene.Moskowitz (1978)
describes one example of the evidence leading thébrists to revised
notions about language acquisition:

. .
. . » » - .
A boy with normal hearing but with deaf parents who communi-
cated oy the American Sign Language was exposed to television
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every day so that he could learn English. Because the chi‘d was Jg’ .
asthmatic and was confined to his home, he interacted oniy with : T
people at home where his family and all their visitors communi-
cated in%ign language. By the age of three he was fluent in sign - .
language but neither understood nor spoke English, It appears
that in order to learn a language a child must also be able to
C e - imteract-with-real people in thatlanguage—(Pp-894=04By—

.'Jero'me Bruner (1978) summarizes how the contéxt theory moved
away from Chomsky’s views: ' s

It has become plain in the last several years that Chomsky’s origi-
nal bold claim that any sample of language encountered by an
infant was egough for-the LAD (Language Acquisition Device) to
dig down to the grammatical rules is simply false. Language is not
encountered willy-nilly by the child; it is instead encountered in a
highly orderly interaction with the mother, who takes a crucial
role in arranging the linguistic encounters of the child. What has
emerged is a theory of mother-infant interaction in language
acquisition—called the fine tuning theory—that sees language -
© mastery as involving’ the mother as much as it does the child. ’

According to this theory, if the LAD exists, it hovers somewhere in

the air between mother and child. (Pp. 44) .

The same theoreticat-framework s shared by pragmatics, the lin- o
guistic point of view that context generates structure. Robin Lakeoff,
*in a recent lecture on the University of California at Berkeley campus,
commented that if generative semanticists had known where their ideas
would lead, they would have called their field generative pragmatics.
Transformational grammar had difficulty finding some structural ex-
_planation for such language as “Will you please pass the butter?” This g
‘structure looks like a question, but in social context this structure is a S
request or even a command. The social context must then be recog-
nized as generating meaning, just as trees from base clauses generated
meaning in the old grammar. -

The social context has a writer, an audience, a reality; and a mes-
sage. In rhetorical theory, James Kinneavy (1971) has arranged these
four elements in a communication triangle as the framewortk for his

_-views (see Figure 4). The forms of discourse are shaped by\the inten-
tions of the writer and the part of the triangle that gets emphasized, as
shown in the following listing. '

Purpose - Emphasis  Resulting Discourse
self-expression writer . expressive
(diaries, journals)
convince or persuade  audience persuasive -
I .

(editorials, sermons)
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convey reality . reality referential
, : 5 o ' (articles, histories)
ordering parts of texts = message literary

(drama, songs)

In James Moffett’s theory (1968b), discourse is shaped by the dis-
tance between the writer and the subject matter. If the writer is focusing
on whqtjs happening now, then the form generated is drama and the
writer-role is one of recording the “‘event.” If the focus is on what
happened, then the form generated is narrative and the writer-role is

- reporting. Notice that the sequence increases the distance in time and
~ space between the speaker and subject—increasing space because gen-

eralizing requires a point of view overlooking all, and increasing time
because generalizing requires the temporal shifts from present to past
to future. ) = o

Distancing assignments are often based on the assumption that writ-

ing to a close audience-—a friend, an alter ego as in a diary—is a natural-

place to begin for the young who are, by nature, egocentric. Extending
the distance of the audience in a sequence of assignments, moving from
writing to a friend to writing for the community at large, requires both
a decrease in egocentrism, a natural development as the young mature,
and an increase in the child’s skills in abstraction, a greater sophistica-

 tion in selecting what to say and what not to say. This sequence par-

allels Piaget’s findings (1959) about child development and Moffett’s

 theory of discourse. Moffett calls his theory “‘essentially an hallucina-
_tion” and says, “Heaven forbid that it should be ‘translated’ into

textbooks.” Nevertheless, teacher intuition has developed several se-
quences that are compatible with both Piaget’s and Moffett’s theories:

1. From improvisations to panels and trials, in which roles are -

shifted, developing different distances to subjects

Encoder . Decoder
(Writer) ‘ (Audience)

>

Message
(Work)

Reality

(World)

Figure 4. Communication triangle.
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2. From journals and diaries to leuers and autoblographlcal inci-
dents, moving the audience from oneself to others and developing
a spectator point of view toward one’s own experience

3. From interviews and reports to Socratic dialogues and argundents,
moving to an anonymous audignce in the world-at-large and act-
ing as spectator to the experlence ‘of others

“ o .

The distance from speaker to audience détevmines questions like
diction, punctuation, style, form. A frlend requlres one loglc,a mass
audience another So, too, as note zarlier, does distance from’ speaker
to subject change form. If the speaker records things as if they are
hapnening now, the result is drama. A report of what happened yester:
day 1s narrative. And if the two measures of distance are crossed—
writing to a close friend about somethmg that happened in the past—
then the juncture produces a particular form—the personal, narrative
letter. Assignments compatible withi Moffett’s theories move students
along these two measures of distance. These assignments also create an.
interacting context in the classroom. Exposition, for example, can
begin with two students writing a Socratic dialogue,-one on each side
of a controversial question. The two students write out their assertions .
- as if they were speaking to each other, handing the paper back and

forth, countering each other’s arguments. Then the two students.
review the arguments in their script and, taking one side or the other,
write an argumentative essay to the general public of the local com-
munity. Argument can also begin as a mock trial or a debate, and
biographies can begin as interviews written as scripts.

James Britton’s taxonomy of expressive, transactional, and expres-
sive poetic writing (Britton et al., 1975) emphasizes the importance of
beginning:with personal experience. His view, one that overlaps much
of Moffett’s work, is that expressive writing (the writing about expe-
rience as an expression of self) is basic to any adequate development of
skills in transactional writing (writing to convey information to some-
one) and expressive poetic writing (writing to create a work of art, an
object for its own sake). Britton found in London schools an overem-

_ phasis on transactional writing and a failure to provide adequate
opportunities for expressive writing. He also found that the assign-
ments were weighted heavily toward a teacher-examiner audience.

Some teachers believe that although American schools may empha-
size transactional writing in subjects outside English, in English
classes the empha51s 1s on personal. wrltmg to close personal audiences.
Some teachers report, for example, that in many scheols using: Mof-
fett’s materials, the students always start the sequence again at the
beginning of each secondary grade level and never reach assignments
in reports or argument. )
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But Britton ¢t al. (1975) do not decry an emphasis on personal writ-
ing. They believe that language production, particularly in writing,
whatever the mode, teaches students symbolic skills. In effect, they
believe that cognitive theory and contextual theory are not that far
apart. If one is producing language in interactions, one is producing
maps and symbolic representations in the head. “Language, then,” say

*-Britton et al., ““is only one way of representing experience, but plays a

key role as a means of organizing and storing representations in other
modes” (p. 78)."

These means of organizing and representmg experience have been
identified in studies of literary devices. Mark Schorer (1952), for

- example, describes how a literary technique is both a means of repre-

senting and discovering. He describes Emily Bronté as a writer who
attempts in Wuthering Heights to “lay before us the full character of
this passion,’to show how it first comes into being and then comes to
dominate the world” (p. 193). “This passion’’ is the love affair of
Heathcliff and Cathy. But I feel Bronté has to protect herself from the
incrimination, particularly from a minister father and conventional
readers who might laugh if they were to see Heathcliff up close,

banging his head against a tree, Bronté’s solution is to use the very

conventional Lockwood as the narrator, and then to screen much of
what Lockwood knows through Nellie Dean, the very straight-laced

maid: The reader can take the emotianal rages of Heathcliff and Cathy

as the editorial’ excesses of Lockwood and Nellie, who would be

-shocked at anything. Furthermore, Bronté buries the entire story in the

past, helping coritemporaries to accept whagi_ﬂ the present would have
been considered “un