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Chapter 3

Syllabus Design and
Lesson Planning in ESL

Composition Instruction

Questions for Reflection

• Recalling your experiences as a student, think about syllabi pre-
sented in courses you have taken. What made the ueseful syl-
labi useful? What was missing from the weaker ones? What
elements do you consider to be essential in a course syllabus?
Why?

9 In what ways should the design of a writing course accom-
modate students' sociocultural backgrounds and educational
needs? The requirements and philosophy of the educational in-
stitution?

« What features do you think makes the planning for a writing
course distinct from that for other types of courses? How are
composition courses like or unlike other courses in terms of how
they are structured?

* In your view, what are the essential components of a successful
lesson in a composition course? What activities should form the
basis of such a lesson? How should they be sequenced? What
skills should be practiced, and why?

* On the basis of your experience as a student and as a teacher
(if applicable), identify the hallmarks of effective classroom in-
struction and management.
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The ESL/EFL writing class is perhaps best seen as a workshop
for students to learn to produce academic essays through master-
ing techniques for getting started and generating ideas... drafting
papers which they will anticipate revising, and learning to utilize
feedback provided by the teacher and other students in the class to
improve the writing assignment at hand. The goal of every course
should be individual student progress in writing proficiency, and
the goal of the total curriculum should be that student writers
learn to become informed and independent readers of their own
texts with the ability to create, revise, and reshape papers to meet
the needs of whatever writing tasks they are assigned. (Kroll, 2001,
p. 223)

SYLLABUS DEVELOPMENT: PRINCIPLES
AND PROCEDURES

In keeping with the principles so clearly outlined by Kroll (2001)
in the preceding excerpt, this chapter outlines a concrete yet flexi-
ble approach to planning instruction in ESL composition courses
and provides tools for developing effective lessons. Rather than
address global principles concerning the design of entire curric-
ula, we concentrate chiefly on the day-to-day planning tasks of
writing teachers: constructing course syllabi, sequencing com-
ponents of a writing cycle, and designing lessons.1 In the first
section, we address the needs assessment process in detail, be-
cause understanding the unique characteristics of ESL writers is
essential to shaping effective L2 composition instruction.

NEEDS ASSESSMENT: A TOOL
FOR SYLLABUS DESIGN

In broad terms, needs assessment consists of "procedures for
identifying and validating needs, and establishing priorities
among them" (Pratt, 1980, p. 79). Because of the particular ex-
pertise required to teach writing to non-native speakers (NNSs)
of English, we need a systematic way of inquiring into the di-
verse background features, skills, schemata, and expectations of
ESL writers so we can take this information into account when
planning instruction (Benesch, 1996; Johns & Price-Machado,
2001; Spack, 1997b). Generally, some of this information (e.g.,
institution type, students' target disciplines, their immigration
status) is obvious to teachers and requires no data collection.
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Specific demographic and proficiency-related characteristics of
the learner population, however, may be available only by elic-
iting specific information directly from the students themselves
and perhaps from institutional authorities.

Although other effective needs analysis tools exist (Brown,
1995; Dudley-Evans & St. John, 1998; Graves, 2000; Reid, 1995a),
we concentrate in this chapter on those that are easy to construct,
practical to administer, and simple to analyze in the context of
an individual program or course: written questionnaires, infor-
mal interviews, and ongoing observation. Instead of presenting a
static "one-size-fits-all" survey or interview format, we offer the
variables in Fig. 3.1 and the explanations that follow as elements
to consider in constructing needs analysis instruments tailored
to your learner population, institutional setting, and teaching
style.

Understanding the Learner Population

Figure 3.1 provides a general starting point for identifying
students' instructional requirements by requesting information
about factors known to influence the effectiveness of L2 compo-
sition instruction. This information should ultimately be used to
design course syllabi and classroom tasks.

Institution Type. For the same reasons that we should
not make pedagogical decisions without considering the diver-
sity of learners in our classrooms, we should be mindful of the
types of students described in the research literature (Browning,
1996; Graves, 2000; Nieto, 2002; Silva, 1993). One of the most ob-
vious characteristics to consider is the type of institution in which
students receive their English-language instruction. We can gen-
erally assume, for example, that college- and university-level ESL
writers have had more experience with English and have devel-
oped more extensive academic literacy skills than high school
ESL writers, simply by virtue of the length of their exposure to
the language through formal schooling. Likewise, postsecondary
students, by virtue of having elected to continue their studies be-
yond compulsory secondary education, may have varied educa-
tional and career goals in mind.

Even within postsecondary institutions, we also find diverse
types of students. Students at Japanese universities enrolled
in EFL writing courses, for instance, may have received little
or no preparation as writers of English, despite continuous



* These crude proficiency ratings are presented only for illustrative purposes. As
we suggested in chapter 2, responsible treatment of learners' literacy skills requires
attention to a wide range of influential sociocognitive and educational variables.

FIG. 3.1. Inventory of institutional and educational variables.
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• These crude proficiency ratings are presented only for illustrative purposes. As
we suggested in chapter I, responsible treatment of learners' literacy skills requires
attention to a wide range of influential sociocognitive and educational variables.

Institution Type
Secondary school
Community college
College- or university- based intensive E5L/EFL program
Four-year college

Lower division (freshman /sophomore)
Upper division (junior/senior)

Comprehensive research university
Lower division (freshman/sophomore)
Upper division (junior/ senior)
Graduate degree /diploma
Other

Prior Li-Medium Educational Experience
None
Primary /elementary school

rsecondary/high school
Adult school
Vocational/ technical/ trade school
Community college degree /diploma
College/university degree/diploma
Graduate degree /diploma
Other (e.?., Nondegree):

Prior English-Medium Educational Experience
1 None

Primary/elementary school
Secondary/high school
Adult school
Vocational /technical /trade school

1 Community college degree
College /university degree

1 Graduate degree /diploma
Other:

LI Literacy Skills'
Reading proficiency: O High a Mid a Low
Writing proficiency: O High O Mid O Low

English Language Proficiency and Literacy*
I ESL/EFL proficiency: D High a Mid O Low
i Reading proficiency: O High d Mid O Low
Writins proficiency: O Hiijh a Mid O Low

Immigration Status
(For students In anglophone settings)

Im mi grant/ permanent resident
International (student visa holder)

TraditionaI/ Non traditional Status
(Check one. if annlicablel

Traditional (no interruption in secondary or postsecondary education)
Non traditional /return ing (one or more interruptions in secondary or
postsecondary education)
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study of English throughout secondary school. Meanwhile, other
Japanese students, particularly those who have studied in
English-medium institutions at home or abroad, may enter uni-
versity EFL writing courses with rather extensive experience as
writers of English. In the North American context, high schools
and community colleges often serve a high proportion of immi-
grant students, depending on geographic location. In contrast,
four-year colleges and research universities may attract a high
proportion of international students. Many North American four-
year and research institutions maintain steady populations of
both types of student, although it is common for institutions in
some areas to be dominated by either immigrant or international
students with nonpermanent resident status. Community col-
leges often serve higher numbers of immigrant students because
these institutions offer low-cost education and opportunities for
students to transfer to four-year colleges and research univer-
sities upon completion of basic education requirements (Ching,
McKee, & Ford, 1996).

We make a distinction between immigrant and international
students in this discussion because immigrant students (some of
whom may be the children of immigrants or immigrants them-
selves) may have permanent resident status. Meanwhile, inter-
national students usually enter English-speaking countries on
student visas, complete their college or university studies, and
subsequently return to their home countries.

Further distinctions are to be made between students taking
courses in intensive English programs (lEPs) and their coun-
terparts in traditional degree programs. Frequently, IEPs in an-
glophone settings are housed on college and university cam-
puses, but may not award students college or university course
credit (with the occasional exception of certain advanced-level
courses). Many IEPs offer both academic and nonacademic ESL
courses for international students as well as immigrant learn-
ers. Academic-track IEP courses often are geared toward provid-
ing students with the linguistic and academic skills they need to
matriculate as regular students and to enter traditional degree
programs (Gaskill, 1996). Nonacademic courses, meanwhile, fre-
quently serve international students who intend to spend a lim-
ited time in an English-speaking environment to improve their
English proficiency and then to return to their home countries.
Clearly, the teaching of ESL writing in IEP courses needs to be
geared specifically toward students' educational, professional,
and personal goals.
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In many English-medium educational institutions, ESL stu-
dents may be assessed and placed into pre-academic, basic, or
"remedial" courses designed to bring their oral-aural and liter-
acy skills to a level at which they can enroll in regular content
courses with students who are native speakers (NS) of English
(Braine, 1996; DeLuca, Fox, Johnson, & Kogen, 2001; Harklau,
Losey, & Siegel, 1999; Silva, Leki, & Carson, 1997). Frequently, stu-
dents assigned to these courses are identified as weak in specific
skill areas and allowed to take courses that count toward a degree
or certificate only after they successfully pass these courses, suc-
cessfully pass an in-house language proficiency test, or achieve
a specified score on the Test of English as a Foreign Language
(TOEFL) or other criterion-referenced test.

The implications for the teaching of writing in these circum-
stances are clear. Instruction must furnish students with the skills
required to perform in subsequent ESL, "mainstream" English,
and content courses in the disciplines, and for better or worse, to
succeed on tests. In a number of institutions, successful comple-
tion of these courses entitles students to make the transition from
the ESL track to the regular or "native" track, where no distinc-
tion is made between NNS and NS students, and where classes
are made up of both learner types.

Other institutions, meanwhile, may offer ESL- or NNS-stream
writing courses that parallel NS courses in terms of curriculum
and assessment criteria. In principle, such courses are designed
specifically with NNS learners' needs in mind and, like their
mainstream counterparts, enable students to earn credit toward a
degree. Instructors with ESL training or experience working with
NNS writers often (and preferably) teach courses designated for
ESL students. In NNS-stream courses that parallel NS courses,
instruction often is determined largely by the mainstream cur-
riculum and guided by the principles and techniques featured
in equivalent courses. In some such cases, conflicts may arise be-
tween philosophies and approaches to the literacy tasks and writ-
ing processes that students must practice and master (Atkinson
& Ramanathan, 1995; Johns, 2003; Kroll, 2001; Silva et al, 1997).

Prior Educational Experience. In addition to the nu-
merous factors influencing the extent and type of writing in-
struction offered and required by schools, colleges, and uni-
versities, ESL students' formal educational backgrounds also
must be considered. The inventory of student variables shown
in Fig. 3.1 includes two broad categories aimed at capturing this
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information: prior L1-medium educational experience and prior
English-medium educational experience. For each of these cate-
gories, students' levels of education or years of formal schooling
offer only a rough index of students' experience and expertise
as classroom learners, note-takers, discussion participants, read-
ers, writers, test-takers, and so forth. Teachers of ESL need to
bear in mind, of course, that their students' prior educational ex-
periences might vary considerably from those provided by the
ESL or EFL setting in which they currently are receiving instruc-
tion. Immigrant and international students pursuing an educa-
tion in an English-medium institution, for example, may find
that their prior training contrasts considerably with the form
of instruction embraced in the ESL and EFL courses they are
offered. Educational systems around the world vary widely in
terms of approach, philosophy, and cultural orientation (Feagles,
1997; Reagan, 1996). Anticipating and understanding learners'
prior experiences can be tremendously valuable to writing teach-
ers, because many ESL students come from educational tradi-
tions in which school-based texts exemplify rhetorical patterns
that are fundamentally distinct from those valued in English-
medium Discourses and communities of practice (see chapters 1
and 2).

Moreover, in some non-Western educational models, writing
processes may not be explicitly taught if, in fact, writing is even
featured in the curriculum. Students trained in those traditions
may sometimes view composing as incidental to the mastery of
discipline-specific subject matter or enhancement of language
proficiency (Leki, 2003). Such students may thus be unfamiliar
(and possibly uncomfortable) with the numerous ways in which
texts and iterative composing processes are used and taught in
English-medium academic settings (Corson, 2001; Duszak, 1997;
Matsuda & Silva, 1999; Raimes, 1985,1998; Scollon, 1997; Scollon
& Scollon, 1981).

Knowing about students' English-medium educational expe-
riences can be equally informative, as teachers may need to ac-
commodate their learners' familiarity with composing skills and
strategies to prepare them effectively for writing at a more ad-
vanced level. For the university freshman composition instructor,
for example, it is important to understand the extent to which his
or her ESL writers are prepared to undertake the formal, aca-
demic writing often required in freshman-level courses, includ-
ing personal and academic essays, literary analysis, and the like
(see chapters 1 and 2). Students with a U.S. high school or com-
munity college background may already be familiar with these
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English-based genres, although their level of proficiency in pro-
ducing them is bound to vary. Students with no English-medium
educational experience, on the other hand, may come into the
freshman writing course with little or no explicit awareness of
these pervasive rhetorical forms or knowledge of how to repro-
duce them, thus presenting underequipped composition teachers
with potentially daunting challenges.

Language Proficiency and Literacy. Along with infor-
mation regarding the type and extent of students' formal school-
ing, indications of their general ESL proficiency as well as their
L1 and L2 literacy skills can offer ESL writing teachers vital infor-
mation about where composition instruction should begin and
how it should proceed (Benesch, 1996; Johns, 1997, 2003). Adult
ESL learners, regardless of their L1 literacy level, have at least
two bases of knowledge from which to draw in building their L2
proficiency: L1 knowledge and emergent L2 knowledge. More-
over, many classroom ESL and EFL learners are, in fact, fully
multilingual, able to function in several languages. If they have
attained a threshold of L1 literacy, L2 learners also can "draw
on their literacy skills and knowledge of literacy practices from
their first language (interlingual transfer), and they can also use the
input from literacy activities—reading and writing (intralingual
input)—in their developing second language" (Carson, Carrell,
Silberstein, Kroll, Kuehn, 1990, p. 246). As noted in chapter 2,
some researchers have maintained that L2 learners use both of
these knowledge bases as they develop L2 literacy skills. Others,
meanwhile, have claimed that the transfer of literacy skills from
the primary language to an L2 is not automatic and that the re-
lationship between the two literacies is complex and in need of
extensive research.

It is nonetheless intuitively appealing to assume that text-
based input influences the development of both reading and writ-
ing proficiency in a given language. For developing L2 writers, of
course, the situation involves multiple dimensions of knowledge
and skills: "One must take into account not only the learner's
L2. . . proficiency, but also the possibility of interaction of first lan-
guage literacy skills with second language input" (Carson et al.,
1990, p. 248). Clearly, these interactions cannot possibly be cap-
tured with a crude instrument such as a questionnaire, although
a rough measure of students' current L1 and L2 literacy skills can
provide basic information about their literacy profiles, as can a
characterization of students' learning styles and study habits (see
chapter 2).
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Immigration Status. An additional background factor
that we have set apart as a distinct factor concerns students' im-
migration status. Although relevant only to international and im-
migrant English-language learners, this ostensibly trivial piece
of demographic information can be a tremendously significant
determinant of an individual student's educational pathway. A
student's immigration status can consequently present impor-
tant implications for ESL writing instruction. Immigrant stu-
dents' linguistic and educational histories, instructional needs,
and career plans may differ widely from those of international
students, who, as we have already noted, generally intend to re-
turn to their home countries upon completion of their studies in
North America, the United Kingdom, Australia, New Zealand, or
any other English-medium environment (Brindley, 2000; DeLuca
et al., 2001; Harklau et al, 1999; Murray, 1996; Schleppegrell &
Colombi, 2002; Silva et al., 1997).

As a supplement to information about students' prior educa-
tional experience, language proficiency, and literacy skills, immi-
gration status can tell teachers a great deal about their students'
personal histories and socioeconomic backgrounds, as well as
the educational and professional futures they may envision for
themselves. As we indicated earlier, immigrant students have (or
may be in the process of obtaining) permanent residency status in
the host countries where they are studying. In some cases, these
students have lived in an anglophone setting for extended pe-
riods, in contrast to their nonimmigrant counterparts, who gen-
erally enter the host country on temporary student visas and
do not intend to make the host country their permanent home.
Immigrant students also may have left their primary language
environments as refugees or may be the children of refugee par-
ents. Such students may consequently be members of sizable and
well-established ethnic and linguistic minority communities.

In many ethnolinguistic minority communities, ESL students'
primary language or languages also may predominate in the
home and in community-based Discourses. These broader Dis-
courses may include formal communities of practice (e.g., cul-
tural organizations, social clubs, religious institutions, aid agen-
cies) in addition to less formal—although equally influential—
social aggregations, from circles of family and friends, to neigh-
borhoods, to street gangs, and so forth (Rampton, 1995; Romaine,
1995). This multilingual, multi-discursive situation may promote
the development of bilingual (or multilingual) proficiency and
multiliteracies among some learners (Cope & Kalantzis, 2000;
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Fairclough, 2000). For others, meanwhile, competition can arise
between languages, literacies, and Discourses, posing challenges
in the educational setting (Grosjean, 1982; Harklau et al., 1999;
Skumabb-Kangas & Cummins, 1988; Stewart, 1993).

To illustrate the potential range of such educational challenges,
some immigrant students who have resided for many years and
have attended school in an anglophone setting may achieve a
highly functional level of linguistic proficiency and academic lit-
eracy in English, enabling them to advance through ESL courses
quickly and transition to NS-track courses. These students may
complete their postsecondary education while maintaining, and
even strengthening, their bi- or multilingualism and cultural ties
to their home communities (Hakuta & D'Andrea, 1992).

For many other immigrant students, however, achieving bilin-
gualism and biliteracy can be considerably more difficult and
frustrating. Those with strong ties to a cohesive ethnic and lin-
guistic community in which English is seldom or never used
may find that the school, college, or university campus may be
the only place in their daily lives where English is the primary
medium of communication (August & Hakuta, 1997; Rampton,
1995). Consequently, such immigrant learners may have limited
opportunities to use English for purposes other than those di-
rectly related to formal education and may therefore require sub-
stantial instructional support to compensate for these limitations.
International ESL students enrolled in colleges, universities, and
IEPs frequently report an analogous sense of social and linguistic
isolation from English-speaking students and the wider commu-
nity, often because both international and immigrant students
may tend to socialize and find solidarity with peers from the
same linguistic and sociocultural background. A result of this
tendency is that ESL students may use their primary languages
in their social interactions nearly everywhere but the educational
setting.

This dualistic situation can pose problems of a slightly dif-
ferent nature for immigrant students than for international stu-
dents. Immigrant students are faced with having to use English
not only to complete their formal studies, but also to seek and
secure employment, and to pursue careers and livelihoods in
an English-speaking workplace. Many immigrant students also
perform the difficult role of interpreter and translator for parents
and extended families with severely limited English language
skills. Moreover, the majority of immigrant students enrolled in
educational institutions often struggle with economic and social
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hardships that their international peers may never experience.
Many international students, for example, come from developed
nations and have the economic resources to cover the cost of
their foreign study, thanks to government sponsorships, family
resources, or both. Immigration laws in most host countries, in
fact, require student visa holders to demonstrate proof that they
possess these financial means and that full-time student status is
maintained throughout their course of study.

The circumstances of many (perhaps even most) immigrant
students contrast sharply with those of international students.
Because of the need to contribute financially to their family
incomes or to support families of their own, immigrant learn-
ers enrolled in ESL programs at all levels of education may
hold part- or full-time jobs. These financial and family-related
obligations may place heavy demands on ESL students, for
whom educational achievement may also be a palpably strong
social value in their home communities. Not only may res-
ident students face ever-present financial and educational
pressures and hardships; they may likewise confront prob-
lems associated with being members of ethnolinguistic minority
communities that do not enjoy equal, let alone privileged, so-
cial status with respect to dominant (anglophone) cultures and
Discourses.

These divergent experiences clearly set resident student pop-
ulations apart from international student populations and sug-
gest the need for ESL teachers to adjust pedagogical assumptions
accordingly. The content and assignments in a writing course
designed for international students may be largely inappropri-
ate for immigrant students. Consider, for example, a syllabus in
which North American culture and literature serve as core con-
tent, in conjunction with writing tasks that involve students in
making comparisons between the cultural practices of the tar-
get culture and the home culture. Whereas such a curriculum
would probably serve the needs of newcomers to an English-
medium cultural and educational environment, it would be of
marginal relevance to ESL students who have lived and stud-
ied in the United States for quite some time, and for whom the
"home country" is a distant memory. Recognizing and under-
standing the current personal, social, and economic conditions
of immigrant and international students can help ESL teach-
ers develop a sensitivity to the constraints that their students
must overcome in their efforts to improve their linguistic and
academic skills, including their composing proficiency (Valdes,
1992,2000).
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Traditional and Nontraditional Students. An addi-
tional factor that frequently is overlooked but can influence the
character of learning and teaching in a given ESL setting has
to do with learners' status as so-called "traditional" or "non-
traditional" students. Traditional students (both NS and NNS)
are sometimes described as such if they have experienced few if
any interruptions in their progress from secondary school to (and
through) postsecondary education. That is, traditional students
are those who upon completion of secondary school proceed di-
rectly to a community college, four-year college, or research uni-
versity, and from there, perhaps to a graduate or professional
program. Because of this rapid progress from a secondary to a
postsecondary institution, traditional students usually are young
adults in their late teens or early twenties when they begin their
postsecondary education.

Nontraditional or "returning" students, on the other hand,
may have experienced one or more interruptions along their ed-
ucational pathways. These interruptions can include substantial
periods of full-time employment (and sometimes the pursuit of
a new career), as well as considerable time devoted to caring for
children, elderly family members, or both. These students, whose
numbers are increasing rapidly in many educational institutions,
thus represent a variety of age groups (Peterson, 1995; Stewart,
1993). Moreover, many nontraditional students reinitiate their
formal studies while working and may likewise have personal,
financial, and family commitments to fulfill.

These circumstances can sometimes have a direct and obvious
impact on students' participation, motivation, confidence level,
and performance in a composition course. Consider, for exam-
ple, a returning immigrant student who undertakes part-time
coursework toward an undergraduate degree after having suc-
cessfully completed her ESL composition requirements 10 years
before. Such a student may have decided to return to college for
compelling personal or economic reasons, such as no longer hav-
ing young children to care for, coupled with a desire to pursue a
career outside the home. A student in this situation might under-
standably need special assistance and guidance in readjusting to
the academic environment. It may also take time for her to reac-
tivate literacy skills that have not been practiced in a long time.
With a sensitivity to such circumstances, teachers can anticipate
the academic, linguistic, sociocultural, and psychological obsta-
cles faced by their students and can appreciate the challenging
experiences that might strongly influence their students' progress
as writers.
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Learner Preferences, Strategies, and Styles. A final
but crucial dimension of needs assessment involves account-
ing for learners' predispositions toward aspects of classroom
instruction and independent learning. Whereas the information
targeted in Fig. 3.1 is primarily demographic, the learner vari-
ables included in the writing styles questionnaire (Fig. 3.2) ad-
dress aspects of learners' predispositions, preferences, strategies,
and styles that are subject to considerable change over time and
that maybe most productively measured locally in the classroom
context. Research on learner strategies and styles (which is, un-
fortunately, too extensive to consider in detail here) consistently
shows how these highly personal and dynamic variables affect
learning processes in the classroom and beyond (Cohen, 1998;
Gass & Selinker, 2001; Graves, 2000; Reid, 1995b; Skehan, 1989,
1991,1998). This work also now suggests ways in which teachers
can diagnose their students' styles and preferences, raise aware-
ness of maximally productive strategies, and facilitate the acqui-
sition of new strategies.

The sample questionnaire in Fig. 3.2, inspired by several in-
struments presented in Reid (1995b), was developed by an in-
structor who administered it on the first day of an advanced
university course in Writing English for Academic Purposes
(EAP) offered to international students. The prompts are clearly
geared toward nonimmigrant students with limited experience in
English-medium classrooms. The questionnaire items are specif-
ically aimed at inviting students to report their perceived exper-
tise as readers and writers, in addition to their views regarding
collaborative work, drafting procedures, feedback, and revision.
The instructor was able to use his students' responses to address
these issues explicitly in the course and to plan instruction to ac-
commodate the reported needs and preferences of the class. In
other words, the questionnaire results not only served to guide
the instructor's instructional planning, but also provided data on
which students could subsequently reflect as a measurement of
their literacy development as the course progressed. During peri-
odic writing conferences, the teacher informally interviewed stu-
dents' about their level of satisfaction with the course. At the end
of the course, the instructor devised a retrospective assignment
in which students wrote a comparison of their initial perceptions
and their cumulative achievements.

By regularly considering formally and informally gathered
self-report data about their students' work patterns, study habits,
drafting styles, task type preferences, and so forth, teachers can
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FIG. 3.2. Writing styles questionnaire for classroom use (Continued).

85

A. Student background information

Name;

Native country:

Native tanguage(s):

B. Classroom work styles
DIRECTIONS: This portion of the survey will help your instructor understand the ways in which you
prefer to complete class assignments. Think about your most recent experiences in college or
university classes. For each statement below, place a check m a r k ( - / } in the cell that best describe!
I/our habits and preferences. Please he honest! Candid responses will give your instructor valuable
information.

1 = Strongly agree
2 = Agree

3 - Somewhat agree
4 = Somewhat disagree

5 = Disagree
6 = Strongly disagree

1 . In my native country, 1 had many opportunities to work with
fellow classmates on projects and assignments.

2. Outside my native country, i have had opportunities to work
with fellow classmates on projects and assignments.

3. In general, i enjoy working with other students in planning
and completing academic assignments.

4. When i work with a partner or a small group, i usually
produce better work than i do when working alone.

5. When i work with a partner or a small group, 1 usually
concentrate belter and learn more.

6. i am comfortable working with partners who are also
nonnative speakers of English.

7. i prefer working with a partner or with a group when the
teacher assigns specific roles to group members.

B. 1 hope we will do a lot of pair and group work in this course.

1 2 3 4 5 6

C. Strengths, styles, and preferences
DIRECTIONS; This portion of the survey is designed to nelp you and your instructor understand the ways
in which you prefer to plan and complete writing assignments in English. Think about your most recent
experiences in classes where you wrote academic papers. For each statement below, place a check
mark (^) in the cell that best describes your habits and preferences. Again, be honest! Candid
responses will give your Instructor valuable /nsjght.

1 = Strongly agree 3 - Somewhat agree 5 - Disagree
2 - Agree 4 = Somewhat disagree 6 = Strongly disagree

1 . I think I am a good academic writer in my native language.

2. I think I am a good writer of academic English.

3. I know how to use source material (e.g., textbooks, scholarly
books, journal articles, news accounts, Web-based resources!
effectively in my writing assignments.

4. One of my major strengths as a writer of English is producing
interesting ideas.

5 I am skilled at organizing my ideas and expressing them
logically.

1 2 3 4 5 6
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FIG. 3.2. Writing styles questionnaire for classroom use.

6. 1 have learned about academic writing mostly through
reading.

7. When 1 write academic assignments, i am a good typist and
an efficient computer user.

8. i rearrange my ideas a lot when 1 am planning a text.

9, When i revise a paper or draft, i often make a lot of changes.

10. As I revise a paper, I Like to add new material.

11 . When I write and revise a paper, I think carefully about what
my reader wants lo know Mom 'up

12. Before I revise a paper . I ask a classmate or friend to give me
comments on it.

13, My papers usually state a purpose explicitly.

14. I use clear and succinct transitions between paragraphs.

1 5. The paragraphs of my papers usually contain plenty of
examples, explanations, and other evidence.

16. I try hard to connect each of my paragraphs to my main
purposes for writing

1 7. My concluding statements synthesize my main points and the
evidence I have presented in my text.

18. When I turn in papers, they contain mostly minor
grammatical errors.

19. My papers show that I have a strong command of English
vocabulary.

20. When I turn in papers, they have few spelling and
punctuation errors.

21 . When I write an academic paper, I know how to use
references, quotations, footnotes, bibliographic sources, and
so on effectively.

22. Generally, I learn a lot from the comments I get back from
my instructor.

23. I enjoy sharing my writing with other students and learn from
reading the writing of my classmates.

24. After getting an assignment back from my instructor, 1 usually
learn things that 1 can apply to future writing assignments.

1 2 3 4 5 6

D. Self-assessment and goals
DIRECTIONS: Please complete t/ie statements below with at (east three points. Bt as specific as
you can.

1. My greatest strengths as a writer of English include ...
a.
b
c.

2. Aspects of my writing that I would like most to improve in this course include ...
a.
b.
c.
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design syllabi, plan lessons, construct assignments, lead activities
that capitalize on students' strengths and overcome their weak-
nesses, and avoid student resistance to dispreferred task types.
Instruments used to collect this information are perhaps most
suitably and productively developed by adapting and combin-
ing styles and strategies resources already available.2

SETTING AND MEETING GOALS
FOR LEARNING AND TEACHING

Having collected systematic profile data on his or her student
cohort, the teacher is minimally equipped to identify, articulate,
and negotiate the desired outcomes (global and specific) of a
literacy course. Goals are frequently recognized as global targets
around which instructional programs and syllabi are designed.
Brown (1995) defined goals as "general statements concerning
desirable and attainable program purposes and aims based on
perceived language and situation needs" (p. 71). The goals for a
particular program and its course sequence should address the
observed needs of the student population and the requirements
of the educational institution, as identified by regular, methodical
needs analyses (Frodesen, 1995; Graves, 2000; Kumaravadivelu,
2003; Nunan, 2001; Walker, 2003).

A goal summary for a premainstream, advanced academic
ESL literacy course series, for example, might read something
like this: "Students will be able to identify implicit relationships
in academic English between parts of a concept: in a flow chart, in
a table, and in an outline, as well as in the prose describing a chart
or table in an essay" (Brown, 1995, p. 77). Such goal statements
ideally reflect cognitive, linguistic, academic, and analytic skills
that can be described, practiced, and assessed in the context of
an instructional program and the courses it comprises.3

In many ESL and EFL settings, instructional goals are preestab-
lished by administrators and institutions. The role of individual
teachers is to work toward and accomplish these goals in the
planning and execution of the courses they teach. However, em-
bracing this role should not imply that teachers cannot play a part
in shaping institutional, program-level goals or in using these
goals to their advantage in developing syllabi and lesson plans.
As Graves (2000) pointed out, "clear goals help to make teaching
purposeful because what you do in class is related to your
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overall purpose. Goals and objectives provide a basis for making
choices about what to teach and how" (p. 79). Instead of confin-
ing teachers' decision making, therefore, well-articulated goals
should be viewed as tools for facilitating literacy instruction in
the following ways:

1. formalized goals articulate the purposes of the course
and educational program.

2. Goal statements focus on what the course or program
intends to accomplish, indicating the specific skills that
students will acquire or perfect upon completion of the
course.

3; Goals allow for the formulation of more precise and
achievable instructional objectives,

4 Goals are dynamic—they evolve as a function of the
changing needs of the students as their skills develops

1995; Graves, 2000).

In the sections that follow, we look at procedures for constructing
course syllabi and designing lessons. By planning instruction to
meet specific learning objectives formulated on the basis of a
solid needs analysis, teachers can bring about the realization of
broader programmatic goals.

FROM GOALS TO OBJECTIVES: THE SYLLABUS
AS A FRAMEWORK FOR INSTRUCTION

Whereas goals typically constitute general statements of a cur-
riculum's purpose, objectives articulate "the particular knowl-
edge, behaviors, and/or skills that the learner will be expected
to know or perform at the end of a course" (Brown, 1995, p. 73).
We use the term "instructional objective" in this discussion to de-
scribe the purposes of a course as outlined in a syllabus as well
as the tools for devising units and lessons.4 Objectives are thus
fairly precise. Instructional objectives specify the following es-
sential characteristics: performance (what the learner will be able
to do), conditions (procedural and sociocognitive, within which
the performance is expected to occur), and criteria (the quality or
level of performance that will be considered acceptable) (Mager,
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1975). The following sample goal statements illustrate how these
components can be spelled out succinctly in a curriculum plan
or course description:

* "By the aid of the course, students will have become more
aware of their writing in general and be able to identify the
specific areas in which improvement is needed" (Graves,
2000, p. 80);

* "By the end of the course, students Will improve their
writing to the next level of the ACTFL [American Council
of Teachers of Foreign Languages] Proficiency Guidelines
Writing scale" (Graves, 2000, p. 80);

* "By the end of the course, the students will be able to
write the full forms of selected abbreviations drawn from
pages 6-8 of the course textbook with 80 percent accu-
racy" (Mager, 1975, p. 74).

We underscore the specific, explicit wording of these statements,
which articulate observable (and, ideally, measurable) learner be-
haviors or performances. We maintain that this level of precision
is not only indispensable for lesson planning and teacher self-
evaluation, but also crucial for fair, meaningful assessment (see
chapter 8). The instructional objectives outlined in Fig. 3.3 repre-
sent a small but somewhat more extensive sampling of the types
of functions that ESL writing syllabi at various proficiency levels
and in various institutions might include.

Not all curriculum design experts, language educators, or
rhetoricians advocate setting a priori instructional objectives. A
principal objection to explicit aims relates to their negative asso-
ciation with behavioral psychology and the charge that stating
objectives somehow trivializes classroom teaching by forcing
instructors to focus only on narrowly defined skills and writ-
ten products (Gronland, 1985; Hillocks, 1995). A further com-
plaint maintains that explicit objectives limit teachers' freedom,
constrain their decision making, and perpetuate the status quo
(Benesch, 1996; Joseph, Bravmann, Windschitl, Mikel, & Green,
2000). We do not find these objections to be particularly persua-
sive. We argue that teachers should view objectives not as rigid,
prescriptive targets, but as flexible guidelines keyed to perfor-
mative outcomes embedded in the curriculum. As Brown (1995)
pointed out, "objectives are most effective when a variety of dif-
ferent types are used and when the level of specificity for different
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FIG. 3.3. Sample course objectives: ESL writing skills.

objectives is allowed to diverge" (p. 95). The explicit presentation
of instructional objectives in a course syllabus enables teachers to

1. transform student needs into teaching points that can be
organized into a teaching sequence

2. identify for students target skills that underlie Instruc-
tional points

3. decide on the level of specificity for the teaching activities
in the syllabus

Course Type & Level Sample Objectives as Outlined in Course Syllabus
Grades 9-12 ESL or EFL:
Intermediate/High to Advanced

Adult/Vocational ESL:
Low to Low Intermediate

Pre-Academic Intensive ESL or EFL:
Low to Low Intermediate

• Identify and summarize in writing main ideas of
paragraphs and larger units of written discourse,
including textbooks and literary passages.

• Compose paragraph-length prose responses to specific
questions in connected prose form,

• Compose original expository and narrative texts (up to
500 words in length] on personal topics, academic
content, and current events.

• Transcribe simple words in dictation!
• Compose lists of words that relate to a theme, semantic

category, or pragmatic function.
• Complete simple forms and documents, including bank

deposit and withdrawal slips, postal forms, and so on.
• Use simple illustrations and diagrams to compose simple

descriptive sentences.
• Take legible notes on familiar topics!
• Respond in complete sentences to personal and academic

questions.
• Compose simple letters, paraphrases, and summaries of

biographical data as well as work and school experiences.
• Compose descriptive, narrative, and expository

paragraphs of 100 words or more based on simple,
authentic texts.

Community College/University ESL:
Intermediate to Advanced

College/University ESL: Advanced
(N5-track equivalent)

Take detailed notes on familiar and unfamiliar topics.
Respond in connected written discourse to text-based
questions.

• Compose summaries of biographical data and work/
school experiences.

• Compose paraphrases and summaries of extended
academic prose (texts of up to 10 pages in length).

> Compose descriptive, narrative, and expository essay-
iength texts (up to 500 words in length).

• Take detailed notes on familiar and unfamiliar topics.
• Respond in connected written prose to text-based content

questions.
• Compose summaries of statistical and graphic data.
• Compose paraphrases and summaries of extended

academic or technical discourse (texts of up to 20 pages
in length].

• Compose descriptive, exposi tory, analytic, and
argumentative texts of 1,500 words or more.
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4. adopt or adapt teaching materials that appropriately ac-
commodate student needs and expectations

5. map out a blueprint for assessing student performance
and progress

6. evaluate their own teaching effectiveness (Frodesen,
1995; Graves, 2000; Richards & Lockhart,

SYLLABUS DEVELOPMENT: NUTS AND BOLTS

Conducting a needs assessment can be an informative and re-
warding process leading to the development and establishment
of clear, measurable, and achievable course objectives. These ob-
jectives and their operationalization, of course, need to be for-
malized in writing on the course syllabus.

It is useful to think of a course syllabus as a document compris-
ing two main parts. First, it can serve as a contract between the
instructor and the students, summarizing course objectives and
how they will be met (Hafernik, Messerschmitt, & Vandrick, 2002;
Kroll, 2001). Second, a syllabus serves as an operational frame-
work and planning tool. It structures and sequences instructional
aims, units, lessons, assignments, classroom procedures, and as-
sessment procedures for both the instructor and the students
(Graves, 2000; Nunan, 1991a, 2001). The checklist in Fig. 3.4, al-
though not exhaustive, offers a framework for providing students
with all the information they will need about course objectives
and content, workload, participation requirements, policies, as-
signments, and performance expectations. Figure. 3.4 also serves
as an advance organizer for the discussion in the sections that
follow. A sample syllabus for a community college composition
course appears in Appendix 3A to exemplify the principles and
practices outlined in this chapter.

THE COURSE SCHEDULE: PRIORITIZING,
SEQUENCING, AND PLANNING FOR WRITING

Laying out a sequence of reading materials, classroom activi-
ties, and assignments can be one of the most challenging tasks
facing novice and even experienced classroom teachers. Before
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FIG. 3.4. Syllabus checklist.

describing specific techniques for meeting these challenges, we
offer some guiding principles to assist in laying groundwork for
writing a syllabus and course outline. Figure 3.5 presents an over-
arching schema and set of suggested procedures for incorporat-
ing overlapping phases of a hypothetical composing sequence
into a course outline (see chapter 1). We point out that the stages
leading from prewriting through publishing are not mechani-
cal, autonomous steps, but potentially overlapping and recursive

1. Descriptive Information
Course name, number, meeting lime, and location
Prerequisites and other requirements
Instructor's name and contact information (office location, consultation hours, campus telephone
number, and e-mail address)

2. Couse goals and primary content
Program-level and course goals
Specific course goals, as well as general and specific course objectives
Core course content, as well as aspects of literacy and composing processes to be presented, practiced,
and assessed
Dimensions of English rhetoric, textual analysis, grammar, and so forth, that will be directly addressed
Description of what constitutes progress toward the achievement of course atms (see Item (7)
Quantity and scope of reading material to be covered in class activities and writing assignments

3. Reading materials
Bibliographic information for all required and optional text sources, as well as details about their
availability
List of reading assignments, their sequence, page ranges, and deadlines (if this information can be
determined in advance)

4. Writing assignments
Number and description of writing assignments, including information about genre, length, use of
published sources, and so on
Description of how many and which assignments will involve muttidrafting, peer response, teacher
feedback, and so forth
Indication of how many and which assignment will involve limed |In-class) or online writing
Policies governing late work, revised assignments, collaboration, plagiarism, and so on
Presentation requirements, including preferred stylesheet (e.g., MLA, APA, Chicago, CBE), length
criteria, text formatting, word-processing conventions, electronic file formatting, and so forth

5. Instructional processes and procedures
Description of how class time will be allocated (e.g.. balance of workshop activities, drafting, peer
review sessions, class discussions, Lecture, in-class writing, quizzes)
Expectations concerning student preparedness and participation In discussions, group tasks, peer review
sessions, contributions to electronic bulletin boards, and so on

6. Course requirements
Summary of compulsory assignments and their deadlines
Description of assessment criteria, including how student work will be evaluated
Explanation of policies concerning attendance, participation, missed assignments, and so on

7. Assessment and grading procedures
Explicit description of assessment criteria and how they will be applied to assignments
Account of how final course grades are weighted (if applicable) and calculated
Justification of assessment and marking procedures

8. Course schedule or timetable
If practicable and appropriate, a session-by-session or weed -by-week calendar of dates, themes, events,

^
reading assignments, and deadlines (considerable flexibility often is required with course timetables to
accommodate inevitable changes, delays, and negotiated syllabi)
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phases and subprocesses (Clark, 2003d). Hillocks (1995) persua-
sively argued that conventional approaches to implementing so-
called "process" models of composition instruction should be
viewed with extreme caution, as we suggested in our discus-
sion of process and postprocess pedagogies in chapter 1. "While
the general model of the composing process is useful," wrote
Hillocks (1995), "it cannot begin to account for variations in pro-
cess that appear to be dependent on a variety of factors" (p. xix).
Therefore, we wish to avoid trivializing the complexity of indi-
vidual writers' evolving composing processes. We thus present
the model in Fig. 3.5 not as a linear, operational design, but as a
general guideline for structuring and sequencing classroom tasks
and multiple drafting to serve a broad range of instructional con-
texts and student writer populations.

To operationalize this iterative writing process schema, we
must first and foremost establish student and program goals as
our highest priority, organizing our material, instructional pro-
cedures, and tasks accordingly (Jensen, 2001; Lee & VanPatten,
2003; Omaggio Hadley, 2001). Second, it is crucial that we under-
stand how our planning decisions (including materials selection,
sequencing, balance of instructional activity types, assignment
development, and so on) will help our students to meet course
objectives (see chapter 4). If textbooks and assignments are pre-
scribed by an academic department, program, institution, or ed-
ucational agency, our syllabi still will not write themselves. Our
teaching will be most effective when we can justify—to ourselves
and to our students—our planning decisions with direct refer-
ence to course objectives (Cumming, 2003). Third, flexibility is
essential: As Tarvers (1993) aptly emphasized, "a ruthless sense
of realism must go into planning [a] course schedule" (p. 42),
because no timeline can be etched in stone.

Whereas some teachers can efficiently follow and complete a
detailed, preplanned course timetable, many find it difficult to
adhere so closely to a course outline that lays out a day-by-day,
10- or 15-week plan. Under ideal conditions, teachers can work
with students to negotiate a syllabus, involving learners in de-
cision making about literacy development tasks, reading se-
lections, the nature and number of assignments, multidrafting
processes, revision requirements, assessment criteria, portfolio
contents, and so forth (Bamberg, 2003; Glenn et al., 2003; Nunan,
1991b, 2001). Under such circumstances, a quarter- or semester-
length timetable is perhaps unnecessary. On the other hand, suc-
cessfully delivering a negotiated syllabus requires even more



94 CHAPTER 3

FIG. 3.5. Writing process schema for course planning.

scrupulous attention to curricular goals and course objectives
because teachers must ensure that writers achieve the outcomes
stated in the syllabus without the explicit structure of a detailed
timetable (Jensen, 2001).

With these general planning precepts in mind, we can begin
to lay out the work of a quarter or semester with the goals of our
institutions and our students (as operationalized in our course

Prewriting
Involve writers In text-based tasks featuring both reading and writing (See chapters 2 and 4),
Lead activities requiring students to write from lexis. Including tasks such as reading journals, comprehension
exercises, reaction papers, and Soon (see chapter 2, Application Activities 2.2 -2.4].
To prepare for and complement intensive writing (i.e.. drafting and revising formal writing assignments), allow for
extensive writing for discovery \Elbow. 1973, I9fl1b; Wurray, 1978, 1937-Tarrers. 1993; Zamel, 19B2, 19fl3.1985),
both in class and out; pronete production of texts that address the tasks, audience, and genres at hand (Johns,
1997, 2QQ3; Kroll, 2001).
Without letting prewriting take on a life of its own, weave idea generation tasks such as brainstorming, mapping.
cut-inn, and so on into the Instructional sequence (see chapter 4). Practice and a
variety of prewriting activities (see chapter 4).

Planning and Drafting
EncQurafle students to plan as they BO along and to understand the evolving purposes of their writing.
Continue lo supply content- and theme-based input in the way of readings, discussions, and so forth to develop and
sharpen. students' emerging ideas and plans,
Allow sufficient time in the drafting and planning phase for students to exchange ideas, share their plans, and elicit
new Information for further development of a schema for the writing task.

Rewriting and Revising
Situate writing tasks in a transactional space Give students practice envisioning the text's audience, the reader's
knowledge and expectations, strategies for satisfying reader expectations, and so on (Adam & Arterneva, 2002,
Carson, 2001; Hanseri, 2000; Horawitz, I936c; Johns, 1997, 2003;Spack, 1997a).
Provide students with practice incorporating peer and expert feedback into their evolving drafts (we chapters 5
and 6).
Continue to supply content- and theme-based input in the way of readings, discussions, and so on to supplement and
narrow students' emerging ideas and plans.

Feedback, Incubation, and Revision
Demonstrate productive and supportive ways in which students can respond to the writing of their peers (see chapter 6|.
Conduct peer response seniors In a safe environment where students act as critical readers, but not as evaluators
(see chapter 6).
Emphasize the benefits of reading and responding to the work of others. Point out that the greatest contribution of
peer feedback may no< be to the work of the writer who receives feedback, but to the work of the peer reviewer
who gives feedback.
Demonstrate procedures and techniques (or evaluating peer and expert feedback, and for applying that information
to students' changing drafts.
Build in tine for incubation between Iterations of the compCriinB subprocess. As Zamel's (1982) student said, The more
days 50 by, the more ideas come. It's like fruit; it needs time to ripen^pp. 200-201)

Editing and Pollshins
Build sufiFcient irme into the teaching sequence for peer, teacher, and self-editing of mature, developed pieces of
writing (see chapters 5, 6, and 7;

Publishing
Provide opportunities for students" "final" products to be dJislributed, shared, and appreciated by others-
Systemalicalty engage students in making decisions regarding written products that should be included in their
writing portfolios (If applicable).
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objectives) as clear, measurable targets. It is useful to start the
process with an academic calendar or planner showing the exact
number of class meetings and holidays to be included in the
timetable. Cancellations because of personal and professional
commitments should then be noted, and any required make-
up meetings should be built into the schedule. Class days also
should be reserved for timed writings, midterms, examinations,
and the like to give a clear picture of exactly how many meetings
can be planned for teaching, workshops, feedback sessions, and
so on.

We further suggest designating one or two sessions per term
as "free" or "flex" (flexible) sessions if the academic calendar
permits. Flex sessions can provide highly valuable padding that
allows the teacher to carry over units, tasks, and assignments
without having to rework the entire course timetable when a
class falls behind schedule, as many inevitably do. If the course
proceeds as planned, flex sessions can then be used for extra
writing time, teacher-student conferences, portfolio preparation,
and even working ahead.

Next, it is a good idea to schedule due dates for graded writ-
ing assignments, particularly if these deadlines are prescribed by
the program, department, or institution. We recommend work-
ing backward from final submission deadlines to include in-
termediate deadlines for drafts, peer feedback sessions, editing
workshops, student-teacher conferences, and so forth. The sam-
ple syllabus and course outline in Appendix 3A illustrates one
way in which this "backtracking" planning method can be used.
We recommend allocating adequate time for multidraft assign-
ments and revised papers, particularly near the beginning of a
term, when writing assignments tend to take longer to work
through. Extra class periods may be necessary early on to dis-
cuss preliminary drafts, demonstrate and practice peer response
techniques, and revise assignments in class or in the compu-
ter lab.

You will likewise find it valuable to build into the course
timetable sufficient time for you and your students to read as-
signed texts, practice prewriting and drafting techniques, and
work through peer response tasks. The timetable should also
allow sufficient time for you to annotate and evaluate your stu-
dents' work (see chapters 5, 6, 7, and 8). Allow as much time
between sessions as practicable to make a multidraft approach
worthwhile if multidrafting is a central feature of your course.

95
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To maximize the multidrafting approach and provide sufficient
incubation time between drafts, it can be useful to initiate a new
writing assignment while the preceding one is still in progress.
For example, it may be time efficient to collect a set of short papers
for feedback or evaluation while students embark on an extended
project or research assignment.

Once the core assignments are in place and the deadlines
for preliminary work (readings, drafts, peer and teacher feed-
back, revision, and so on) are established, the course outline
has at least a skeletal form that allows for the planning of dis-
cussions, lectures, student presentations, peer response work-
shops, online chats, quizzes, and other class activities. If read-
ing figures prominently in the course objectives (as we strongly
suggest it should), reading selections should be assigned with
great care so that they correspond logically to the themes, gen-
res, rhetorical patterns, and discursive forms to be featured in
the syllabus, as well as the writing assignments and literacy
tasks based on them (Johns, 1997; Kroll, 2001). Generally, read-
ing selections in published anthologies and rhetorical readers
(see chapter 4) are presented as units, linked topically, and con-
nected to specific writing tasks (e.g., expository or argumentative
essays).

Examples of themes included in recent ESL and NS compo-
sition textbooks include affirmative action, educational policy,
environmental controversies, gender issues, globalization, hu-
man sexuality, immigration, language rights, multiculturalism,
racism, and reproductive rights. Where such textbooks are not
part of the curriculum, a thematic approach still may be used
as the basis for syllabus design, with a thematic unit revolving
around an identifiable topic or context (Snow, 1998, 2001; Snow
& Brinton, 1997). As with writing assignments, reading assign-
ments should be allotted generous time. Lengthy reading selec-
tions may need to be divided into smaller parts to enable stu-
dents to complete them and to provide for effective treatment
in class. Finally, lay your plan out so that you and the students
can see the chronology of the entire term. Before finalizing the
course schedule, check to see that adequate time has been al-
located for especially labor-intensive literacy tasks such as ex-
tended reading selections, multi-draft writing assignments, and
investigation projects. For multidraft assignments, track the se-
quence you have sketched out to ensure enough time for the
necessary iterations of drafting, feedback, revision, and editing
(Kroll, 2001).

96



SYLLABUS DESIGN AND LESSON PLANNING 97

LESSON PLANNING: PRACTICES
AND PROCEDURES

Identifying Lesson Objectives

In the same way that the instructional objectives specified in a syl-
labus identify what knowledge and skills students will acquire
by the end of a course, effective lesson objectives describe the
observable behaviors that students will demonstrate at the end
of a class period or unit (Brown, 2001; Jensen, 2001; Nunan, 2001;
Raimes, 1983). If instructional objectives are clearly specified in
the syllabus, identifying lesson objectives should be an easy task
when it comes to planning individual class periods. Lesson objec-
tives should emanate directly from instructional objectives and
at least indirectly from program or course goals. Consider, for ex-
ample, this instructional objective for a low to low-intermediate,
pre-academic ESL writing course from Fig. 3.3: "Compose de-
scriptive, narrative, and expository paragraphs." A correspond-
ing performative objective for a lesson derived from this course
aim might read "Compose a 200- to 250-word paragraph describ-
ing each writer's dormitory room, apartment, or house." The an-
ticipated outcome is described in terms of an observable, measur-
able student performance as well as a written product with which
students can work and that can ultimately be published, shared,
and evaluated. The objective statement also should be worded
with action verbs such as "compose" and "describe" (in contrast
to verbs such as "learn" or "understand," which are difficult to
observe and appraise).

Although many experienced and skilled teachers plan and exe-
cute productive lessons without writing out their objectives in de-
tail, effective teachers do have a clear purpose in mind when they
select and organize classroom tasks. As Purgason (1991) pointed
out, "each activity needs to have a reason. A teacher must think
through why that activity is important to the students and what
they will be able to do when they finish it" (p. 423). Consequently,
it is advisable for both novice and experienced teachers to artic-
ulate lesson objectives routinely in their planning (Brown, 2001;
Cruickshank, Bainer, & Metcalf, 1999; Graves, 2000; Ur, 1996).
Explicit, measurable objectives help teachers to unify the compo-
nents of their lessons:

In synthetic terms, lessons and units of work will consist, among
other things, of sequences of tasks, and the coherence of such
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lessons or units will depend on the extent to which the tasks have
been integrated and sequenced in some principled way. (Nunan,
1989, p. 10)

Sequencing and Organizing a Lesson Plan

A lesson plan can take many forms, depending on the time con-
straints and personal style of the individual teacher. Regardless
of how it appears, a lesson plan should provide the teacher with a
"script" for presenting materials, interacting with students, and
leading students through structured and unstructured activities.
Much more than a mere step-by-step chronology of a classroom
event, however, a lesson plan is a practical, tangible, and poten-
tially dynamic tool for meeting student needs as operationalized
in course objectives. It serves as a vital link between curricular
goals and the learning we wish to bring about among our stu-
dents. In this sense, the lesson is where the known (instructional
objectives, texts, and so on) meets the unknown (the novice writ-
ers in our composition classes).

Hillocks (1995) noted that mapping out instruction is initially
an exploratory endeavor: "At the beginning of a year or term, our
students are likely to be new to us. We cannot begin planning,
except with general outlines, until we know what students do as
writers" (p. 132). Because we cannot possibly anticipate every as-
pect of what happens in our classrooms, we can think of lessons
as opportunities for experimentation. Not all lessons or activi-
ties will succeed. We can be prepared for this outcome, however,
by expecting the unexpected. We also can improve our teaching
effectiveness by reflecting on what works well and what does
not work so successfully with the students in our own classes
(Bailey, Curtis, & Nunan, 2001; Bailey & Nunan, 1996; Richards
& Lockhart, 1994).

Hillocks (1995) offered sound planning advice in noting that
"the thoughtful teacher, in searching for ways to help students
learn more effectively, will plan real trials (what researchers call
quasi-experiments), determine what effect they have, even as
the trial goes forward, and consider new options as a result"
(p. 125). Most teachers, even those seasoned and self-assured
enough to conduct entire lessons with no written notes, are
aware of the benefits of advance planning, which can lead to a
willingness to depart from their plans when necessary (Bailey,
1996). A written lesson plan, whether a general list of activities
or a meticulously detailed sequence of procedures, facilitates

98
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processes such as postlesson evaluation, problem diagnosis, and
skills enhancement.

The Mechanics of Lesson Planning

In purely mechanical terms, a lesson plan can be handwritten or
word-processed on standard paper and formatted in any number
of ways. Teachers working in highly "wired" environments can
even prepare their class plans using interactive software such
as Microsoft PowerPoint, enabling them to project outlines and
materials onto a screen or an array of monitors. In contrast, a low-
tech lesson plan can easily be printed out on notecards. In fact, for
some teachers, it is enough to write out lesson notes before class
as a way of putting the content and sequencing into their heads.
In this way, they obviate the need for a written plan during the
lesson.

Whatever form a lesson plan takes, it should be readable,
convenient to refer to in class when needed, and usable as a
future record of what took place. Instead of proposing a rigid
or prescriptive model for planning ESL writing classes, we of-
fer the following general outline and conceptual framework as
options for individualizing daily lesson designs.5 The outline in
Fig. 3.6 includes practical and procedural aspects of the planning
process that many teachers consider essential in constructing a
lesson. Appendix 3B contains an example of an authentic les-
son plan that reflects these principles, procedures, and format-
ting options. Figure 3.6 focuses principally on logistical elements,
whereas Fig. 3.7 focuses on pedagogical moves and instructional
procedures.

Although most of the items in Fig. 3.6 are self-explanatory, a
few are worth elaboration. In addition to reviewing the lesson's
objectives, making a note about the work that students did during
the previous class and have done for homework can give us a re-
alistic feeling for what kinds of reading, writing, discussion, and
problem solving tasks students are ready for next. This review
process is invaluable in managing time effectively. Preparing a
list of equipment (e.g., overhead projector, transparencies, mark-
ers), materials, page numbers, and so on before class can avert
the need to spend valuable class time getting organized. Having
a prepared checklist of student work to return and collect can
likewise save time, as can dispensing with announcements effi-
ciently. Some teachers routinely write these on the board or an
overhead transparency for students to read on their own. Others



Course and Lesson Objectives
Summary of lesson objectives

Work Previously Completed
a Account of reading, writing, discussion, and feedback completed in the

previous class session
Materials

Textbook(s)
a Handouts, including worksheets, feedback guides, copies of student

writing, and so forth
Materials for student writing, including writing paper, blue books for in-
class writing, printer paper for sessions conducted in computer labs,
and so on

a AV materials (e.g., OHP transparencies, video player, laptop, computer
projection unit, and so on)

Class Management
Assignments to be collected
Assignments to be given and examined before the next class meeting

a Class business, announcements, reminders, and so on
Lesson Sequence

(Elements to consider in applying the steps listed in Figure 3.7)
a Time allocation for tasks and activities
a Variety of activity types (reading, drafting, discussion, collaborative

tasks, lecture, and so forth)
Transitions between lesson phases and integration of activities

a Coherence and activity flow
Clear procedures for setting up collaborative tasks and other
independent activity types

Contingency Plans
Ideas for alternative tasks or activities in case the lesson ends early or
a lesson component has to be abandoned

Reflection and Self-Evaluation
(To be completed after the lesson)

Observations to keep in mind before planning the next class
Notations on successful tasks, procedures, and techniques

a Comments on tasks, procedures, and techniques to modify before
repeating them

1OO CHAPTER 3

FIG. 3.6. Lesson plan outline/checklist.

prefer to make announcements at the end of class, when they will
not have to be repeated for latecomers. On an increasing number
of campuses, instructors can also post informational messages on
electronic bulletin boards or conferences dedicated to courses.

The core lesson elements in Fig. 3.6 refer to techniques for suc-
cessfully executing the steps outlined in Fig. 3.7. The first of these
core elements is time management, perhaps the single most per-
vasive challenge for teachers in carrying out their lesson plans.
For this reason, a useful practice is to anticipate the time that
each activity in a lesson will require, adding several additional
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FIG. 3.7. Conceptual framework for lesson sequencing.

minutes to that total. This strategy gives teachers a way of esti-
mating what can reasonably be accomplished in a single class
period. A general rule to follow is that open-ended activities
such as unstructured discussions of texts, group activities, peer
response workshops, and student conferences frequently take
much longer than teachers predict, partly because of the numer-
ous unexpected questions that can emerge and partly because
managing such activities requires added time. The same can of-
ten be said of untested classroom tasks (see chapter 4).

Related to the issue of time management is the principle
that lessons should involve some degree of variety in terms of
task type and interactional styles (Graves, 2000; Jensen, 2001).

Lesson Phase
1. Activation of prior

learning

2. Preview/warm-up

3. Lesson core:
Instruction,
procedures,
participation

4. Closure

5. Follow-up and
preparation far next
lesson

Teacher Actions
• Helps students recalt what they have

teamed or practiced in previous
lesson(S)

• Asks students to demonstrate new
knowledge and skills

• Previews new lesson, connecling
new material to material just
reviewed or practiced

• Checks students' understanding of
material and concepts at hand

• Guides students in anticipating
lesson content by capturing their
interest arid stimulating thought
about the topic and task

• Presents lecture, writing task, or
activity

• Communicates lesson objectives to
students

• Models task or activity, guiding
students to engage with new
concepts and practice relevant skills

• Asks students to complete the task or
activity Individually or in groups

• Provides opportunities (or students
to practice using new knowledge and
skills independently

- Encourages student involvement,
participation, and interaction

• Checks students' understanding of
material and concepts at hand

- Prompts students to reflect on what
they have learned and practiced

• Links new learning to prior learning

• Presents additional tasks or
activities to practice same concepts

• Introduces or lays groundwork for
future tasks and learning objectives

Student Actions
• Report on prior learning

• Demonstrate new knowledge and
skills through practice

• Respond to preview

• Respond to teacher's prompts

• Respond to teacher's presentation
(e.g., by taking notes, asking
questions, and so on)

• Observe modeling, ask questions

• Undertake the task or activity
Individually or In groups

• Complete the task or activity
Independently

• Elicit teachers assistance to
complete the task, as. needed

• Discuss or describe what they have
learned or practiced

• Discuss relationship of new learning
to prior learning

• Complete additional tasks or
activities

• Take note to prepare for (urther
learning
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In an ESL composition course, it is entirely appropriate that a
significant amount of class time be dedicated to the practice of
writing, to the discussion of writing processes, and to effective
text construction strategies. At the same time, teachers should
recognize that allocating large chunks of time to writing in class
can result in unproductive use of instructional resources (e.g.,
teacher expertise, class discussion, peer interaction). The class-
room should serve not only as a workshop environment, as Kroll
(2001) maintained, but also as a setting for meaningful, sociolit-
erate activity.

Similarly, because many composition courses are not only
writing courses but also reading courses (see chapter 2), it is rea-
sonable to dedicate a substantial portion of class time to respond-
ing to, analyzing, discussing, and writing about the required texts
and genres featured in the syllabus (Feez, 1998; Glenn et al, 2004;
Johns, 1997, 2003; Kroll, 2001; Williams, 1996). Class meetings
should likewise reflect a careful balance between teacher talk and
student talk, with group work, class discussion, and lecture ap-
propriately balanced (Bamberg, 2003). Classroom activities also
should be linked explicitly to one another and to the instructional
objectives so that students can see that lessons are internally co-
herent and connected to both institutional goals and their own
literacy goals (Benesch, 1996). Of course, implementing transi-
tions to link lesson components and establish coherence requires
skill on the part of the teacher, but transitions are a crucial part of
the teaching process. Making explicit links is easier when class-
room tasks have a discernible purpose and are introduced with
transparent, easy-to-understand directions and procedures (see
chapter 4).

Whenever practicable, lesson plans should involve careful,
systematic thought about how classroom activities will be set
in motion by the teacher and students. It also is sometimes nec-
essary to have a contingency plan ready in the event that you
have extra time or must abandon something you had planned be-
cause of some unexpected circumstance (Bailey, 1996; Ur, 1996).
This alternate task or activity does not necessarily require elabo-
rate advance preparation. Indeed, an alternate task could involve
something as simple as asking students to compose a journal en-
try on the day's topic of discussion, free-write on an aspect of
a recent reading assignment, or begin the next reading selection
or homework exercise. The point here is that, although these are
straightforward solutions to the problem of underpinning, they
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may not seem so straightforward when you reach the end of your
lesson plan with 10 or 15 minutes to spare. When armed with a
practical contingency plan, teachers can implement them rather
seamlessly while engaging student writers in a valuable and pro-
ductive literacy task that accomplishes much more than filling an
unexpected time gap.

The postlesson reflection phase of instructional planning
should not be seen as an addendum. On the contrary, we should
view postinstructional evaluation as an integral part of meet-
ing course objectives and of promoting our own professional
development (Bailey et al., 2001). Teachers can take simple yet
productive steps to evaluate a lesson plan at the end of a class
session. For example, you can decide whether you would repeat
the same procedures if you were to teach the lesson a second time
or if you would make changes. "Ask yourself how well students
responded to the activities you planned and try to diagnose the
causes of problems you encountered" (Omaggio Hadley, 2001,
p. 464). In addition to recording what worked and what did not
work so well, you can note how long each activity took for future
reference. Many teachers use their postlesson observations and
assessments as starting points for planning the next class period.
This cyclical practice provides the teacher and his or her students
with a sense of continuity from one meeting to the next, facilitat-
ing the process of tracking progress through the syllabus.6

We now turn to the central pedagogical task of lesson planning:
laying out the actual procedures involved in teaching a group
of students in a meaningful literacy event such as writing and
providing them with substantive writing practice in the course
of a class period. The framework in Fig. 3.7 presents a general
outline for a lesson sequence (i.e., that part of the class period
focused not on logistics but on teaching, learning, interaction, and
literate activity, including the production of written discourse).

After whatever preliminary business precedes the actual les-
son (see Fig. 3.6 and the explanation that follows it), the sequence
ideally begins with a procedure in which students are asked to
recall what they have learned or practiced previously. This phase
does not necessarily require an elaborate, comprehensive review.
It may involve a 5-minute task in which students write a quick
summary of the preceding day's discussion of a reading selection,
compose a three-sentence reaction to the instructor's feedback on
their last writing assignment, or complete a simple quiz on the
text to be discussed in groups that day. These straightforward
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techniques can and should reactivate students' knowledge and
awareness to facilitate the introduction of new knowledge and to
promote the practice of new skills.

The preview phase is sometimes indistinguishable from the
activation phase, although the preview phase tends to direct stu-
dents' attention to what lies ahead. Activities that might logically
follow the summary task described earlier could include a read-
aloud of students' summaries in small groups or a brief discus-
sion of the next writing assignment's literacy goals. A follow-up
to students' three-sentence responses to comments on their es-
says may serve as an introduction to strategies for incorporating
teacher feedback into a revised writing assignment. A review of
reading quiz solutions would be a good way to use that exercise
productively to initiate a more detailed analysis of the text or
texts under study. Depending on students' understanding of the
material at hand, this portion of the lesson could last from 5 to
15 minutes before giving way to the lesson core, in which new
material is introduced and new skills are practiced.

At this point, the teacher might briefly expose his or her ob-
jectives to the students before getting into the heart of the lesson.
In the case of the discussion of summaries and subsequent read-
aloud activity, the teacher might initiate students into a writing
assignment draft focused on the text that sparked the original
discussion. One option would entail brainstorming writing top-
ics, whereas another would involve instructing students to begin
writing based on a choice of focused prompts. To use students'
three-sentence reactions to essay feedback and his or her subse-
quent introduction to incorporation strategies, the teacher might
instruct the class to begin working on revised drafts. Meanwhile,
the teacher could discuss revision plans with students in mini-
conferences. After correction of the reading quiz and a discus-
sion of the solutions, the teacher might scaffold a class or group
activity in which students perform a detailed analysis of the text.
In all of these hypothetical situations, students become actively
involved in tasks that require them not only to recycle famil-
iar knowledge, but also to practice new skills and acquire new
knowledge.

Like the activation and preview segments, the closure phase
may require very little time. Closure is nonetheless an important
process leading naturally and logically to the follow-up. In
each case, closure may involve prompting students to identify
what they have practiced and why, and clarifying for them the
purposes that their work will serve. For the students who began
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composing initial assignment drafts in class, a natural extension
of this task would involve completing the drafts and eliciting
peer responses to them at the next class meeting. Students who
were given instruction on incorporating feedback and who con-
ferenced with the instructor may be asked to complete their re-
visions and reflect on the value of the feedback process. In the
case of the students who practiced with text analysis, the teacher
may assign a brief, structured written analysis for the next class
(see Application Activity 2.5). Alternatively; the teacher might
ask writers to apply the same analytic techniques to a different
but related text in preparation for a class discussion. In all of these
scenarios, the conclusion of each lesson requires the application
of previously introduced skills and knowledge, and the laying of
groundwork for future learning.

At this juncture, it is worth reiterating several related points
made earlier in this chapter. The first is that, as with designing
course syllabi, constructing lesson plans and putting them into
action requires flexibility if the teacher is to achieve instructional
aims, satisfy student needs, and avoid persistent frustration. The
second point concerns the planning framework described in the
preceding section and schematized in Figs. 3.6 and 3.7: The lesson
design scheme we have sketched is intended to provide a gen-
eral heuristic for developing lessons and making them success-
ful. It should not be applied zealously or rigidly. Whereas we do
hold that structure is necessary in planning and teaching writing
courses, that structure should be adjusted to accommodate the
wide-ranging needs of students and the unexpected events that
are inevitable in any classroom. To paraphrase Hillocks' (1995)
notion of lesson planning, the most effective teacher of writing
is the one who designs lessons as "trials," expects lessons to pro-
duce unanticipated results, and applies those results in subse-
quent teaching. It is through this process that we discover "new
options" (p. 125).

SUMMARY

Syllabus design and implementation constitute complex tasks
for many composition teachers. To make these tasks more man-
ageable, this chapter explores principles and procedures for con-
structing syllabi, course outlines, and lesson plans as a direct
function of identifiable student and institutional needs. We
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present the following summary statements as a synthesis of the
principles we have covered:

REFLECTION AND REVIEW

1. In what ways can student background variables (e.g., pri-
mary language or languages, nature and length of prior ed-
ucation, educational and career goals, immigration status,
motivational profile) affect students' potential performance
in ESL and non-ESL literacy courses? How can a systematic
characterization of students' backgrounds inform writing
instruction?

2. Describe the roles played by goals and objectives in the
planning of syllabi, course outlines, and lesson plans. Iden-
tify the advantages of linking goals and objectives to course
content and classroom tasks.

3. In what ways can a syllabus and course outline assist the
teacher in planning literacy instruction and writing prac-
tice? How can these tools assist students in their literacy
skill development?

4. What are the principal components of a writing lesson?

» A clear understanding of learners' backgrounds, needs,
expectations, styles, and strategies, as well as institutional
requirements (as identified in systemtic and ongoing
needs analysis) is crucial to the formulation of achievable
course goals and instructional objectives.

•The most effective syllabi, course outlines,' and les-
son plans are those that accomodate multiple, recur-
sive writing processes by allowing adequate time for
reading and exploring generes, composing and revising
drafts, giving and using feedback, and exploring new
content

• Maintaining a' clear; sense of instructional objectives in
constructing daily lesson plans enables the teacher to

effect coherent instruction byconnecting tasks '̂ tiptt;;'
lessons| and by linking each lesson to past and 'future
lesson

* Flexibility is essential in all aspects of instructional plan-
ning. ,
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Chapter I

Theoretical and Practical
Issues in ESL Writing

Questions for Reflection
* What do you remember about the primary language writing in-

struction you received during your primary, secondary, college,
or even graduate education? What were the principal features
of the method or methods used by your instructors?

* What aspects of that writing instruction contributed most
(or least) to your expertise as a writer in your primary lan-
guage? Why?

* In your experience as a writer, have you become aware of any ex-
plicit or implicit theories of writing that might ham motivated
the instruction you received? Were there any instances in your
formal education in which writing teachers exposed their phi-
losophy concerning the teaching of writing? If so, what were the
stated principles and how did they influence your learning?

* If you have received formal instruction in a foreign or second
language, were you provided training as a writer of that lan-
guage? If so, compare that experience to your experience as an
apprentice writer in your primary language. Describe specific
similarities and differences.

1
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THE VALUE OF THEORETICAL KNOWLEDGE

Teacher preparation manuals conventionally begin with a the-
oretical background that explains and justifies the premises of
the instructional approaches to be presented. This practice some-
times frustrates pre- and in-service teachers who may wish to
forgo a careful study of abstract theories in favor of acquiring
practical strategies for effective classroom teaching. This book
aims to provide its readers with a principled set of instructional
tools for teaching writing to secondary and postsecondary learn-
ers of English as a Second Language (ESL) and English as a
Foreign Language (EFL).1 To achieve this goal, we first lay a
foundation of theoretical principles and historical precedents so
that readers can make informed decisions about the pedagogi-
cal processes and procedures presented throughout the chapters
of this book. By acquainting themselves with the historical and
philosophical origins of the discipline of second language (L2)
writing, readers can approach current instructional paradigms
from a well-grounded, critical standpoint (Matsuda, 2003b; Polio,
2003).

We believe that the development of effective instructional
skills for the L2 composition classroom relies partly on an explicit
awareness of the fundamental precepts that guide prevailing be-
liefs and practices in the field (Hedgcock, 2002; Kroll, 2003b).
Our current understanding of composing processes and meth-
ods for teaching them is evolving and disparate. Consequently,
teachers must "consider a variety of approaches, their underly-
ing assumptions, and the practices that each philosophy gener-
ates" (Raimes, 1991, p. 412). A knowledge of formally articulated
paradigms, theories, models, and precepts enables teachers to
discover and build on their own theories (Grabe & Kaplan, 1997;
Johnson, 1996; Tsui, 1996; Yates & Muchisky, 2003). This knowl-
edge also enables teachers to appreciate the strengths and weak-
nesses of their own teaching, a dimension of teacher education
that encourages teachers "to become critical and reflective prac-
titioners, researchers of their own professional life, and agents of
change" (van Lier, 1994, p. 7).

Formal theories, in tandem with the insights of empirical re-
search, can and should play a vital role in our thinking about
instructional planning, practice, and assessment (Sasaki, 2000).
In a persuasive argument for the utility of theory in composition
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teaching, Zebroski (1986) characterized the ways in which theory
served his day-to-day teaching:

Theory has helped me to excavate and to uncover my own assump-
tions about writing. It has aided me in crafting a more coherent
and unified course structure. It has encouraged me to try out some
new methods of teaching writing. It has helped me to relinquish
control and to emphasize classroom community, (p. 58)

Instead of viewing theory as abstract and distant from the chal-
lenges we face as novice and expert teachers, we should recognize
its enormous practical utility: Without the knowledge provided
by theoretical principles, we lose sight of a crucial tool for respon-
sible instructional planning and classroom decision making. As
Lewin (1951), a pioneer in social psychology, wrote, "There is
nothing so practical as good theory" (p. 7).

THEORY AND RESEARCH IN
ESL COMPOSITION INSTRUCTION

Despite its brief history as a discipline, L2 writing lacks a tidy cor-
pus of conclusive theory and research on which to base a straight-
forward introduction to processes of learning and teaching. The
field can boast an impressive body of research, yet a single, com-
prehensive theory of L2 writing is perhaps a long way off—if, in
fact, a singular theory is even a suitable aim. Indeed, Cumming
and Riazi (2000) cautiously observed that the field currently lacks
a coherent understanding of "how people actually learn to write
in a second language" and of how teaching contributes to this
learning (p. 57).

Nonetheless, L2 writing instruction as a discipline is far from
atheoretical. Substantive L2 composition research did not appear
until the 1980s, but its current theoretical frameworks can be
traced to advances in first language (L1) rhetoric and compo-
sition research, applied linguistics, and TESOL (Grabe & Kaplan,
1996,1997; Hedgcock, in press; Leki, 2000; Matsuda, 1998,1999,
2003a, 2003b; Raimes, 1991,1998). The following sections exam-
ine major approaches to L1 rhetoric and composition, focusing
on those paradigms and approaches that have played influen-
tial roles in shaping theory development and praxis in L2 writ-
ing. Throughout this survey, it should be remembered that no
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singular theory or paradigm is necessarily autonomous or self-
contained. In fact, we should expect to find a number of common
features and overlapping points of view, even among so-called
"competing theories" (Knoblauch & Brannon, 1984).

Product-Oriented Instructional Traditions
in LI Rhetoric and Composition

From the early 20th century into the 1960s, the principles gov-
erning composition instruction in U.S. schools, colleges, and uni-
versities were rooted largely in an educational philosophy that
featured the reading and analysis of literature. In this tradition,
native speakers (NSs) of English were required to read novels,
short stories, plays, essays, and poetry. They then analyzed these
works in written compositions or "themes." Pedagogical practice
emphasized the understanding and interpretation of canonical
literary texts. Consequently, little, if any, instructional time was
devoted to planning, drafting, sharing, or revising written prod-
ucts (Babin & Harrison, 1999; Berlin, 1984,1987; Grabe & Kaplan,
1996; Graves, 1999; Kroll, 2001; Matsuda, 2003b). Paradoxically,
however, students were expected to master a range of school-
based written genres (e.g., narration, exposition, argumentation)
that embedded functions such as description, illustration, pro-
cess analysis, and comparison and contrast.

To enable students to achieve this mastery, many 20th century
textbooks followed what was then a conventional model of in-
struction. Initially, the teacher introduced and defined a rhetorical
form, pattern, or "mode" (e.g., comparison) in terms of rigidly
established rules or formulas. Students then read a work of lit-
erature, which they discussed and analyzed in class. Next, the
teacher assigned a composing task based on the literary text, re-
ferring back to the rhetorical description introduced earlier. This
sequence often was accompanied by a linear outline or template
for students to follow in constructing their essays or themes. In
the final phase of the instructional sequence, the teacher evalu-
ated the students' assignments before initiating a similar cycle
based on a new literary text.

This model of composition instruction, known by some as
the "traditional paradigm" in U.S. English language educa-
tion (Berlin, 1987; Bloom, Daiker, & White, 1997; Clark, 2003b,
2003c, 2003d) and by others as the "product approach" (Kroll,
2001), was not grounded in a fully articulated theory of educa-
tion or cognitive development. Indeed, the traditional paradigm
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reflected a perspective in which school-based essays and themes
were viewed as static representations of students' learning and
content knowledge. Therefore, in product-oriented writing class-
rooms, little if any effort was dedicated to the strategies and other
cognitive operations involved in putting pen to paper (or fingers
to the keyboard) and drafting a coherent, meaningful piece of
connected discourse.

The Process Movement and Allied
Pedagogies in L1 and L2 Composition

The 1960s, 1970s, and 1980s witnessed a highly influential trend in
L1 composition pedagogy and research. "Process approaches," as
they now are broadly labeled, emphasized the individual writer
as a creator of original ideas. It was believed that written dis-
course encoded these ideas, serving as a vehicle for exploring
oneself, conveying one's thoughts, and claiming one's individual
voice, or authorial persona, as a writer. Process-oriented writing
pedagogies focused particular attention on procedures for solv-
ing problems, discovering ideas, expressing them in writing, and
revising emergent texts—typically, in isolation from any cultural,
educational, or sociopolitical contexts in which writing might
take place (Canagarajah, 2002; Casanave, 2003; Hyland, 2003).

Faigley (1986) divided process writing proponents into two
distinct categories: expressivists and cognitivists. Expressivists
(Elbow, 1973,1981a, 1981b; Macrorie, 1984; Murray, 1985; Zamel,
1982, 1983) viewed composing as "a creative act in which the
process—the discovery of the true self—is as important as the
product" (Berlin, 1988, p. 484). Based on the belief that writing
instruction should be nondirective and personalized, expression-
ism writing instruction involved tasks designed to promote self-
discovery, the emergence of personal voice, and empowerment
of the individual's inner writer. Elbow (1981b), for example, en-
thusiastically advocated journal writing and personal essays as
tasks in which students could "write freely and uncritically" to
"get down as many words as possible" (p. 7). Expressivism there-
fore explicitly valued fluency and voice (Elbow, 1981b, 1999) as
the chief tools for achieving writing proficiency (Hillocks, 1995;
Hirvela & Belcher, 2001; Ivanic, 1998; Sharpies, 1999; Soven, 1999;
Zamel, 1976,1982,1983).

Cognitivism, sometimes described as a "writing as problem
solving" approach, has affected theory construction in L2 writing
pedagogy in even more marked ways. At the same time, some
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cognitivist approaches share with expressivism an explicit ap-
preciation of novice writers' composing processes as recursive,
personal, and "inner directed" (Bizzell, 1992). Cognitivists placed
considerably greater value than did expressivists on high-order
thinking and problem-solving operations. These operations in-
cluded planning, defining rhetorical problems, positioning prob-
lems in a larger context, elaborating definitions, proposing solu-
tions, and generating grounded conclusions (Emig, 1983; Flower,
1985,1989; Hayes & Flower, 1983).

Hallmarks of cognitivist approaches to teaching L1 and L2
writing as a process include invention and prewriting tasks, draft-
ing of multiple versions of writing assignments, abundant text-
level revision, collaborative writing, feedback sessions, and the
postponement of editing until the final stages of the composing
cycle (Atkinson, 2003b; Clark, 2003b; Murray, 1992; see chap-
ters 3, 4, and 5). Cognitivist rhetoricians and L2 writing practi-
tioners thus focused principally on developing writers' intramen-
tal processes, particularly cognitive and metacognitive strategies
for creating, revising, and correcting their texts independently
(Bereiter & Scardamalia, 1987; Berlin, 1988; de Larios, Murphy,
& Marín, 2002; Flower, 1989; Ransdell & Barbier, 2002a, 2002b).
From a cognitivist, process-based perspective, writing is "essen-
tially learnt, not taught, and the teacher's role is to be nondirective
and facilitating, assisting writers to express their own meanings
through an encouraging and cooperative environment with min-
imal interference" (Hyland, 2003, p. 18).

L1 and L2 Writing in the Post-Process Era

Although the literature of the past several decades strongly im-
plies that the process movement entails a singular, homogeneous
method of instruction, it is no exaggeration to suggest that the
number of "process approaches" might equal the number of
classroom writing teachers. That is, practitioners interpret and
adapt aspects of process models, hybridizing principles and prac-
tices in ways that suit their beliefs, teaching styles, classroom con-
texts, and students (Blanton, Kroll, Cumming, & Erickson, 2002).
Nonetheless, most implementations of process-based pedago-
gies share a number of fundamental, recursive practices such as
prewriting, peer and teacher feedback, and revision (Cumming,
2003). As teaching practice and beliefs about process have
evolved away from the process movement's expressivist and cog-
nitivist core, L1 rhetoricians (Clark, 2003b; Glenn, Goldthwaite,
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& Connors, 2003; Gottschalk & Hjortshoj, 2004; Kent, 1999;
Tobin, 1994; Trimbur, 1994) and L2 writing specialists (Atkinson,
2003a, 2003b) have tried to characterize what they term the
"post-process" era. Post-process scholarship aims, among other
things, to expose the shortcomings of current process-oriented
conceptualizations, "highlight the rich-multifocal nature of the
field," and "go beyond now-traditional views of L2 writing re-
search and teaching" (Atkinson, 2003b, p. 12).

Like many popular and influential educational trends,
process-oriented approaches (expressivist and cognitivist alike)
have been challenged on ideological, social, cultural, ethical, the-
oretical, empirical, and pedagogical grounds. Atkinson (2003b),
for example, observed that process paradigms represent text
construction as a solitary, asocial, and decontextualized activity.
Because process models assume that written production em-
anates from within the individual, they tend to "disempower
teachers and cast them in the role of well-meaning bystanders"
(Hyland, 2003, p. 19). In addition to minimizing teacher authority
in composition instruction (Bizzell, 1992; Cope & Kalantzis,
1993), the inductive, discovery-based nature of process-oriented
practice typically avoids prerevealing learning aims (Feez, 2002;
Hasan, 1996).

With their strong emphasis on idea generation, self-discovery,
and problem solving, process pedagogies also tend to imply that
"'product' is not important" (Delpit, 1988, p. 287). Conveying
such a message can be particularly damaging to minority and
non-native-speaker (NNS) writers who have not been socialized
into adopting, let alone embracing, the nondirective, discovery-
based precepts and practices of process writing. In fact, many
process approaches "draw heavily on inaccessible cultural
knowledge" (Hyland, 2003, p. 21), which well-intentioned tea-
chers may falsely assume all students have available to them.
Indeed, prototypical components of process-based instruction
(e.g., personal writing, multiple drafting, extensive revision,
minimal form-focused feedback) can be mystifying to NNS writ-
ers, particularly those in EFL and multilingual contexts in which
prevailing educational traditions do not support such practices
(Holliday, 1994).

Along similar lines, just as the promotion of voice in L1
composition pedagogy has come into question (Bowden, 1999,
2003), L2 experts have challenged the appropriateness of this
abstract metaphor in ESL and EFL writing instruction (Atkinson,
2000; Belcher & Hirvela, 2001b; Ramanathan & Atkinson, 1999b;

7
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Ramanathan & Kaplan, 1996a). Development of one's voice is
undeniably a vital component of writing proficiency. Stapleton
(2003), for example, acknowledged that voice "should be brought
into the mainstream of L2 writing pedagogy either via conscious-
ness raising or through the specific teaching of certain features"
(p. 187). However, he offered a strong caution regarding voicist
pedagogies, warning that overplaying the voice metaphor "sends
the message to teachers that voice is critically important, and this
message, if passed down to students, may result in learners who
are more concerned with identity than ideas" (p. 187).

Some of the groundwork for constructing a post-process
framework was laid by cognitivists who recognized that writing,
as a form of literacy, is an inherently social, transactional process
that involves mediation between the writer and his or her au-
dience (Bazerman, 1988; Bereiter & Scardamalia, 1987; Cope &
Kalantzis, 1993; Flower, 1994; Gee, 1996,1998). As a transactional
activity, writing represents a process that must be undertaken
with the reader's background knowledge, needs, interests, and
ideologies in mind. By understanding their readers and by antic-
ipating reader expectations, writers shape their texts so that they
meet these expectations effectively (Hinds, 1987; K. Hyland, 2000,
2003; Johns, 1997, 2003). According to this social constructionist
view, the audience or target discourse community largely deter-
mines knowledge, language, and the nature of both spoken and
written discourse (Bruffee, 1986; Coe, 1987; Cope & Kalantzis,
2000; Prior, 2001).

A discourse community comprises a minimum number of
expert members and frequently a larger number of apprentice
members who operate on the basis of implicit and explicit pub-
lic goals (Swales, 1990, 1998). It is informative to examine dis-
course communities because their members develop and use
speech and writing systems that often are specific to a particu-
lar community's needs, goals, and ideologies (Gee, 1999). Within
these systems, we often find participatory mechanisms used by
community members to transmit information and feedback (e.g.,
meetings, print publications, and electronic messages) as well as
text types and genres that promote collective goals (e.g., letters,
newspapers, books, and journal articles) with particular formal
(rhetorical, grammatical, lexical) features (Freedman & Medway,
1994a, 1994c; Johns, 1995a, 2002b, 2003).

The access of novice writers to academic discourse communi-
ties depends fundamentally on the mastery of certain communi-
cation skills. These skills might include the writing of expository

8
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or persuasive essays for college composition courses (Bizzell,
1992), the preparation of empirical research reports for the phys-
ical sciences (Bazerman, 1985, 1988, 1998; Myers, 1990), or the
composition of documents in the workplace (Bhatia, 1993,1999).
Given these institutional, educational, and social demands, com-
position instruction must provide novice writers with opportuni-
ties for practicing and appropriating the content knowledge, lan-
guage, and rhetorical expertise represented in the academy and
in the specific disciplines that students wish to join (Berkenkotter
& Huckin, 1995; K. Hyland, 2000; Johns, 1997; Reid, 1989; Spack,
1988). These multiple communicative functions and transac-
tions coincide with a broad conceptualization of contemporary
rhetoric, that Williams (1996) defined as "the conscious control of
language to bring about an intended effect in an audience" (p. 27).

Pedagogical models have been proposed to assist writers in
gaining control over language and written genres, and in becom-
ing apprenticed to the discourse communities associated with
these genres (Bishop & Ostrom, 1997; Briggs & Bauman, 1992).
Because L2 writing pedagogy has in many respects paralleled L1
composition in terms of theory and practice (Leki, 1991b, 1992;
Matsuda, 1999, 2003b; Raimes, 1998), the next section explores
ideological, theoretical, and methodological developments as
they pertain specifically to the teaching of composition in ESL
and EFL classrooms.

The Emergence of a Discipline: Issues
and Methods in L2 Writing

Based on presumed and observed similarities between L1 and L2
composing processes, ESL writing instruction in the early 1980s
largely replicated L1 classroom practice (Leki, 1992; Matsuda,
2003b). Not only did research in L1 composition and rhetoric
provide sound theoretical underpinnings for L2 composing ped-
agogy, emergent L2 writing research also began to show that
ESL writers already proficient in writing in their primary lan-
guages tended to display strategies and skills parallel to those
displayed by native English-speaking writers. For instance, Cum-
ming (1989) and Zamel (1976, 1982, 1983) demonstrated that
ESL writers with well-developed L1 writing abilities tended to
transfer L1 skills and strategies to their L2 composing processes.
The ESL students in these investigations displayed skills that
included planning, grappling successfully with specific writing
tasks, organizing their ideas, and revising their texts to reflect
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their intentions as writers. Cumming (1989) also reported that the
ability of his intermediate- and advanced-level writers to practice
these strategies as they composed in English was an independent
function of their measured ESL proficiency. This study and others
like it led some L2 writing researchers and practitioners to con-
clude that ESL students' needs are essentially comparable with
those of basic L1 writers in terms of composing processes and
their instructional needs.

Nonnative linguistic proficiency does not seem to prevent ESL
writers from becoming effective writers of English, yet many
such learners require assistance in developing written fluency
and practice with a range of composing strategies and written
genres. Some experts (Jones & Tetroe, 1987; Zamel, 1983) have ar-
gued that the primary needs of ESL writers consist of extensive
and directed practice with global writing functions, as opposed
to more extensive language instruction. Research involving ESL
writers who are inexperienced writers in their Lls tends to sug-
gest that, like their NS peers, NNSs may lack a sense of direction
as they undertake composing tasks, may experience difficulty
categorizing and sequencing information according to reader ex-
pectations, and may often get stalled at intermediate steps in
their composing and revision processes (Bereiter & Scardamalia,
1987; Bosher, 1998; Cumming, 1989; Raimes, 1985). Consequently,
less experienced L1 and L2 writers may focus prematurely—and
with less than satisfactory results—on microlevel features such
as grammatical, lexical, and mechanical accuracy, as opposed
to discourse-level concerns such as audience, purpose, rhetor-
ical structure, coherence, cohesion, and clarity (Cumming, 1989;
Jones, 1985; New, 1999). Given that novice L1 and L2 writers
appear to share such characteristics, many models of L2 compos-
ing pedagogy, particularly, those that emphasize process writ-
ing and multidrafting, assume that L2 writers benefit from the
same instructional techniques as those used in L1 composition
settings (Krapels, 1990; Leki, 1991b, 1992). Several recent studies
(Laity 2000a, 2000b; Ma & Wen, 1999; Olsen, 1999; Thorson, 2000)
have nonetheless suggested that L2 writers may require targeted
instruction aimed at the development of specific linguistic skills,
rhetorical expertise, and composing strategies.

Shifts in Pedagogical Focus

Approaches to L2 composition reflect parallel (although by
no means simultaneous) developments in L1 composition and

10
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rhetoric. Historical accounts of ESL writing theory and practice
(Cumming, 2001; Hedgcock, in press; Leki, 2000; Matsuda, 2003a,
2003b; Raimes, 1998) provide meaningful insights into how ESL
writing theory and practice have evolved and how the field has
achieved status as a discipline in its own right. For the sake of
expediency, we summarize major trends in ESL writing accord-
ing to the following foci, which we link to relevant approaches,
schools of thought, and ideologies.

Focus on Discursive Form, Traditional Form, and
"Current-Traditional Rhetoric," 1966- Raimes (1991) and
Matsuda (2003b) traced formally oriented L2 writing approaches
to the audiolingual tradition in second language teaching (Fries,
1945), in which writing served essentially to reinforce oral pat-
terns of the language being learned and to test learners' accurate
application of grammatical rules (Rivers, 1968).

Early L2 composition pedagogy emphasized the production of
well-formed sentences. A writing task that typifies this paradigm
is the controlled composition, a narrowly focused paragraph- or
essay-length assignment designed principally to give students
practice with specific syntactic patterns (e.g., the past simple and
past progressive in narration) as well as lexical forms (Kroll, 2001;
Matsuda, 1999; Silva, 1990).

In an extension of this model, known as "current-traditional
rhetoric" (Berlin & Inkster, 1980; Grabe & Kaplan, 1996; Silva,
1990), students also were instructed to generate connected dis-
course by combining and arranging sentences into paragraphs
based on prescribed formulas. Representative composing tasks
involved the imitation of specific rhetorical patterns (e.g., exposi-
tion, exemplification, comparison, classification, argumentation,
and so forth) based on authentic samples and sometimes student-
generated models (Barnett, 2002).

Focus on the Writer: Expressionism and Cognitivism,
1976—. Congruent with process approaches to L1 composi-
tion (described earlier), a focus on the writer in L2 composition
has drawn researchers' and teachers' attention to what writers
"actually do as they write" (Raimes, 1991, p. 409). Researchers in
this paradigm therefore attempted to characterize the heuristics,
cognitive strategies, and metacognitive processes used by writers
as they plan, draft, read, revise, and edit their texts (Cumming,
2001; Manchón, 2001; Ransdell & Barbier, 2002b). Classroom pro-
cedures associated with this writer-based orientation include
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practice with invention strategies (see chapter 4), creation and
sharing of multiple drafts, peer collaboration, abundant revision,
and implementation of editing strategies. Syllabi reflecting this
approach may likewise allow writers to select their own topics
and take more time to complete writing tasks than would be pos-
sible with a formally oriented approach.

Focus on Disciplinary Content and Discursive Prac-
tices, 1986-: Reservations concerning writer-centered instruc-
tional designs have been expressed by researchers and practi-
tioners who argue that the "almost total obsession" (Horowitz,
1986c, p. 788) with how writers construct personal meaning over-
looks the need of many NS and NNS writers to compose texts for
academic or professional readers with particular expertise (Coe,
1987; Horowitz, 1986a; Hyland, 2000,2003; Johns, 1997,2003). In
response to this perceived need, experts have proposed shifting
the methodological emphasis in the direction of the knowledge
and written genres characteristic of ESL students' specific areas
of study and academic disciplines.

Instead of replacing writing processes with the pedagogical
material characteristic of traditional English courses (i.e., lan-
guage, literature, and culture), proponents of content- and genre-
based instruction assert that ESL writing courses should feature
the specific subject matter that ESL students must master in their
major and required courses (Crandall & Kaufman, 2001; Dudley-
Evans & St. John, 1998; Flowerdew, 2002; Johns & Price-Machado,
2001; Jordan, 1997; Kasper, 2000; Pally, 2000; Paltridge, 2002;
Reppen, 1994/1995; Snow, 2001; Snow & Brinton, 1988,1997). In
this model, students in adjunct, multiskill, English for Academic
Purposes (EAP), and English for Specific Purposes (ESP) courses
are given assistance with "the language of the thinking processes
and the structure or shape of content" (Mohan, 1986, p. 18). This
focus on content does not preclude the use of writer-driven,
process-oriented principles and procedures such as prewriting,
revision, collaboration, and peer review (Guleff, 2002; Horowitz,
1986b; Johns, 2003). The fundamental emphasis "is on the instruc-
tor's determination of what academic content is most appropri-
ate to build whole courses or modules of reading and writing
tasks around that content" (Raimes, 1991, p. 411).

Focus on Readers and Discursive Communities:
Social Constructionism, 1986-. Overlapping considerably
with content-based models, reader- and discourse-based
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frameworks for ESL writing instruction have emerged partly in
opposition to the prescriptions of writer-centered approaches,
described by Horowitz (1986a) as a form of "humanistic ther-
apy" (p. 789). Reader- and discourse-oriented composition ped-
agogy is founded instead on the social constructionist premise
that NS and NNS writers need to be apprenticed into one or
more academic discourse communities, and that writing instruc-
tion consequently should prepare students to anticipate, satisfy,
and even challenge the demands of academic readers (i.e., their
instructors and other authorities) as they generate their written
products (Flower, 1979; Flower, Long, & Higgins, 2000; Hinds,
1987; Hyland, 2002; Johns, 1990; Pennycook, 2001).

Clearly, socioliterate approaches (Johns, 1997) are highly
compatible with content-based approaches, ideologically and
methodologically. Interestingly, some have interpreted the im-
plementation of socioliterate pedagogies as entailing a return to
a directive, prescriptive stance with respect to materials selection
and classroom pedagogy (Benesch, 2001; Freedman & Medway,
1994b). To operationalize a reader-centered pedagogy emphasiz-
ing discipline-specific rhetorical forms, teachers need to collect
texts and assignments from the relevant disciplines, analyze their
purposes, assess audience expectations, and acquaint learners
with their findings. According to this view, writing instruction
most appropriately centers on identifying, practicing, and repro-
ducing the implicit and explicit features of written texts aimed at
particular audiences.

Focus on Sociopolitical Issues and Critical Pedagogy,
1990-. With a number of scholars appealing to "Freirean no-
tions of liberatory literacy practices" (Grabe & Kaplan, 1996,
p. 32), the educational, ethical, and political dimensions of L2
writing instruction, including genre-oriented and socioliterate
models, have come under careful scrutiny in recent years (Freire,
1970, 1985, 1994; Freire & Macedo, 1987). Zamel (1993), for in-
stance, argued that academic literacy instruction should enable
writers to comprehend, analyze, and negotiate the demands of
academic disciplines.

Belcher and Braine (1995) pointed out that the teaching of
academic literacy should no longer be understood as "neu-
tral, value-free, and nonexclusionary" (p. xiii). Consequently,
ESL/EFL writing specialists have begun to address issues of crit-
ical pedagogy, including critical needs analysis (Benesch, 1996),
critical discourse analysis (Fairclough, 1995), critical writing
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about academic genres (Benesch, 2001; Hyland, 2002), the com-
plexity of text appropriation and plagiarism (Bloch, 2001; Hy-
land, 2000; Pecorari, 2001; Pennycook, 1996), race and class is-
sues (Canagarajah, 2002; Vandrick, 1995), gender equality and
inequality (Belcher, 1997; Kirsch & Ritchie, 1995; Vandrick, 1994),
and identity (Ivanic, 1998; Norton, 1997).

A major thread in applications of critical pedagogy to literacy
instruction stems from the charge that social constructionist ap-
proaches have tended to overlook "sociopolitical issues affecting
life in and outside of academic settings" (Benesch, 2001, p. xv).
Whereas EAP and socioliterate approaches embrace the precept
that writing and the teaching of writing always have social
purposes, critical pedagogy challenges assumptions that those
purposes are necessarily value free or beneficial to novice writers.

These ideological, theoretical, and methodological orienta-
tions do not reflect discrete historical periods, epistemological
models, or ideological orientations. In other words, whereas each
focus represents a distinct instructional purpose and area of core
interest, we can see considerable chronological, conceptual, and
practical overlap among them. The conflicts and compatibilities
that exist among these orientations can certainly cause confusion
among ESL writing teachers in search of answers to pedagogical
questions.

Nonetheless, with the maturation of L2 writing as a discipline
and profession, progress has been made, and it is increasingly
possible to navigate a sometimes bewildering landscape of the-
ories and practices (Kroll, 2003b). To make sense of a challeng-
ing and perplexing situation, Silva (1990) first proposed that L2
writing be approached systematically as "purposeful and con-
textualized communicative interaction, which involves both the
construction and transmission of knowledge" (p. 18). Working
within this framework, we then can consider the following com-
ponents of composing processes as we assess research and theory,
and in doing so, make sound decisions about our own teaching
practices:

* The ESL writer. The writer as a person (ie., his or her
personal knowledge, attitudes, learning styles, cultural
orientation, orientations, evolving identity, language pro-
ficiency, and motivational profile, in addition to his or her
composing strategies) (see chapter 3).

« The NS reader as the ESL writer's primary audience.
The L1reader's needs and expectations as a respondent
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and as a potential evahiator of the ESL student's written
products (see chapters 5, 6, and 7X

• The writer's texts. The writer's products as represented,
by their purposes, formal characteristics, and signifying
constituent elements: genre, rhetorical form, discursive
mode, coherence, cohesion, syntactic properties, lexical
patterns, mechanical features, print-code properties, and
so on (see chapters 2 through 7).

« The contexts for writing. Cultural, political, social, eco-
nomic, situational, and physical dimensions of the
writer's texts (see this chapter and chapter 6).

• The interaction of all these components in authentic
educational and disciplinary settings.

Sources; Polio, 2003; Raimes, 1991; Silva, 1990,

We can begin to formulate our own operational theories of how
ESL writers learn to write, and how we can shape our instruction
to meet their needs effectively, by adopting a critical view of L2
composing theory and research. In addition, it is important for
us to appreciate how this work has been informed by develop-
ments in L1 composition, rhetoric, and their allied fields. An oper-
ational understanding of theoretical and pedagogical paradigms
can sensitize us to our students' strengths and weaknesses. It also
can equip us to implement a balanced, informed, and effective
pedagogy that takes into account the multiple dimensions of L2
writers' developing skills in composing.

Prior Knowledge and Its Implications
for the Teaching of L2 Writing

A primary feature distinguishing NNS from NS writers lies in the
prior experience they bring to the composition classroom. Differ-
ences in background knowledge and strategic proficiency mani-
fest themselves in a variety of ways: in NNS students' responses
to texts and topics, in their reactions to the activities of ESL writing
classrooms, and in their familiarity with the rhetorical patterns
of academic and professional discourse communities (Fig. 1.1).

This prior knowledge about texts, their purposes, their genre
categories, and their formal properties are part of a learner's
schema. A schema refers to an "organized chunk of knowledge
or experience, often accompanied by feelings" (Weaver, 1994,
p. 18). In psycholinguistic and cognitive approaches to L1 and L2
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FIG. 1.1. Cultural and rhetorical differences between L1 and L2 writers.

reading, schema has been discussed in terms of both content and
formal knowledge about texts (Aebersold & Field, 1997; Carrell,
1983a, 1983b; Carrell & Eisterhold, 1983; Chen & Graves, 1995;
Grabe & Stoller, 2002b), particularly the facilitative effects of ad-
equate schemata—and, conversely, the debilitating impact of the
absence of sufficient schematic knowledge—among L2 readers
and writers.

The notion of schema as it relates to formal instruction rests
on several precepts: that literacy events involve an interaction
between readers and texts (Rumelhart & McClelland, 1982), that
readers' responses to and comprehension of a text vary accord-
ing to individuals' schemata and other circumstances at the time
of the interaction (Weaver, 1994), and that schemata include not
only the content of a text, but also its organization (Carrell, 1987).
For example, imagine that you are reading a recipe in a magazine,
newspaper, or web page. What would you expect the content and
the organization of that text to comprise? You probably would
anticipate finding a list of necessary ingredients and then a se-
quential list of steps to follow in order to prepare the dish. A
recipe that deviates from this expected structure might frustrate
or confuse you. These expectations constitute your formal and
content schemata. Of course, if you have never cooked a meal
or baked a cake, your schemata related to recipes will be quite
different from those of a skilled cook. Moreover, your experience
with reading that text will vary depending on the circumstances:
Are you merely glancing at the recipe to consider it for a future
meal? Are you in the kitchen at this moment preparing dinner?
The specific situation naturally will affect the level of concentra-
tion and attention to detail that you bring to the reading task.

The findings of L1 and L2 literacy research have generally
demonstrated that "when content and form are familiar, reading

Knowledge brought to the writing class
about reading and writing topics
about written texts
about rhetorical patterns of academic writing in English
about the expectations of English-speaking academic readers

Reactions to the writing class
about the role of personal expression in English writing
about writing from sources and using the work of others
about peer response and teacher-student conferences
about teachers' response techniques
about revision procedures
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and writing are relatively easy. But when one or the other (or both)
are unfamiliar, efficiency, effectiveness, and success are problem-
atic" (Reid, 1993a, p. 63). A major implication of schema theory
is that teachers should take systematic steps to ensure that stu-
dents find the texts and topics of a course accessible—cognitively,
culturally, and educationally (Ediger, 2001; Moran, 2001). These
goals can be achieved by selecting reading materials and writing
tasks that allow learners to capitalize on their prior experience.
Teachers can likewise devise in-class activities that develop and
expand students' schemata. Specific suggestions for schema ac-
tivation and development are presented in chapters 2, 3, and 4.

Contrastive Rhetoric and Its Implications
for Teaching ESL Writing

As we have suggested, an important way that the schemata of L2
students differ from those of L1 writers involves their expecta-
tions about the structural properties and rhetorical functions of
texts. The study of contrastive rhetoric (CR) aims to characterize
these divergent expectations and their effects on L2 literacy de-
velopment, including L2 writing skills. Connor (1996) wrote that
"contrastive rhetoric maintains that language and writing are cul-
tural phenomena. As a result, each language has rhetorical con-
ventions unique to it. Furthermore, the linguistic and rhetorical
conventions of the first language interfere with writing in the
second language" (p. 5).

The Genesis of Contrastive Rhetoric. Kaplan's (1966)
pioneering article is frequently considered to be a landmark
work in the study of CR. At the time that Kaplan's article ap-
peared, contrastive analysis (CA) and its application to foreign-
and second-language instruction were very much in vogue. With
the CA approach, linguists and materials developers compared
the grammatical structures and phonological features of learners'
Lls with those of the L2 they were trying to acquire. It was be-
lieved that CA could identify specific areas of difficulty (e.g., in
syntax and speech production), and that direct instruction focus-
ing on major contrastive features could facilitate and accelerate
the language learning process (Gass & Selinker, 2001; Mitchell &
Myles, 1998).

Against the backdrop of CA, Kaplan (1966) suggested that
L2 students' Lls also exhibited contrasting rhetorical and logical
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patterns. His study featured a formal analysis of more than 600
texts written by NNS writers representing a range of primary lan-
guages. On the basis of his rhetorical analysis, Kaplan proposed
the following generalizations: Arabic-speaking writers make ex-
tensive use of coordination (considered excessive by English-
speaking readers), speakers of "Oriental" languages tend to circle
around a topic instead of approaching it head-on, and speakers
of French and Spanish tend to digress and introduce extraneous
material more than NNS writers of English do.

The Impact of CR in ESL Writing Instruction. Ka-
plan's ground-breaking article ignited considerable interest in
CR, which has since generated an impressive body of empirical
research. In characterizing the impact of Kaplan's work, Hinkel
(2002) noted that CR research

pursues the goal of descriptive accuracy that originates in peda-
gogical necessity. He specified that L2 students enrolled in U.S.
colleges and universities are expected to produce academic texts
that are congruent with Anglo-American rhetorical paradigms.
However, these students bring to the larger academic arena the
fundamental discourse paradigms that reflect their LI conventions
of writing, and need to be taught the textual constructs accepted
in writing in English, (p. 6)

With its focus on the written products of expert and novice writers
(as compared with the writers themselves), CR has led to spir-
ited discussions concerning the possible influences of L2 writers'
primary languages, their knowledge of L1-specific rhetorical pat-
terns, and their educational experiences on the construction of
their written products. Although hardly uncontroversial, CR has
contributed much to our understanding of rhetorical patterns in
written text across a range of genres by accounting for the fre-
quency of selected rhetorical features in written discourse, the
conventions associated with particular written genres, and the
patterns of text construction across numerous languages (Brauer,
2000; Connor, 2003).

In the years after the publication of Kaplan's (1966) research,
ESL and composition professionals interpreted his findings as
suggesting a number of instructional implications. For instance,
many teachers felt that the CR hypothesis pointed to the need
among L2 writers for explicit instruction and modeling in the
rhetorical patterns of English (Angelova & Riazantseva, 1999;
Kirkpatrick, 1997). Not unexpectedly, this view dovetailed nicely
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with current-traditional approaches to writing instruction that
prevailed in the 1960s and 1970s, and into the 1980s.

Nonetheless, as the CR hypothesis underwent increasing scru-
tiny, a number of reservations surfaced concerning its validity
and empirical premises (Panetta, 2001). Kaplan's (1966) early
work was criticized for the alleged imprecision of his analytic
categories (e.g., his classification of all Asian writers in his sam-
ple under the broad category, of "Oriental") (Zhang, 1997). Crit-
ics have likewise asserted that Kaplan's early framework was
overly simple, given his attempt to reconstruct L1 rhetorical pat-
terns from compositions written in students' L2s (Holyoak &
Piper, 1997). In addition, detractors have argued that CR models
were deterministic, leading to rigid, ethnocentric views of En-
glish rhetorical patterns and potentially damaging stereotypes of
ESL writers (Kachru, 1995; Kubota, 1997,1999; Leki, 1997; Scollon,
1997; Wu & Rubin, 2000; Zamel, 1997).

Nevertheless, CR-based studies have produced useful evi-
dence of differing rhetorical patterns across diverse languages,
indicating measurable effects of L1-specific discursive and
sentence-level patterns on the texts of ESL writers (Connor 1996,
2003; Connor & Kaplan, 1987; Kaplan, 1987, 1988; Leki, 1991b,
1992; Purves, 1988; Reid, 1993a). Hinds' (1983a, 1983b, 1987) in-
vestigations of Japanese and English argumentation styles pro-
vide a clear and persuasive example. In his studies, Hinds dis-
covered that English-speaking readers expected writers to make
clear, unambiguous statements of their points of view, usually
near the beginning of a persuasive text. In contrast, he reported
that Japanese-speaking writers elected to obscure their own opin-
ions in their presentation of the various sides of an issue, taking
a position only at the end of the text, if at all. Having probed
his writers' and readers' perceptions of persuasive writing, he
discovered that Japanese readers found the linear, deductive ar-
gumentation style associated with English-language texts to be
dull, pointless, and self-involved. At the same time, English-
speaking readers perceived Japanese argumentative patterns to
be circuitous, abstract, and occasionally evasive.

The strong predictive claims made by early CR researchers no
longer characterize this important line of empirical study in L2
writing (Connor, 2003; Hinkel, 2002; Kaplan, 2001), yet even the
most conservative scholars acknowledge the descriptive value of
careful CR research. According to state-of-the-art CR research, we
cannot assume that all writers from a given linguistic or cultural
background will experience the same difficulties in a given L2.
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However, the knowledge that logical patterns of organization in
written language differ cross-culturally and cross-linguistically
can help both teachers and students understand issues and chal-
lenges involved in composing in an L2 (Angelova & Riazantseva,
1999; Kirkpatrick, 1997). Leki (1991a) and Reid (1993a) suggested
several ways in which an understanding of CR findings can in-
form L2 writing instruction. These suggestions are summarized
in Fig. 1.2.

We believe that L2 writing teachers must be aware of the
rhetorical knowledge that their novice writers bring to the com-
position course. This rhetorical knowledge may include formal
and content schemata as well as implicit and explicit knowledge
about text structure, genres, and their purposes. It is essential
to recognize, however, that L2 writers' Lls, cultures, and prior
educational experience do not predetermine their difficulties or
abilities in mastering the genres and text structures that typ-
ify English-language writing (Atkinson, 1999). The backgrounds
and knowledge bases of L2 writers' differ not only from those
of NS writers of English, but also from those of other L2 writers.
In other words, each L2 writer should be viewed in individual
terms, not as a prototype representing a set of collective norms or
stereotypes (Scollon, 1997). Individual differences across novice

FIG. 1.2. Implications and applications of contrastive rhetoric.

Implications
1. Familiarity with CR findings can assist teachers in understanding some of the

culturally and educationally based influences on rhetorical patterns in L2
students' written production.

2. An understanding of CR research can help teachers avoid stereotypes,
leading them to view L2 writers as individuals who may or may not
incorporate L1-based rhetorical patterns into their L2 writing.

3. Insights from CR may help L2 writers appreciate and understand L1-based
cultural and educational factors that underlie their L2 written production.

4. CR findings can show students that their L2 writing development may be
affected by cultural patterns and rhetorical practices rather than
individual inadequacies (adapted from Leki, 1991b).

Applications
1. Teachers can collect literacy assignments across the curriculum to

"become more informed about appropriate . . . academic discourse
patterns" in the L2.

2. Teachers can analyze diverse assignments "to inform their. . . writing
students about discourse differences and audience expectations."

3. Teachers then can plan activities and lessons around this information "to
provide practice with the imposition of appropriate patterns upon
experience and to offer opportunities for practice and experience with the
new schema" (adapted from Reid, 1993b, p. 63; cf. Kirkpatrick, 1997).
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L2 writers affect their abilities to comprehend, analyze, and re-
spond to the texts they read, to function effectively in the L2 lit-
eracy classroom, and to construct original texts that fulfill the ex-
pectations of target language readers. Consequently, ESL writing
teachers must consider the implications of schematic and rhetor-
ical differences in the readings they select, the tasks they assign,
the modes of instruction they deploy, the assessment instruments
they use, and the feedback they offer their student writers.

THE UNIQUENESS OF ESL WRITERS:
CLASSROOM IMPLICATIONS

The preceding discussion addressed aspects of L2 composing the-
ory, research, and pedagogy that drew on parallels with L1 com-
position and rhetoric. It also dealt with ideological assumptions,
empirical discoveries, and instructional approaches that make
implicit and explicit distinctions between L1 and L2 composing
processes and strategies, particularly with respect to CR research.
Silva (1993) observed that "L2 writing is strategically, rhetorically,
and linguistically different in important ways from L1 writing"
(p. 696). It is, therefore, crucial for L2 writing teachers—as well as
L1 composition instructors whose mainstream classes include L2
writers—to understand fundamental characteristics that distin-
guish L2 writers, and to appreciate the diversity of learners whom
they may encounter in their composition courses. This variety of
backgrounds, goals, and expectations on the part of novice ESL
writers accentuates the complexity of an already challenging ed-
ucational endeavor.

We embrace the precept that "there is no such thing as a gen-
eralized ESL student" (Raimes, 1991, p. 420). If ESL writers (or
any other type of writer, for that matter) constituted a homoge-
neous group, our task as composition professionals might simply
entail making decisions about the optimal instructional approach
or approaches to adopt, on the basis of current expert knowl-
edge (Kumaravadivelu, 2003). In fact, however, ESL instructors
in many educational settings are keenly aware of the challenges
posed by student populations that are heterogeneous in terms
of linguistic, ethnic, and cultural background, not to mention
language proficiency, literacy, educational attainment, and cog-
nitive development (Cumming, 2001; Leki, 2000; Raimes, 1998;
Spack, 1997b). Also of concern to classroom teachers are learners'
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attitudes toward learning, formal instruction, and the target sub-
ject matter, as well as students' motivation to acquire linguistic,
cognitive, and academic skills. Other factors known to influence
learning include age, academic goals, aptitude, anxiety, cognitive
strategy use, language awareness, and social distance.

We mention these variables here to acknowledge the enor-
mously complex challenges facing classroom teachers of ESL
writers. At the same time, we suggest general directions for iden-
tifying, categorizing, and working with these multiple variables
in planning and delivering instruction. The individual differ-
ences (ID) research in second language acquisition has shed con-
siderable light on the multiple learner-specific, linguistic, and
environmental factors bearing on L2 learners' success, or failure,
in their efforts to acquire L2 knowledge and skills. In general, ID
research has focused on how ID variables influence learner devel-
opment, proficiency, and achievement, as measured in quantifi-
able performances (Ellis, 1994; Gass & Selinker, 2001; Lightbown
& Spada, 1999; Mitchell & Myles, 1998; Skehan, 1989,1991,1998;
Williams & Burden, 1997).

Notwithstanding a few notable exceptions (Lally, 2000b; Reid,
1995b), the L2 composition literature seldom draws upon this
research, yet it is worthy of our attention because it offers a
systematic framework for identifying roughly hewn, but easily
identifiable, ID factors known to influence language proficiency,
academic performance, and student predispositions toward writ-
ing processes and tasks. Of particular relevance to ESL compo-
sition are dimensions of learners' knowledge and prior training
that have shaped their current linguistic capabilities, L1 and L2
literacy skills, metacognitive strategy repertoires, and language
awareness. Figure 1.3 summarizes a few of the major features
that may set ESL writers apart from NS writers.

As the previous sections on schema theory and CR observed
in some detail, a chief characteristic distinguishing ESL writers
from their NS peers is that ESL students come to the classroom
with the ability to speak, and often write, one or more languages
other than English. This multilingual, multicultural, and, in many
cases, multiliterate, knowledge gives ESL students a unique sta-
tus as learners that entails a set of linguistic, metalinguistic, cogni-
tive, and metacognitive skills. This skill set may be very different
from the skill sets of monolingual, NSs of English (Brisk & Har-
rington, 2000; Carrell & Monroe, 1995; Harklau, Losey, & Siegel,
1999). Based on the findings of CR research and genre analysis, we
have suggested that this rich knowledge can both facilitate and
impede progress in the development of L2 writing proficiency.
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FIG. 1.3. Overview of differences between novice NS and ESL writers.

Knowledge of
language and

writing
systems

Schematic and
rhetorical
knowledge

Responses to
composition
instruction

NS Writers . . .
• begin with "intact" knowledge of spoken and written

English
• are principally acquiring English composing skills

• are familiar with the Roman alphabet and English
orthographic conventions

• produce sentence- level errors that are not influenced by
knowledge of another language

• are not influenced by rhetorical knowledge emanating
from another language, writing system, or rhetorical
tradition, although they may be unfamiliar with formal
rhetorical conventions (i.e., organizational sequences,
coherence and cohesion markers, and so forth).

• have topical and schematic knowledge specific to English-
speaking discourse communities, cultures, and educational
systems

• have access to (and perhaps some knowledge of| English-
speaking readers' expectations

• by virtue of educational experience in an English-speaking
discourse community, have exposure to (and experience
with] rhetorical conventions of school-based writing
in English.

• may have experience with personal writing and the
development of individual voice

* may have experience with peer response (and may expect
it)

• may have experience using published sources,
paraphrasing, quoting, and so on

• may have received instruction in how to avoid plagiarism

• may have extensive experience with teachers' response
and feedback styles (e.g., marginal notes, questioning,
Indirectness, and so forth)

• may expect to revise assignments significantly.

ESL Writers . . .
• begin with an intact t1 and a developing knowledge of

spoken and written English as a second language
• are simultaneously acquiring language and composing

skills
• may or may not be familiar with the Roman alphabet and

thus still may be acquiring English graphemic and
orthographic conventions

• may produce sentence- level errors influenced by their
primary language(s)

• may have L1-related rhetorical knowledge (I.e.,
organizational sequences, coherence and cohesion
markers, and so forth) that could facilitate or possibly
inhibit the learning of English rhetorical conventions.

• may not have the same topical or schematic knowledge as
NS writers because of educational experience (e.g., in an L1
discourse community )

• may be unfamiliar with the expectations of English-
speaking readers

• may have little or no experience with rhetorical
conventions of writing in English -speaking discourse
communities; may have been trained in rhetorical
conventions of a L1 educational tradition, which may
contrast with those observed in English-speaking discourse
communities.

• may have some experience with personal writing and
expressing voice, or none at all (especially in school
contexts)

• may have little or no experience with peer response

* may have little or no experience using published sources,
paraphrasing, or quoting

• may have undergone little or no Instruction In how to avoid
plagiarism

• may have little or no experience with teachers' Interactive
response and feedback styles (e.g., marginal notes,
questioning, indirectness, and so forth); may expect little
or no feedback for revision

• may not expect to revise assignments significantly (if at all).
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SUMMARY

The individual cognitive, linguistic, ethnic, and socioeconomic
background factors highlighted in the previous section (by no
means an exhaustive survey) underscore the priority of taking
into account students' unique personal and educational profiles,
as well as the characteristics of particular educational institutions.
Clearly, individual differences and institutional factors can have
direct and rather specific implications for classroom practice in
ESL and EFL environments. Despite the apparent parallels be-
tween the composing processes of L1 and L2 writers highlighted
in the first part of this chapter, ESL writers represent a unique
learner population (Silva, 1993, 1997). Therefore, the develop-
ment of a sound approach to the teaching of ESL composition
necessitates an appreciation of these unique features, as well as
strategies for accommodating them. To synthesize this chapter's
chief content, we present the following summary statements as
a foundation for considering the topic-specific material outlined
in the succeeding chapters:

• By virtue of their emergent L2 proficiency and literacy
skills, ESL writers should not be expected to perform like
their NS peers on writing tasks and tests designed for NS
writers. We reject a deficit view of L2 writers, yet composi-
tion instructors should understand why ESL writers' texts
can vary, qualitatively and quantitatively, from compara-
ble NS writers' texts in terms of linguistic form, rhetorical
structure, and even content

• In their development of L2 literacy skills, ESL writers have
needs specific to their status as NNS students. That is, in
light of their implicit and explicit linguistic knowledge,
prior educational experience, L1 and L2 literacy skills,
cognitive development, and metacognitive skill and strat-
egy use, ESL writers have unique instructional needs that
may not be fully or effectively addressed in NS-oriented
or mainstream composition courses.

• These particular needs cart be accurately identified and
appropriately accommodated by composition teachers
equipped with theoretical and practical knowledge of L2
writing processes, as well as an awareness of the unique
linguistic and! cultural expertise of L2 writers.

• Apprentice ESL writers may require "more of every-
thing" in terms of reading skill development, idea



LECTURE 39

RESPONDING TO WRITTEN WORK I

Topics Lecture Name Topics Books Pages

219
39.Responding

to Written
Work I

Introduction
Responding to
Written Work

Nation, I. S. (2008). Teaching ESL/EFL
reading and writing. Routledge pp. 137

220
Assessment and

Motivation
Nation, I. S. (2008). Teaching ESL/EFL

reading and writing. Routledge pp. 137-138

221
Improving the

Quality Of Writing
Nation, I. S. (2008). Teaching ESL/EFL

reading and writing. Routledge pp. 138-139

222
Written and Oral
Feedback to the

Class

Nation, I. S. (2008). Teaching ESL/EFL
reading and writing. Routledge pp. 139-140

223
Individual
Feedback

Nation, I. S. (2008). Teaching ESL/EFL
reading and writing. Routledge pp. 140-141

224
Conferencing on a

Portfolio
Nation, I. S. (2008). Teaching ESL/EFL

reading and writing. Routledge pp. 142

225
Marking

Grammatical
Errors

Nation, I. S. (2008). Teaching ESL/EFL
reading and writing. Routledge pp. 142-143

226 Peer Evaluation Nation, I. S. (2008). Teaching ESL/EFL
reading and writing. Routledge pp. 143-144



CHAPTER 10
Responding to Written Work

The assessment of learners’ written work can have a range of goals. These
goals can be classified under various headings. First, as we have seen in
Chapter 8 on the writing process, assessment can focus on the product or
the piece of writing itself, or on the process of writing. Second, assessment
can differ in its purposes. It can aim at making a summative judgement on
the learners’ writing for the purpose of awarding a grade, or passing or
failing. It can aim at a formative shaping of the learners’ progress in writ-
ing by diagnosing problems, by providing encouragement to keep writing
and to write more, and by providing constructive feedback on the content
and form of the writing. Table 10.1 lists one range of options.

Motivating

Positive feedback on the content of learners’ writing can do a lot to
increase the amount of writing that learners do and to improve their
attitude to writing. This feedback includes comments like the following.

“The part about the fire was really interesting. Can you tell me more
about that?”

“You wrote that the end of the movie surprised you. What were you
expecting?”

Written feedback like this tells the writer that their work is being read, is
understood, and interests the reader. Especially with younger learners, it is
important not to discourage writing by always giving feedback that points
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out the errors in the writing. There should be a place in a writing course
for feedback on errors but this kind of feedback needs to be very carefully
balanced against the positive encouragement to write more, and these two
kinds of feedback need to be separated.

Another form of positive feedback is publication. This can take many
forms. Reading written work aloud to others is a form of publication.
Having your work circulated or posted on the wall of the classroom is
another, and having it appear in a printed collection is yet another.

Some learners are embarrassed by praise, especially in the presence of
peers. One way of dealing with this is to praise the piece of work not the
person. That is, rather than say “You did a good job with the introduction”,
some learners may find it more acceptable to hear “The introduction was
very clear and well organised”.

The motivation to write is most helped by learners doing a lot of suc-
cessful writing. Speed writing involves the learners writing for a set time
each day and keeping a graph of the number of words written within that
fixed time. Special praise is given to those who increase the amount they
write within that time.

Improving the Quality of Writing

In Chapter 8 we have looked at ways of providing feedback on the various
parts of the writing process. The techniques used to provide feedback to
learners on their writing can differ over a range of factors. Table 10.2 lists
the possibilities.

Table 10.1 Goals, Purpose and Means of Writing Assessment

Goals Purpose Means

Motivating Increase amount of writing
Develop a love of writing

Positive feedback on the content
Publication of the writing

Improving the
quality of writing

Improve the written product
Improve control of the
writing process

Peer feedback
Conferencing
Marking of errors
Analytic assessment
Use of checklists
Self-assessment

Diagnosing
problems

Finding poorly controlled
parts of the writing process

Analysis of the product
Observation of the process

Measuring
proficiency

Award a grade Holistic assessment
Analytic assessment
Assessment of a portfolio

138 • Responding to Written Work



1. Source of feedback. The feedback can come from the teacher, from
peers, and from the learners themselves in self-assessment. The use
of peer feedback can reduce the teacher’s load but is also very
valuable in helping writers develop a sense of audience. The use of
self-assessment encourages metacognitive awareness of the writing
process and the qualities of good writing.

2. Mode of feedback. Feedback can be written or spoken or a combin-
ation of these. Spoken feedback allows a dialogue to exist between
the writer and the source of feedback. It may also be more effective in
getting the writer’s attention than written feedback. Written feedback
provides a lasting record which can be used to measure progress and
to act as a reminder.

3. Size of the audience. A teacher can give feedback to the whole class,
to small groups or to individuals. Where there are common prob-
lems in the class, feedback to the whole class can save a lot of time.
Working at the individual level, as in conferencing, can provide an
opportunity to explore issues as well as give feedback.

4. Focus of the feedback. Feedback can focus on aspects of the written
product as, for example, when marking scales are used. It can also

Table 10.2 Factors Involved in Giving Feedback

Source of feedback
Teacher
Peers
Self

Mode of feedback
Spoken
Written
Both

Size of audience
Whole class
Small group
Individual

Focus of the feedback
Product—several aspects or narrow focus
Process—several aspects or narrow focus

Form of the feedback
Comments
Scale
Checklist

Amount of writing
Single piece of writing
A portfolio of writing
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focus on the parts of the writing process. The focus can also cover a
range of aspects or parts of the process, or it can be narrowed down
to focus on only one or two. Having a narrow focus can make peer
evaluation more effective.

5. Form of the feedback. Feedback can be guided by the use of checklists
or scales. Feedback can be uncontrolled when spoken or written
comments are given on the strengths and weaknesses of the piece of
writing without the systematic coverage of a scale. Upshur and Turner
(1995) describe a way of making scales which can be used for marking
large quantities of tests with reasonable reliability and validity.

6. Amount of the writing looked at. Feedback can be given on parts of a
piece of writing, for example, when someone sits next to the writer
and reads what they have just written after every two or three sen-
tences are written. Feedback can be given on the whole of a piece
of writing, or on a portfolio of writing. The advantages of seeing a
portfolio are that a range of genres can be looked at, the learner’s
progress over time can be seen and commented on, and the assess-
ment is likely to be more reliable and valid because of the numerous
points of assessment.

Let us now look at some techniques for providing feedback that draw on
the factors we have just considered. The various combinations of these
factors provide a very large number of feedback possibilities. We will look
at a few that together cover most of the factors.

Written Feedback to the Class

Where learners in the class have common weaknesses and strengths in
their writing, an efficient way of giving feedback is to prepare a written
report that is handed out to the class. This report can detail what the best
pieces of writing were like, what the common errors and weaknesses were,
and what to do about them. The teacher may also make individual written
comments on each piece of writing but these need not be so extensive if
they are accompanied by a class handout.

This sheet also provides a useful record that can be looked at again by
the teacher for later pieces of writing or for other years to see if the
strengths and weaknesses are the same or have changed.

If a grade is given to the pieces of writing, the handout sheet can also
explain the range of grades and the criteria for each step in the grading scale.

Oral Feedback to the Whole Class

A very effective way to give feedback on writing is to get the permission
of two or three learners to put their pieces of writing on an overhead
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projector transparency and then go through them orally with the whole
class. In effect, the learners are watching the teacher mark a piece of work
and this can help the learners see what the teacher is looking for and what
the teacher values in a piece of writing. The teacher can also ask the
learners to comment and can interact with them on points in the piece of
writing. This obviously has to be done tactfully and with praise for the
writing playing a large part in the commentary. The name of the writer
could be kept confidential, but this is unlikely to be successful in a small
class where learners know each other reasonably well.

It is worth remembering that when the good points and bad points are
mentioned, it is better to end with the good points so that the writer is
left with a positive feeling about the piece of writing. If learners know
that everyone has a chance of having their writing discussed in this way,
they may be less likely to use it as a way of making fun of others.

Individual Feedback Using a Scale

One way of speeding up marking and making sure a balanced range of
aspects of writing are dealt with is to mark each learner’s work using a scale.
Each part of the scale can be accompanied by a brief comment explaining
why that point on the scale was chosen. Here is an example of a scale.

The use of a standard feedback tool like a scale gives learners feedback
on each of the important aspects of their writing, allows them to see
improvement or lack of it for each aspect, and makes them aware of the

Aspects of writing Comments

Richness of vocabulary

1 -------- 2 ------- 3 ------- 4 ------- 5

Mechanics (spelling, punctuation)

1 -------- 2 ------- 3 ------- 4 ------- 5

Grammatical accuracy and complexity

1 -------- 2 ------- 3 ------- 4 ------- 5

Organisation and coherence

1 -------- 2 ------- 3 ------- 4 ------- 5

Content

1 -------- 2 ------- 3 ------- 4 ------- 5
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range of aspects that need to be considered while writing and when reflect-
ing on it. It can be a useful preparation for self-assessment.

Conferencing on a Portfolio

Conferencing involves a one-to-one meeting between the teacher and the
learner to talk about the learner’s writing. A portfolio is a collection of
several pieces of the learner’s writing, some of which may have already
been marked and commented on. The major strength of conferencing is
that the learner can provide an explanation of what was involved in the
pieces of writing, and can seek clarification from the teacher about the
teacher’s evaluation of them.

Good conferencing is interactive. It should conclude with clear pro-
posals for future improvement of the writing. Learners can prepare for
conferencing either by preparing some questions to ask, or by having a
sheet provided by the teacher that gives the learner some questions to
consider. These questions can focus on what the teacher expects in the
writing.

Conferencing on a portfolio allows the opportunity to look at weak-
nesses and strengths which appear in several pieces of writing and thus
deserve comment. It also allows the opportunity to see improvement
across several pieces of writing. This improvement can be in the quantity
written, the quality of the writing, and quality and range of the content.
Conferencing is also used at different stages of a piece of writing so that
the learner is helped to improve a particular piece of writing. Conferencing
takes a lot of time but its focused one-to-one interaction brings many
benefits.

Marking Grammatical Errors

Some pieces of writing can be marked for grammatical accuracy, appropri-
ate use of vocabulary, and spelling. This feedback can have the goal of
helping learners develop knowledge and strategies for self-correction.
Learners at intermediate and advanced levels appreciate such feedback and
ask for it, particularly when they have to write reports, memos, and
assignments that others will read.

The most effective way of giving this kind of feedback is to have a set of
signals that indicate where the error occurs and what kind of error it is.
The learners then have to correct their own errors after they have been
marked and show their corrections to the teacher. They do not rewrite
the piece of writing but make the corrections on the marked piece of
writing. This makes the teacher’s checking much easier. See Chapter 8 for
such a scheme.

If the number of errors per 100 words is calculated and put on a graph,
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learners can see their improvement on this aspect of writing. When the
errors per 100 words is high, around ten or more errors per 100 words, it is
easy to make very quick improvement in grammatical accuracy. This is
because many of the errors will involve items like subject-verb agreement,
article usage, and verb group construction, which are rule-based. Learning
the rules and how to check their application brings quick improvement.
When learners are making about three errors per 100 words, improvement is
very slow because most of the errors are word-based, involving collocation,
appropriacy, and grammatical patterns that apply to certain words.

Such feedback is a useful part of a well-balanced writing course, but it
must not be the only kind of feedback. Too much of this detailed, negative
feedback can discourage learners from writing and from taking risks when
writing.

Peer Evaluation with a Focus

Peer evaluation involves learners receiving feedback on their writing from
each other. It can be done in pairs or in a small group. Each learner brings
the draft of a piece of writing, the others read it, and then give helpful
comments. In order to make commenting easier, the learners can be told
to focus on one or two aspects of the piece of writing, such as organisation,
the quality of the argument, or formal aspects such as the use of headings
or references. Usually the learners will make oral comments, but written
feedback is also possible.

The main advantages of peer evaluation is that learners get feedback
from others besides the teacher. It can help them develop a more balanced
model of the reader, who they can then think of when they write. Peer
feedback also allows those giving feedback to learn from seeing others’
pieces of writing and hearing what others say about them. In the academic
world, peer review is an important part of the publication process. It has
the two goals of obtaining an adequate product as well as providing training
for future writing.

A major problem with peer evaluation is that learners may not value the
comments of their peers and see them as being far inferior to the teacher’s
comments (Zhang, 1995). There are several ways of dealing with this.
First, peer evaluation can be a step before teacher evaluation. If learners see
that peer evaluation can result in an eventual better evaluation by the
teacher, peer evaluation will be valued. Second, the quality of peer evalu-
ation can be raised by providing training in evaluation (Min, 2005 and
2006) and by providing written guidelines to use during the evaluation.
These written guidelines can be questions to ask or a checklist. Min’s
(2006) study shows that training learners in doing peer review results in
many more comments being incorporated into the revision, peer comments
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becoming by far the greatest source of revisions, and in better revisions.
The training Min used lasted a total of five hours and involved in-class
modelling and one-on-one conferencing outside class. It should be possible
to develop a more efficient training system. The benefits make it clearly
worth doing.

Self-evaluation with a Checklist

Part of the writing process is checking over what has been written to make
improvements. In formal writing, such as the writing of assignments for
academic study, this checking can be helped if there is a checklist of things
to consider. Here is a possible checklist.

� Is your main argument clearly stated?
� Is it presented very early in the writing?
� Are the supports for this argument clearly signalled?
� Are there enough sub-headings?
� If you look only at the sub-headings, do they cover the main ideas

in the assignment?
� Have you checked carefully for spelling and grammar errors?
� Are all the references in your text also in the list of references?
� Are your references complete and do they follow a consistent

format?
� Have you kept within the word limits of the assignment?

A step towards self-assessment is pair checking, where learners work in
pairs to check each other’s assignment together. That is, both learners read
the same assignment together.

Reformulation

Reformulation involves a native speaker rewriting a learner’s piece of writ-
ing so that the learner can then compare their first attempt with the
reformulation. This is a very time-consuming process which places a heavy
burden on the native speaker. However, those who support this procedure
speak very highly of it.

Electronic Feedback

If texts are submitted in electronic form, it is possible to provide feedback
using the range of word-processing functions. Here we will look at some of
those available in the word-processing program, Microsoft Word, but
other programs have similar features.

• Track changes: by turning on the Track changes function in the Tools
menu, any changes the teacher makes to the text are clearly indicated
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for the learner to see. Additions are highlighted, and deletions are
indicated. The learner can decide to accept or reject these changes
and continue to improve the text.

• Comment: by turning on the Comment function in the Insert menu,
the teacher can add helpful suggestions for improving the text or can
praise parts of the text.

• Font colour: by selecting part of the text, and changing the font colour
(go to the Format menu, choose Font, and click the desired colour),
the teacher can mark parts of the text that need careful checking or
rewriting. Different colours can be used to mark different problems.

• Hyperlink: if the learner has a problem with using a particular
word, the teacher can make a small concordance (a list of sentences
all containing the problem word) using Tom Cobb’s website
(www.lextutor.ca) or using a downloadable concordancer and link
this short concordance using the hyperlink function in the insert
menu. Here is an example of a concordance for explain.

1. . . . te smoke screen . . . I have nothing to [[explain]].”<quote/
><p/> <p >As for debates, Clin . . .

2. . . . the famous and the powerful squirm and [[explain]], charge
and countercharge.<p/> <p >L . . .

3. . . . re he will call a Press conference to [[explain]] his sorry side of
this financial mess.< . . .

4. . . . eting. Failure to attend the meeting or [[explain]] inability to
attend, the letters said, . . .

5. . . . ited States, State Department officials [[explain]], now is
mainly interested in setting u . . .

6. . . . inted with this sport I should perhaps [[explain]] that divi-
dend stripping is essentially . . .

7. . . . resentative of Syria called upon her to [[explain]] that his
brother would meet her at the . . .

8. . . . a garrulous American egghead tried to [[explain]] the differ-
ence between the Senate and t . . .

9. . . . Department officials were inclined to [[explain]] the April
sales decline as a reaction f . . .

10. . . . recorder (the “black box”), which could [[explain]] why two
engines fell from the plane a . . .

11. . . . to give a performance himself. This may [[explain]] why
sometimes his films let personalit . . .

12. . . . term’s law clerks in their search to [[explain]] why Justices
Anthony Kennedy, David Sou . . .
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By looking at several relevant examples, the learner can work out how to
correct the error they made when using this word in their writing. All of
these types of feedback require the learners to send their writing as a
computer file to the teacher, and the teacher responding to it on the
computer (see Gaskell and Cobb, 2004 for further description of these
activities). 

Balancing the Feedback in a Course

A teacher of writing needs to look at the range of feedback options and
work out a suitable balance for a particular learner or a course. Balancing
the feedback involves:

• Considering the teacher’s workload. Having some peer assessment
and self-assessment can reduce this.

• Considering how the learners can develop their own self-assessment
skills. Having the teacher model assessment, watching peers do it, and
practising it with the help of checklists can support this.

• Working out the knowledge learners need to improve their writing.
Getting feedback on the writing process, developing grammatical
knowledge, and gaining awareness of writing conventions can help
this.

Measuring Proficiency in Writing

A good writing test should satisfy the demands of reliability, validity and
practicality. One requirement for reliability is that the test should contain a
good number of points of assessment. For writing, this means that any
assessment based on one piece of writing is not likely to be reliable. Where
the assessment is very important, Elley suggests the 2 × 3 rule. That is,
learners should be assessed on two pieces of writing which are independ-
ently graded by three markers, or on three pieces of writing assessed by two
markers. If this is not practical, then there should be at least two pieces of
writing, with a second marker where the main marker has doubts.

Analytic marking has also been used as a way of increasing the points
of assessment. Analytic marking involves having a marking scheme that
awards marks for things like richness and appropriateness of vocab-
ulary use, grammatical accuracy, organisation, and overall communicative
effectiveness. For each of these categories, marks from 0 to 5 can be
awarded. The marks for all the categories can be added up to get a final
grade. This contrasts with holistic marking where the marker reads the
piece of writing and awards an overall grade for it. In analytic marking
each point on each of the categories is arguably a point of assessment.
The debate regarding holistic and analytic marking continues. What is
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clear from the debate is that assessing learners’ writing on just one piece
of writing is likely to be neither reliable nor valid.

A valid assessment of writing skill needs to consider the range of pur-
poses for which learners write and the degrees of preparation they bring
to writing. Some researchers are not happy with seeing a learner’s writing
skill summed up in one grade. They argue that it is much more informative
and helpful to provide a richer description which provides information
about the various aspects of the writing process, indicating both strengths
and weaknesses.

Practicality is a major issue with the assessment of writing and has
encouraged interest in peer feedback and self-assessment. Certainly, for
non-native teachers of English, assessing writing can be a major challenge,
usually requiring very high levels of language proficiency on the part of
the marker. Marking is also very time-consuming, particularly if feedback
to the learner on the piece of writing is required. This has encouraged the
use of feedback sheets which provide categories for comments.
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justify a grade, perhaps including some general suggestions
for the student writer to consider "next time." Recent L1 and
L2 research, focused on process-oriented models of instruction,
have yielded far more encouraging and informative results. As
teachers have adopted a multiple-draft response-and-revision
approach to composition instruction, they have begun to inter-
vene at earlier stages of the process (e.g., as students generate
preliminary drafts), and to provide commentary on a broader
range of issues.

Whereas it is fairly straightforward to observe that teachers
should and do provide feedback at various stages of the writing
process (not just at the end) and about a range of issues (not just
grammar), how such commentary is constructed poses a question
of greater complexity and practical interest to most teachers. Text-
analytic descriptions of teacher commentary, whether written or
oral, have been rare in the literature, no doubt, because such in-
vestigations are labor-intensive. Nonetheless, several recent stud-
ies have provided a promising start to this research base, yielding
valuable and replicable analytic models (Conrad & Goldstein,
1999; Ferris 1997, 2001 a; Ferris, Pezone, Tade, & Tinti, 1997;
Hyland & Hyland, 2002; Straub & Lunsford, 1995).

Effects of Teacher Commentary

Quantitative descriptions of teacher commentary are interesting
and illustrative, yet perhaps the most pressing question for writ-
ing instructors is whether the feedback over which they labor
so diligently actually helps their students' writing development.
Studies that explicitly link teacher commentary to student re-
vision have been scarce, indeed, and longitudinal research on
student improvement as a result of teacher feedback has been
virtually nonexistent. Part of the problem, perhaps, is that it can
be difficult to trace the effects of specific teacher comments on
revision, to measure "improvement," and to isolate the effects
of teacher feedback from other aspects of the writing instruction,
including composing practice, reading, and so on, that likely also
affect literacy development.

That said, the few studies conducted along these lines have
yielded results that are helpful in assessing the effectiveness of
teacher commentary and certainly in identifying areas for future
empirical investigations. One important and clear finding is that
L2 student writers are very likely to incorporate teacher commen-
tary into their subsequent revisions. For instance, Ferris (1997)
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found that 76% of a teacher's suggestions were observably incor-
porated into students' next-draft revisions. Such findings should
be simultaneously heartening and sobering. On the one hand, it
certainly is encouraging to find that the commentary on which
we work so hard is taken seriously by our student writers. On the
other, it is daunting to realize that, because our students likely
will not ignore our comments, the burden is on us to make sure
that our feedback is helpful, or at least does no harm!

Thus, assuming that students do indeed pay attention to
teacher commentary and try to use it in revision, the next question
is whether such teacher-influenced revisions actually are bene-
ficial to the quality of student texts and to the students' devel-
opment as writers over time. Again, evidence on this point is
scarce, but in the few attempts to trace the influence of teacher
commentary on student writing, it appears that whereas most
changes made by students in response to teacher feedback have
a positive impact on their revised texts, at least some teacher com-
ments lead students to make changes that actually weaken their
papers (Conrad & Goldstein, 1999; Ferris, 1997,2001; Goldstein &
Conrad, 1990; Hyland & Hyland, 2002; Patthey-Chavez & Ferris,
1997).

Student Views on Teacher Feedback

Studies on the nature of teacher feedback and its effects on stu-
dent writers have been rare. Nonetheless, a more substantial
body of work in both L1 and L2 composition examines student
reactions to teacher response (Arndt, 1993; Brice, 1995; Cohen,
1987; Cohen & Cavalcanti, 1990; Enginarlar, 1993; Ferris, 1995b;
Hedgcock & Lefkowitz, 1994,1996; Radecki & Swales, 1988; Saito,
1994; Straub, 1997; see also Ferris, 2003b, chapter 5, for a review).
Findings across these studies are surprisingly consistent and
include the following insights:

l. Stiidents greatly appreciate and value teacher feedback,
considering teacher commentary extremely important
and helpful to their writing development

2. Students see value in teacher feed back On a Variety of
issues, not just language errors,

3

3.Stodents are f'rustrated by teacher feedback when it"
is illegible, cryptic (e.g., consisting of symbols, cir-
cles, single-iword questions, comments), or confusing
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(e.g., consisting of questions that are unclear, sugges-
tions that are difficult to incorporate into emergent
drafts).

4. Students value a mix of encouragement and construc-
tive criticism and are generally not offended or hurt by
thoughtful suggestions for improvement.

Research on Teacher Commentary:
Summary and Critique

Whereas research on teacher feedback still is in its preliminary
stages (although certainly more evolved than when the first edi-
tion of this text was published!), we can offer the following sug-
gestions based on the existing research findings:

Feedback is most effective when provided at intermediate
stages of the writing process.4

Teachers should provide feedback on a range of writing
issues (i.e., not just "language" or not just "ideas").
Teachers should pay attention to the formal characteristics
of their feedback (scope, pragmatic form, and so on) so
that students can understand it and use it effectively.

Finally, we should add that contextual issues also need to be con-
sidered in evaluating the effectiveness of various feedback types
(Conrad & Goldstein, 1999; Knoblauch & Brannon, 1981; Leki,
1990a; Reid, 1994). These issues include individual differences
and predispositions (educational, cultural, and linguistic back-
grounds; L2 writing proficiency levels; motivation for writing;
see chapters 1 and 3); types of writing being considered (e.g.,
genres and text types, journal entries, speed-writes); and class-
room context (class size, teacher-student rapport, instructional
style); and other types of feedback provided (peer response, self-
evaluation, and so forth). In other words, we cannot simply look
at teachers' written comments or transcripts of their oral feed-
back as well as students' revisions and conclude that we know
everything we need to know about a particular teacher, student,
or class.
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PRINCIPLES FOR PROVIDING WRITTEN FEEDBACK

Considering our own experiences with the feedback we have re-
ceived on our own writing as well as feedback we have offered as
teachers, together with what the literature suggests about teacher
commentary in L2 writing, we present the following guiding
principles (summarized in Fig. 5.1 and discussed briefly here)
for approaching the delicate and arduous process of constructing
written feedback for L2 student writers:

1. The teacher is not the only respondent. Depending on their abil-
ity and experience with writing, students also can bene-
fit greatly from peer response and guided self-evaluation.
Chapter 6 focuses extensively on peer response, touching
briefly on self-evaluation. Many students will benefit fur-
ther from working individually with private tutors in a cam-
pus writing center, or interacting with peers or experts in
an online context (see chapter 9).

2. Written commentary is not the only option. For some writ-
ing issues and for some individual writers' temperaments
and learning styles, in-person writing conferences may
be a superior option to written commentary. We provide

FIG. 5.1. Guiding principles.
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guidelines for effective teacher-student conferences later
in this chapter. Some teachers also use alternative delivery
modes such as audiotaped feedback and commentary sent
to students electronically.

3. Teachers need not respond to every single problem on every sin-
gle student draft. Many instructors prefer to focus primarily
or even exclusively on the development of student ideas
in early drafts, saving language or editing issues for the
penultimate draft. In any case, experienced teachers pri-
oritize issues on individual student papers and selectively
respond to the most important issues. Attempting to ad-
dress all student problems on every paper can exhaust
teachers and overwhelm students with commentary that, in
some cases, may exceed the amount of text they themselves
produced!

4. Feedback should focus on the issues presented by an individual
student and his or her paper, not on rigid prescriptions. Many in-
structors have been taught that they should never mark er-
rors on early drafts or address content issues on final drafts.
However, if a student's initial version is solid in terms of
idea development and organization yet replete with fre-
quent and serious grammatical errors, it could be counter-
productive to ignore these problems and struggle to find
something "content-related" to say. Conversely, if a penul-
timate or final draft shows inadequate development or inef-
fective organization, it would not serve the student's needs
simply to mark grammatical errors and ignore the major
rhetorical issues.

5. Teachers should take care to avoid "appropriating, "or taking over,
a student's text. Final decisions about content or revisions should
be left in the control of the writer. A great deal has been written
about teacher "appropriation" of student writing, a serious
concern. As Brannon and Knoblauch (1982) argued, if a stu-
dent feels that his or her text belongs to the teacher rather
than to him or herself, the student may lose the motivation
to write and revise. Students may resent overly controlling
teacher responses. With L2 writers, however, the more seri-
ous risk is that they will make every attempt to please the
teacher. However, if the teacher has misunderstood the stu-
dent's purposes, or if the student has misunderstood the
teacher's chief message, the writer's rigor in trying to give
the teacher exactly what he or she asked for may well lead to
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an inferior revised product. All that said, in efforts to avoid
such appropriative behavior (e.g., through questioning,
indirectness, hedging) teachers also may fail to commu-
nicate suggestions and advice that student writers truly
need.

6. Teachers should provide both encouragement and constructive
criticism through their feedback. Most students recognize that
teacher feedback is intended to help them and will not feel
offended if we provide suggestions for improvement. How-
ever, it is human nature to desire and appreciate positive re-
sponses as well to the work we have done. Some teachers,
reticent to discourage or offend students, may lavish praise
through their written commentary while making few revi-
sion suggestions. Other teachers may be so dismayed at the
problems they see that they jump right into extensive cri-
tiques without ever stopping to consider what the student
writer might have done well. An important part of our job as
L2 writing instructors is to build students' motivation, espe-
cially their confidence in expressing their ideas in English.
Although it is not strictly necessary to strive for a 50 /50 dis-
tribution of praise and criticism, teachers should recognize
that both types of feedback are needed for the overall devel-
opment of the writer and discipline themselves to provide
written feedback at both ends of the spectrum on a regular
basis.

7. Teachers should treat their students as individuals, considering
their written feedback as part of an ongoing conversation between
themselves and each student writer. Some authors urge teach-
ers to provide "personalized" feedback, by writing sum-
mary end notes like a letter, addressing the student by name
and signing their own. Whereas providing personalized
feedback is a good goal—and one that we strive toward—
treating students as individuals additionally means fol-
lowing their development from draft to draft and assign-
ment to assignment, pointing out persistent areas of weak-
ness and encouraging them for the progress we observe.
To accomplish all this, we will need to become acquainted
with our students in class, during conferences, and through
their writing (whether graded or not). We also must collect
and read ongoing writing assignments (not just individual
drafts) to trace and comment on student progress (or lack
thereof, in some cases!).
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GUIDELINES FOR WRITTEN TEACHER
COMMENTARY

With some guiding principles in mind, we can turn to practi-
cal suggestions for constructing responses that are helpful, clear,
personalized, and appropriately encouraging. This discussion is
divided into three general "stages": approach (knowing what to
look for and prioritization), response (providing the commentary
itself), and follow-up (helping students maximize feedback and
holding them accountable for considering it) (Fig. 5.2).

Approach

Preservice and novice teachers in our courses often articulate
their greatest fear and struggle in responding to student papers
as "Knowing where to start." Teachers may find themselves at one
of two extremes: not knowing what to look for or how to analyze
student work critically on the one hand, or being so overwhelmed

FIG. 5.2. Suggestions for teacher commentary.

Suggestions for Teacher Commentary
1. Clarify your own principles and strategies for responding and share

them with students.
2. Read through the entire paper before making any comments.

3. Use a scoring rubric, checklist, specific writing assignments, and prior
in-class instruction to identify possible feedback points.

4. Select two to four high-priority feedback points for that particular
student and writing task

5. Compose a summary endnote that highlights both strengths and
weaknesses of the paper.

6. Add marginal commentary that further illustrates the specific points
raised in the endnote.

7. Check your comments to make certain that they are clear and
effective; avoid jargon and questions.

8. Give students opportunities in class to pose questions about your
feedback

9. Ask students to write a cover memo that they submit with revisions,
explaining how they have considered and addressed comments they
received, or why they chose not to address them.
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with the amount and severity of students' writing problems that
they are paralyzed with indecision about where to begin.

Instructors who are not sure what to look for can use institu-
tional grading criteria to identify possible areas of weakness or
student need (see chapter 8). A rubric or checklist that outlines the
qualities of passing or excellent papers for that specific context
can help us to articulate questions that we might ask ourselves
as we read student papers. For example, one checklist includes
the following point: "Opposing viewpoints have been considered
and responded to clearly and effectively" (Ferris, 2003b, p. 135).
Thus, a question that the teacher might consider while reading
could be "Is this a one-sided argument, or have possible coun-
terarguments been anticipated and addressed in the paper?"

A second lens through which teachers can look at student
writing is the assignment or task type as well as the task's genre
category (see chapters 4 and 8). For example, a prototypical
freshman composition assignment requires writers to describe
a personal experience and analyze its significance in their lives
(Spack, 1990/1996). This assignment raises two possible heuristic
questions that teachers could ask as they review student papers:
(a) Has the experience or event been described clearly and effec-
tively with adequate but not extraneous detail? and (b) Has the
writer analyzed the importance of the experience and how it has
shaped his or her life?

A third way in which teachers can approach written commen-
tary is to consider specific issues that have been covered in the
syllabus and to look carefully at student papers to see the extent
to which they have grasped and applied those concepts to their
writing. Class time may have been spent on writing effective
introductory sections and using systematic connectors (transi-
tional expressions, repetition, synonyms, pronouns, and so on)
to achieve better textual cohesion and coherence. Instruction may
have focused on using summary, paraphrase, and quotation to
incorporate ideas from another author into one's text, shifting
verb tense and aspect accurately in telling personal narratives,
and so forth. Under such conditions, the teacher may wish to
comment on those specific issues to remind the students of what
they have studied and practiced in class.

Once an instructor has examined a writing sample and iden-
tified strengths, weaknesses, and "feedback points," he or she
then needs to consider how to prioritize these features and se-
lect which ones to address in written commentary. As suggested
by principle 3 earlier, it can be counterproductive for the teacher
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to comment on every possible problem that he or she sees. Al-
though prioritization decisions are highly variable and by defini-
tion subjective, in selecting feedback points to address, teachers
should take into consideration: the point in the term and what
has been covered in class; where students are in the drafting and
composing cycle (first draft, penultimate draft); the needs of in-
dividual student writers including issues that have been covered
in prior feedback cycles, persistent problems, and encouraging
signs of progress; and the teacher's own judgments concerning
the relative urgency of the possible feedback points in a particular
paper, which again can and should vary from student to student.
Considering all of these concerns, we have found that two to four
major feedback points usually is about optimal.

The final point about an instructor's "approach" to writing
comments on student papers is that he or she should have a
philosophy or theory of commentary, such as the "guiding prin-
ciples" discussed in chapter 1, and a strategy for commentary,
whether it be using a checklist, writing a letter, highlighting
language errors, or a combination of these options. The teacher
should strive to be consistent in adhering to his or her own phi-
losophy and strategy. We also would recommend explaining our
own approach to students: Doing so forces teachers to articulate
their approaches and attempts to follow them!

Response

Having selected feedback points for response, the instructor next
has specific practical choices to make in providing commentary.

The Mechanics of Feedback. As teachers have become
more conscious of developing effective response procedures, a
variety of techniques have been proposed for providing feedback
to students. These techniques include audiotaped oral feedback
(in contrast to written comments on papers), comments inserted
into students' word-processing files, and comments sent via
e-mail.

Clearly, all of these techniques have their advantages. In the
case of audiotaped commentary, students are provided with lis-
tening comprehension practice. In addition, student writers who
are more comfortable processing information via auditory modes
may find such feedback more helpful than written commentary
(Reid, 1993b). However, some students may find oral responses
frustrating and confusing because of weak aural skills or a more
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visually oriented learning style. Teacher feedback provided via
computer, whether via floppy disk or e-mail attachment, has the
same visual advantages as handwritten commentary, with the
added benefit that the teacher's handwriting will not interfere
with students' mental processing of the written message (Ferris,
1995b). Further, feedback provided on the computer can encour-
age students to become comfortable with technology that can
help them improve their writing (see chapter 9).

Although all these alternative response techniques have their
appeal, convenience and the availability of technology may be
the deciding issues for many classroom teachers. Some teachers
find it easier to take a stack of papers with them wherever they
go, working on them as they have time. Because of the time and
space limitations associated with audiotape and computerized
formats, many teachers may find these options to be practical for
only a small proportion of their students' assignments. Teach-
ers' decisions about whether to use these tools likely will rest on
student preferences and learning styles (i.e., for oral vs. written
feedback) and on teachers' preferences and needs.

The Tools of Handwritten Feedback. For the afore-
mentioned reasons, a majority of teacher response is likely to
be of the pen-and-paper variety. Even with this more traditional
mode of response, teachers have several choices to make: Will
they use pen or pencil—and what color pen? Will they use a
separate response sheet or write directly on the student's paper?
Will they use some sort of rubric, coding sheet, or checklist for
responses, or will they provide only verbal comments? Again, re-
search findings do not point to an advantage of a single method
over another. Some practitioners insist that using a red pen seems
punitive and can inhibit students or make them anxious. Others
argue that the tone and substance of the response (and the re-
lationship between teacher and student) is far more significant
than the color of ink used (Hedgcock & Lefkowitz, 1994).

Regarding response sheets, rubrics, and checklists, it can be
argued that such forms provide teachers and students with a
consistent framework and terminology for providing and pro-
cessing feedback. However, it also can be argued that response
checklists can limit and inhibit teachers from providing person-
alized responses appropriate to the student and the assignment
given. In Ferris et al. (1997), when a teacher switched from writ-
ing end notes directly on the student paper to using a response
form, she produced significantly fewer (and shorter) comments
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(although not necessarily less effective ones). Perhaps more im-
portant, if students do not understand the checklist or rubric, the
forms can actually be distracting and counterproductive.

Beyond the mechanics of feedback, a number of other practical
questions should be considered.

Preliminary Drafts or Final Drafts? Most scholars
agree that teacher feedback is most effective and most likely to
be used when it is provided on preliminary drafts that will be re-
vised subsequently (Ferris, 1995b; Krashen, 1984; Zamel, 1985).
However, does this precept mean that feedback on a final draft is
wasted energy? Perhaps not, but the process probably could be
handled differently. Whereas feedback on earlier drafts is forma-
tive, helping students to see where their developing text can be
improved, final-draft feedback tends to be evaluative and sum-
mative, informing students about what they did well, explaining
the basis for a grade or a score (if one is given), and perhaps offer-
ing general suggestions for consideration in subsequent assign-
ments (e.g., "Great job adding more support for your arguments
in your body paragraphs! The conclusion is still underdeveloped,
and you need to stay aware of the errors you make in article us-
age. Let's see if we can work on those things on the next paper").

In one study that asked students about the degree to which
they read and paid attention to teacher comments on first drafts
versus final drafts, the students clearly indicated that they val-
ued feedback at both stages of the process (Ferris, 1995b). Finally,
with many instructors using a portfolio approach to assess stu-
dent writing (see chapter 8), even "final draft feedback" may not
truly be final if the student chooses to revise that paper further.
Therefore, it can be worth the instructor's effort to let the writer
know where the paper stands and what still could be done to
improve its quality.

End notes or marginal comments? Arguments can be
made on both sides of this issue. End notes enable the teacher
to summarize his or her reactions to the entire paper. Also, be-
cause end notes are not subject to the space limitations of marginal
notes, they can be longer, clearer, less cryptic, and easier to read.
Marginal comments, on the other hand, offer immediacy in that
they are clearly keyed by proximity to specific ideas in the text.
Moreover, marginal notes communicate to the writer the sense
of an involved, interested reader engaged in a dialogue with the
creator of the text.
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(although not necessarily less effective ones). Perhaps more im-
portant, if students do not understand the checklist or rubric, the
forms can actually be distracting and counterproductive.

Beyond the mechanics of feedback, a number of other practical
questions should be considered.

Preliminary Drafts or Final Drafts? Most scholars
agree that teacher feedback is most effective and most likely to
be used when it is provided on preliminary drafts that will be re-
vised subsequently (Ferris, 1995b; Krashen, 1984; Zamel, 1985).
However, does this precept mean that feedback on a final draft is
wasted energy? Perhaps not, but the process probably could be
handled differently. Whereas feedback on earlier drafts is forma-
tive, helping students to see where their developing text can be
improved, final-draft feedback tends to be evaluative and sum-
mative, informing students about what they did well, explaining
the basis for a grade or a score (if one is given), and perhaps offer-
ing general suggestions for consideration in subsequent assign-
ments (e.g., "Great job adding more support for your arguments
in your body paragraphs! The conclusion is still underdeveloped,
and you need to stay aware of the errors you make in article us-
age. Let's see if we can work on those things on the next paper").

In one study that asked students about the degree to which
they read and paid attention to teacher comments on first drafts
versus final drafts, the students clearly indicated that they val-
ued feedback at both stages of the process (Ferris, 1995b). Finally,
with many instructors using a portfolio approach to assess stu-
dent writing (see chapter 8), even "final draft feedback" may not
truly be final if the student chooses to revise that paper further.
Therefore, it can be worth the instructor's effort to let the writer
know where the paper stands and what still could be done to
improve its quality.

End notes or marginal comments? Arguments can be
made on both sides of this issue. End notes enable the teacher
to summarize his or her reactions to the entire paper. Also, be-
cause end notes are not subject to the space limitations of marginal
notes, they can be longer, clearer, less cryptic, and easier to read.
Marginal comments, on the other hand, offer immediacy in that
they are clearly keyed by proximity to specific ideas in the text.
Moreover, marginal notes communicate to the writer the sense
of an involved, interested reader engaged in a dialogue with the
creator of the text.
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We have found that the ideal solution is a combination of both
marginal and end notes. We recommend that instructors, after
reading through a student text carefully and selecting feedback
points as described earlier, next construct a summary endnote,
perhaps in the form of a personal letter to the student (Fig. 5.3).
Teachers then can go back through the text making marginal com-
ments that highlight or illustrate the points raised in the endnote,
offering praise and other "interested reader" comments. How-
ever, if time is short, we recommend privileging the summary
endnote over the marginal comments, simply because it provides
a comprehensive overview of the paper that tends to be clearer
and easier to read.

Praise or Criticism? As noted previously, solid argu-
ments can be posited for incorporating both comments of en-
couragement and suggestions or constructive criticism into our
written commentary. Many teachers like to use the "sandwich"
approach to writing end notes: beginning and ending the note

FIG. 5.3. Sample summary endnote (letter) to student.
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with encouraging remarks (the "bread") and making the two to
four feedback points or suggestions in the middle (the "filling").
Figure. 5.3 illustrates this style of commentary. Most instructors
also like to write positive comments in the margins of student
texts to communicate that they are interested, engaged readers.

Questions or Statements? The literature reflects some
debate about the formal characteristics of teacher commentary
and even about whether such considerations are important
(Conrad & Goldstein, 1999). Following strongly worded cau-
tions in the L1 response literature about the danger of appro-
priating student texts through overly directive teacher commen-
tary (Brannon & Knoblauch, 1982; Sommers, 1982; Sperling &
Freedman, 1987), both L1 and L2 composition professionals have,
since the 1980s, been explicitly trained to use questions rather
than imperatives or statements in responding to student writers,
both to encourage students to think more clearly and critically
about their ideas (or, as Sommers [19821 put it, "forcing students
back into the chaos" [p. 1541) and to communicate through the
form of their comments that authority and ownership of the pa-
per still belong to the student writer.

For some ESL writers, particularly those educated in their
home countries, teacher questions can cause both pragmatic and
cultural confusion. Whereas NS writers can easily recognize an
indirect comment such as "Can you give an example here?" as
a politely phrased teacher request rather than a "real" question
(akin to "Can you shut the door?"), students less experienced
with English pragmatic phenomena or North American teachers'
desire to assume a nonappropriative stance may either misinter-
pret the question as a real yes/no question (possibly answering
"no"!) or wonder if the teacher's wishy-washiness is a sign of
incompetence or insecurity. The writer may consequently ignore
feedback from a teacher for whom they have lost respect. This
unfortunate outcome could, in turn, lead to frustration when the
teacher receives a revised assignment in which it appears that the
student completely ignored a clear, reasonable suggestion.

We are not suggesting by this discussion that instructors
should abandon questioning as a commenting strategy. On the
contrary, we use questions consistently in feedback on our own
students' writing. However, we believe that writing teachers
should perhaps reexamine their questioning techniques. First,
they should not assume that questions are the only or always the
best approach for all types of feedback. When writing comments
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in the form of questions, teachers might ask themselves three
questions: (a) If the student answers this question, will it really
improve the effectiveness of the paper? (b) Will the student be able
to understand this question's intent and form? (c) On a rhetorical
level, will the student know how to incorporate the answer to this
question into his or her evolving draft? One practical approach to
this final issue is to pair questions with statements explicitly sug-
gesting revision, but perhaps hedging the suggestion ("Maybe
you could... ")•

Content or Form? Another area of disagreement in the
literature concerns whether L2 writing teachers should avoid
mixing commentary on students' ideas and content with feed-
back on their errors or the linguistic form of their texts. As we
have already discussed, it is neither necessary nor desirable for a
teacher to respond to every problem on every draft of a student
essay. Chapter 7 discusses in detail how teachers might approach
the challenging task of error correction and how they might ef-
fectively combine feedback on form with explicit grammar in-
struction and strategy training to build independent self-editing
skills.

Although the chapter division in this volume explicitly sepa-
rates the issues of responding to student content and responding
to lexical and syntactic problems (as does most research), it is
important to note that the oft-cited dichotomy between content
and form is largely artificial. For instance, consistent errors in
verb tense and aspect inflection (form) can cause confusion for
the reader about the time frame or immediacy of the action (con-
tent). Inaccurate lexical choices (form) can cause major problems
in the overall comprehensibility of a text, causing the reader to be
unsure of what the writer intended to express (content). Nonethe-
less, because teachers' strategies for detecting and marking lexi-
cal and syntactic errors tend to be different from their strategies
for responding to content issues, the techniques that can be used
warrant a separate discussion.

It is also important to acknowledge that in the available L2 re-
search to date, no empirical evidence suggests that L2 writers will
ignore teacher feedback on content if errors are also addressed
in the same draft of an assignment, or that they cannot simul-
taneously make successful revisions in both content and formal
accuracy. On the contrary, we can cite evidence that student writ-
ers who received feedback on both content and form improved in
both areas during revision (Ashwell, 2000; Fathman & Whalley,
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1990; Ferris, 1997). In any case, the principle of personalized or in-
dividualized feedback (Fig. 5.1, principle 7) should guide teach-
ers here: Teachers should give each student what he or she most
needs on a particular assignment at a specific point in time, rather
than follow prescriptions such as "Never mix feedback on con-
tent with feedback on form."

Follow-Up

An aspect of the response cycle that teachers may neglect to incor-
porate is follow-up. That is, we should ensure that students un-
derstand the feedback we have given them, helping students with
revision strategies after receiving feedback and holding students
accountable through the writing process and marking scheme.
These strategies and tools should explicitly guide students in
reading and understanding the feedback they have been given
(see chapter 6 for further discussion of techniques for holding stu-
dents accountable for peer response). Regrettably, teachers often
simply return marked papers to students at the end of class or via
e-mail, saying "The next draft is due 1 week from today." This
lack of attention to follow-up is unfortunate because it fails to
recognize that students may not understand the comments we
have made despite our best attempts to be clear, that students
may not know how to revise skillfully even if they understand
our feedback, and that students may not be highly motivated
to exert themselves during revision, preferring instead to make
minor microlevel changes that can be done at the computer in a
matter of minutes.

The first step in ensuring that students understand our written
feedback is, of course, to do a careful job of constructing it. If we
are so hasty, careless, or exhausted that students cannot under-
stand what we are trying to tell them, we might as well not bother
responding at all. It should be obvious that feedback that is in-
comprehensible to students cannot help them. Nonetheless, even
when we are careful and systematic, all human communication
can and does misfire at times, particularly when participants in
the exchange include novice writers composing in their second
language. We should also make the humbling observation that
writing teachers, no matter how experienced, can misunderstand
their students' intentions and purposes. Consequently, they may
write comments that are off the point, inaccurate, or unhelpful.
With these inevitable communication pitfalls in mind, we should
allow students time in class to read over our feedback and to
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ask questions about it immediately, or we should ask them to
write a one- to two-paragraph response to our feedback artic-
ulating what they think the main points of our feedback might
be.

Students should also receive explicit classroom instruction on
revision strategies, both in general and specifically on how to
take suggestions from an expert or peer reader and to use them to
make effective changes in their evolving texts. At the same time,
writers should be assured that they are the authors of their work,
and that the final decisions about revisions should remain in their
hands. In other words, they should be given explicit permission
to disregard suggestions that they find unhelpful or with which
they disagree.

We recommend several ways to hold students accountable for
taking feedback seriously. One method requires that students in-
clude with revisions a cover memo explaining how they have
or have not incorporated their teacher's suggestions and why.
Another requires students to turn in folders or miniportfolios
of ongoing writing projects so that teachers can compare earlier
drafts with later drafts (and be reminded of their own previ-
ous suggestions). Teachers can choose to make comments about
the quality and effort demonstrated in student revisions or ac-
tually make such good-faith effort part of the course grading
scheme.

Written Commentary: Summary

Research on written teacher commentary has helped us iden-
tify issues to consider and possible strategies for providing feed-
back that is transparent, helpful, encouraging, and constructive.
To summarize, insights from research and practice include the
following:

•Teachers should identify and articulate—to themselves
and to their students—their purposes for and philoso-
phies (or theories) of response to student writing.

* Teachers can use different sources of information (coarse
grading rubric assignment specifications, prior class-
roomittstoructton, individual student needs) to examine
student writing and then select and prioritize feedback
points about which to write comments.
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TEACHER-STUDENT WRITING CONFERENCES

Another important means of giving feedback and instruction to
writing students is through one-to-one writing conferences. Over
the past several decades, the writing conference has achieved
widespread popularity as a teaching tool for several reasons. One
concerns the perception that writing conferences save teachers
time and energy that would otherwise be spent marking student
papers. Another is the immediacy and potential for interaction
and negotiation that the conferencing event offers, allowing for
on-the-spot clarification of difficult issues (Conrad & Goldstein,
1999) and helping teachers to avoid appropriating student texts
(Brannon & Knoblauch, 1982; Sommers, 1982; Zamel, 1985). Fi-
nally, with the consideration given in recent years to students'
learning styles (Reid, 1995b; see chapter 1), it is argued that writ-
ing conferences offer a more effective means for communicating
with students who are auditory rather than visual learners. Some
writing instructors feel so strongly about the value of writing
conferences that they have suggested doing away with all other
forms of in-class instruction to make time for them (Carnicelli,
1980; Garrison, 1974).

* The ideal approach to commentary involves a thought-
ful mix of a summary endnote and marginal comments. ••

sponse, they should opt for endnotes.
* Feedback should optimally include a fair balance of praise

and contructive criticism.
* Especially for L2 writers, teachers should consider the for- 

mal characteristics of their comments (questions, jargon,
and so forth) to ensure that their comments are clear and
comprehensible.

» Teachers may wish to prioritize comments about content
over feedback concerning language errors on different
drafts of student papers, or they may choose to provide a
combination of both feedback types on all drafts.

* Teachers should also be intentional in making sure that
students understand their feedback and that they use it
effectively in revision and future writing tasks.
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Research on Teacher-Student Writing
Conferences: Empirical Trends

A number of researchers have described various aspects of con-
ferencing, including attitudes toward and advantages of teacher-
student writing conferences, the discourse of writing confer-
ences, the outcomes and effects of the conferences, and the
differing roles and behaviors of teachers and students during
conferences. Early researchers (Arndt, 1993; Carnicelli, 1980;
Sokmen, 1988; Zamel, 1985) examined students' or teachers' at-
titudes toward conferencing, concluding with strong endorse-
ments of writing conferences as pedagogical tools because stu-
dents can ask for on-the-spot clarification, and because "dynamic
interchange and negotiation" can take place (Zamel, 1985, p. 97).
Arndt (1993) also found that students wanted both written
comments and conferences, whereas their teachers preferred
conferences.

Conferencing Techniques: Suggestions
and Criticisms

Early process-oriented concerns, particularly the desire to avoid
appropriating students' texts or dictating the terms of the revi-
sions, led to specific suggestions and guidelines for conducting
teacher-student writing conferences. For instance, Murray (1985)
encouraged teachers to allow students to take the lead in confer-
ences by eliciting student writers' responses to their own writing
before offering any feedback or evaluation, a procedure charac-
terized by Newkirk (1995) as indirect. Similarly, Harris (1986)
presented a list of nondirective strategies to guide teachers in
their one-to-one interactions with students.

However, some composition theorists have expressed concern
that in empowering students to retain ownership of their writ-
ing, we force them into roles for which they are not prepared and
with which they are not comfortable (Arndt, 1993; Bartholomae
& Petrosky, 1986; Delpit, 1988; Newkirk, 1995; Silva, 1997). In
ESL writing research, scholars have argued that nondirective ap-
proaches to teaching and responding to student writing leave L2
writers ill-prepared to deal with the demands for either linguis-
tic accuracy or the literate and critical skills expected by subject
matter faculty in the disciplines (Eskey, 1983; Ferris, 1995b, 1997;
Horowitz, 1986c; Johns, 1995a).
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Most previous research on response to ESL student writing has
examined teachers' written feedback, but it is safe to assume that
some students may have problems adequately comprehending
oral feedback, even though the conference format allows them
increased opportunities to request clarification. Goldstein and
Conrad (1990) pointed out that "ESL students bring with them di-
verse cultures and languages that potentially affect how students
conference [and] how their teachers respond to them" (p. 459).
For instance, some students may have strong inhibitions against
questioning or challenging a teacher in any situation, especially
a one-to-one conference. Meanwhile, others may feel that teach-
ers' comments or corrections are to be incorporated verbatim into
their texts because of instructors' presumed superior knowledge
and authority. Arndt (1993), who compared teachers' and En-
glish as a foreign language (EFL) students' reactions to written
commentary and conferences, noted that the potential for mis-
communication existed in both modes, and that not all students
were naturals at "the art of conferencing" (p. 100).

Implementing Writing Conferences:
Issues and Options

If a teacher wishes to incorporate writing conferences into a com-
position or literacy course, several practical issues are worth con-
sidering. The first is whether to provide feedback to all students
in this manner. Some students would no doubt enjoy the op-
portunity to discuss their writing in person with their teacher,
both to get individual attention and to clear up any problems.
Meanwhile, others might prefer written feedback because they
find one-to-one discussions with their instructor intimidating,
because they prefer seeing feedback in writing, or because they
might forget what they have discussed with the teacher during
the conference.

Several options are available for addressing these challenges.
A teacher can ask students at the beginning of the term whether
they prefer written or oral feedback or some combination of both
(e.g., in a needs assessment; see chapter 3). For students who
are unsure, the teacher can provide written feedback on one as-
signment and oral feedback on the next. For students who feel
nervous about conference dynamics, ideas to relieve their anx-
ieties include conferencing with pairs of students (also adding
a peer feedback dynamic to the mix) and allowing students to
audiotape or take notes during the conference.
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Logistics: When, Where, and How Often?

Along with the question of whom to involve in conferences, a
teacher must decide when, where, and how often to hold such
conferences. Options range from holding conferences every week
or at every class session (the "Garrison Method," in which stu-
dents write during class and come up to the teacher's desk for
a conference whenever they feel the need) to holding them at
regular intervals (e.g., seeing each student during office hours on
a 3- to 4-week rotation) to requiring students to come in at least
once during class sessions for a conference to making confer-
ences completely optional and holding them only at the student's
request.

Decisions about frequency and time frames depend on logis-
tical constraints such as scheduling and office space. If a teacher
has an office and holds regular office hours, scheduled office time
can be the best way to hold conferences. Some instructors occa-
sionally cancel classes to hold conferences with hard-to-schedule
students. However, many part-time ESL literacy instructors have
neither an office nor office hours. If teachers in this situation wish
to hold one-to-one conferences, they most likely have to do so
during class time, a situation that requires careful planning be-
cause the other students need to be productively engaged while
the teacher holds individual discussions. Alternatively, as dis-
cussed in chapter 9, the computer writing lab can be an ideal
setting for one-to-one teacher-student interaction because stu-
dents work at individual terminals, and the teacher can move
around the room to hold brief conferences as the need arises and
inclination leads.

What Topics Should Conferences Cover?

Once the teacher has overcome the logistical obstacles, it is impor-
tant to prepare and plan for conferences. What to discuss during
conferences will vary according to the context of the conference.
For instance, if the conference is student-initiated, the student
may well have a particular question to discuss or problem to re-
solve. If the teacher has scheduled a conference, the options for
topics to discuss range from a holistic reaction to the student's
latest draft to a specific discussion of a particular writing problem
or a teaching point covered in class. If the teacher has an oppor-
tunity to prepare ahead of time for a conference, he or she might
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make notes on particular issues that have arisen during class or
that he or she has noted in previous papers. Alternatively, if dis-
cussing a particular assignment, the teacher may want to read
through the text and make a few notes or check marks in the
margins as reminders of items to discuss.

How Should Conference Dynamics Be Shaped?

Another pedagogical issue concerns the dynamics of teacher-
student writing conferences, specifically, the relative proportion
of talk by teacher and student as well as instructor directiveness
(or lack thereof). Studies focusing on this issue have suggested
that teacher-student conferences are most successful (with "suc-
cess" not always operationally defined) when the writer makes a
significant contribution to the conference, meaning that he or she
participates fully in the discussion instead of sitting passively as
the teacher dispenses criticism and advice. Moreover, researchers
have suggested that when teachers avoid being overly directive
in the conference setting, students can participate more fully, ne-
gotiate meaning more effectively, and ultimately produce texts
that result from their own thought processes (presumably influ-
enced by the teacher's input) rather than from verbatim reflec-
tions of the teacher's oral feedback. Specific ways to encourage
students to participate and avoid being overly directive include
asking questions (e.g., "What do you think about this paper?"
and "Can you explain in another way what you were trying to
say here?"), actively eliciting student participation ("Do you have
any questions or issues to bring up?"), and allowing occasional
silences so the student can formulate and articulate his or her
thoughts.

SUMMARY

In L1 and L2 studies of teachers' feedback on student writing, a
range of theoretical and practical questions have been examined:

* At what point or points in the wiiting process should a
teacher intervene (if at all)?

* What are the differences between appropriation and in-
tervention in responding to student writing?
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Student Writing Tasks
and Written Academic Genres

OVERVIEW

• Writing requirements in the university
• Most important characteristics of academic writing
• Most common written academic assignments and tasks
• Essential features of academic text and importance of teaching them
• Research findings on explicit instruction in L2 academic text
• Types of writing tasks in commonly required academic courses

Although ESL instruction to non-native speakers (NNSs) takes place in
various domains of language skills, such as reading, speaking, listening,
and pronunciation, L2 learners who undertake to become proficient L2
writers are usually academically bound. In light of the fact that most stu-
dents who prepare to enter degree programs dedicate vast amounts of
time and resources to learn to produce written academic discourse and
text, the teaching of English to academically bound NNS students must in-
clude an academic writing component. Although it is a verifiable and es-
tablished fact that NNS students need to develop academic writing skills,
ESL teachers in EAP, intensive, and college-level writing programs do not
always have a clear picture of the types of writing and written discourse ex-
pected of students once they achieve their short-term goals of entering de-
gree programs. In particular, students rarely need to be proficient nar-
rators of personal experiences and good writers of personal stories. In fact
what they need is to become relatively good at displaying academic knowl-
edge within the formats expected in academic discourse and text. More
important, NNS students' academic survival often depends on their abil-
ity to construct written prose of at least passable quality in the context of
academic discourse expectations. This chapter presents an overview of
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those written discourse genres and formats common in the academy in
English-speaking environments.

WRITING REQUIREMENTS IN THE UNIVERSITY

Undergraduate students in U.S. colleges and universities are required to
take general education courses in such disciplines as the sciences, history,
philosophy, psychology, and sociology prior to their studies in their chosen
majors. One implication of this structure in U.S. college education is that
the greatest demand on students' language skills occurs during the first 2
years of their academic careers, when they are expected to read large
amounts of diverse types academic text, write many short and long assign-
ments, and take numerous tests and exams.

In the academy in English-speaking countries, the purpose of written as-
signments and of examinations and testing is to require students to display
their knowledge and familiarity with the course material. Examinations
vary in types and formats, ranging from multiple-choice tests to lengthy
term papers, including essay tests and short essay-like responses. Outside
multiple-choice tests, a great deal of writing is expected in most undergrad-
uate courses, and it is not unusual for students to have to produce up to a
dozen written assignments per term (Horowitz, 1986a). Even some multi-
ple-choice tests—such as the TOEFL, ACT, or SAT—incorporate an essay
component designed to measure test takers' writing proficiencies.

It is important to note that practically all writing assignments necessi-
tate more than one writing task, such as exposition in the introduction, fol-
lowed by cause/effect or comparison/contrast rhetorical structures, and
possibly back to exposition in the conclusion. For instance, most types of
writing assignments can include summaries of published works or synthe-
ses of multiple sources of information or data. In this case, the writing
tasks would include synthesis (or analysis) of information, paraphrasing,
and restatement skills.

Beginning in the early 1980s, several studies undertook to investigate
the types of writing assignments and tasks required of undergraduate and
graduate students in academic mainstream courses in various disciplines,
such as the natural sciences (e.g., biology, chemistry, and physics), engineer-
ing, business, and the humanities including English.

MOST IMPORTANT CHARACTERISTICS OF ACADEMIC WRITING

A survey of 155 undergraduate and 215 graduate faculty in 21 U.S. universi-
ties specifically identified the essential NNS students' L2 writing skills in
courses that ranged from history, psychology, business, chemistry, and engi-
neering (Rosenfeld, Leung, & Oltman, 2001). The responses of undergrad-
uate faculty (Table 2.1) clearly indicate that organizing writing to convey
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TABLE 2.1

Undergraduate Faculty Assessments of Some Writing Tasks

Mean Importance
Task Statement Rating

Organize writing to convey major and supporting ideas. 4.19

Use relevant reasons and examples to support 4.09
a position.

Demonstrate a command of standard written English, 3.70
including grammar, phrasing, effective sentence
structure, spelling, and punctuation.

Demonstrate facility with a range of vocabulary 3.62
appropriate to the topic.

Show awareness of audience needs and write 3.33
to a particular audience or reader.

Note. Mean Importance Rating on a scale of 0 to 5.

major and supporting ideas and using relevant examples to support them
occupy top priority in the quality of academic discourse1 (ranks 4.19-4.09,
respectively, out of 5).

In addition, demonstrating command of standard written English, "in-
cluding grammar, phrasing, effective sentence structure, spelling, and
punctuation," is another high-priority requirement (rank 3.70), as well as
demonstrating "facility with a range of vocabulary appropriate for the
topic" (rank 3.62). On the other hand, showing awareness of audience
needs and writing to a particular audience/reader was not found to be as im-
portant (rank 3.33). In addition to the faculty, undergraduate students
ranked written discourse organization skills at 4.18; grammar, phrasing,
and sentence structure at 4.15; and appropriate vocabulary at 3.69.

'The teaching of academic discourse organization is crucially important in L2 writing in-
struction, and a large number of textbooks are available that focus on discourse. It would be no
exaggeration to say that the teaching of L2 academic writing focuses predominantly on the fea-
tures of discourse organization. However, markedly few course books on L2 writing for either
students or teacher training address the importance of text features in L2 instruction. As men-
tioned earlier, however organized the information flow can be in student writing, it may be im-
possible to understand without an essential clarity and accuracy of text.
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Graduate faculty (Table 2.2) identified largely similar priorities in student
writing with regard to the importance of information/discourse organization
and examples (ranks 4.46 and 4.34, respectively), grammar, phrasing, and
sentence structure (rank 4.06), and appropriate vocabulary (3.74).

On the other hand, graduate students ranked discourse organization
and exemplification at 4.32 and 3.96, respectively; grammar, phrasing, and
sentence structure at 3.83; and vocabulary 3.56 (i.e., below the importance
rankings assigned by graduate faculty in practically all categories).

In a separate subset of survey items, both undergraduate and graduate fac-
ulty also specified the specific writing skills that in their experiences deter-
mined the success of NNS students in their courses. For undergraduate faculty,
the top three L2 writing skills included (in declining order of importance):

• discourse and information organization (2.40 out of 3)
• standard written English (i.e., grammar, phrasing, and sentence

structure; 2.35)
• vocabulary (2.26).

Among graduate faculty, the top three skills essential for success in aca-
demic courses consisted of:

• information/discourse organization (2.49 out of 3)

TABLE 2.2

Graduate Faculty Assessments of Some Writing Tasks

Mean Importance
Task Statement Rating

Organize writing to convey major and supporting 4.46
ideas.

Use relevant reasons and examples to support 4.34
a position.

Demonstrate a command of standard written 4.06
English, including grammar, phrasing, effective
sentence structure, spelling, and punctuation.

Demonstrate facility with a range of vocabulary 3.74
appropriate to the topic.

Show awareness of audience needs and write 3.62
to a particular audience or reader.

Note. Mean Importance Rating on a scale of 0 to 5.
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• command of standard written English (2.37)
• using background knowledge, reference materials, and other re-

sources to analyze and refine arguments (2.35).

The employment of appropriate vocabulary received a ranking of 2.27.

The Rosenfeld, Leung, and Oltman (2001) study demonstrated unam-
biguously that L2 grammar and vocabulary skills play a crucial role in stu-
dent academic success (and obviously survival).

MOST COMMON STUDENT WRITTEN ACADEMIC
ASSIGNMENTS AND TASKS

The most comprehensive study of academic writing tasks was carried out by
the Educational Testing Service (Hale et al., 1996), which surveyed eight
large comprehensive universities in the United States. The information dis-
cussed in this investigation is summarized next.

Major Writing Assignments

Major academic essays typically have a specified length of 5 to 10 or more
than 10 pages. These papers predominantly take the forms of out-of-class
assignments and are required far more frequently in humanities courses
such as psychology, economics, history, and English than in the sciences, en-
gineering, or computer science. Most of these projects also necessitate li-
brary research and syntheses of literature and relevant information from a
variety of sources. According to the Hale et al. (1996) findings, undergradu-
ate courses in the sciences and engineering rarely expect students to write
papers as long as 5 to 10 pages, and most of these types of essays are ex-
pected in English department courses.

Medium-Length Essays and Short Written Tasks

Medium-length essays between 1 and 5 pages are required as in-class and
out-of-class assignments in practically all disciplines, with the exceptions of
undergraduate courses in physics, mathematics, and engineering. In social
science and humanities studies, they are expected in a majority of under-
graduate courses. Similarly, short written assignments of about 0.5 to 1.5
pages represent course components in approximately half of all undergrad-
uate courses, including physics, math, and engineering, and 94% of English
courses (Hale et al., 1996). These essays are assigned both in and out of class
in undergraduate and graduate studies alike. Among these assignments, li-
brary research reports, laboratory or experiment reports with or without in-
terpretation, and book reviews represent the most common types of writing.
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Short writing tasks (also called expanded answers) found in many written
in-class and out-of-class exams, laboratory reports, case studies, annota-
tions of literature, and computer program documentation assignments
constitute the most common type of writing across all disciplines and
courses. Furthermore, short writing assignments are significantly more
common in undergraduate than graduate courses and in in-class than out-
of-class assignments.

English Composition Writing Tasks

English composition instruction often provides the model for teaching writ-
ing in EAPs. According to the Hale et al. (1996) study, short writing tasks are
far less common in English than in social or natural sciences (29% of all
in-class assignments vs. 53% and 79%, respectively). On the other hand,
out-of-class essays are required in 94% of all English courses, for example,
compared with 53% in social and 47% in natural sciences. Among the as-
signment types, summaries and unstructured writing genre defined as free
writing, journal entries, or notes, all which consist of writing down one's
thoughts and experiences, are found almost exclusively in English courses,
as well as twice as many assigned library research papers as in other disci-
plines. Major papers of 5 to 10 pages in length are assigned in 41% of Eng-
lish courses and only rarely in social science courses. Similarly, 1- to 5-page
essays are required in 82% of English courses versus 39% of those in social
sciences and 21% in physical/natural sciences.

FEATURES OF ACADEMIC GENRE AND TEXT

Research into various types of discourse and text (Biber, 1988; Biber,
Johansson, Leech, Conrad, & Finegan, 1999; Swales, 1990a) showed explic-
itly and clearly that academic discourse and text are constructed differently
than other types of text, such as fiction, news reportage, or personal corre-
spondence. In fact, Swales (1990a) identified what he called "the academic
discourse community" (p. 5), which prescribes somewhat rigid forms of dis-
course construction and organization combined with similarly inflexible ex-
pectations of vocabulary and grammar uses. Biber et al. (1999) examined a
large corpus of specific microfeatures of texts in diverse spoken and written
genres, and their findings are described in a 1,200-page volume. Their
analysis includes the cross-genre uses of nouns, determiners, pronouns,
verb tenses, and semantic classes of verbs, adjectives, adverbs, and clauses.
Textual uses of practically all features indicate that written academic text is
markedly distinct from many other types of texts, such as personal narra-
tive, conversation, and even academic lectures.

Other corpus studies investigated frequencies of use of various lexical
and syntactic features employed in academic and other types of text to eluci-
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date the differences between the academic and other types of written gen-
res. For example, these examinations focus on various hedges, modal verbs,
epistemic adjectives, adverbs, and nouns (Collins, 1991; Hoye, 1997;
Hyland, 1998), as well as classes of collocations, idioms, synonyms, adverb
clauses, and text-referential cohesion (Partington, 1996). These studies ex-
panded the current knowledge base regarding specific structures and lexi-
cal features of written academic text, as well as other common features of
text such as noun and prepositional phrases, stock phrases, and collocations
(Kennedy, 1991; Kjellmer, 1991; Renouf & Sinclair, 1991).

For instance, analyses of large corpora have led to the development of
pattern grammar to identify combinations of words that occur relatively fre-
quently in academic texts and that may be dependent on a particular word
choice to convey clear and definable meaning (Hunston & Francis, 2000).
Because of great strides made in corpus analyses in the past few decades, to-
day much more is known about frequent patterns of verb, noun, and adjec-
tive uses and variations in their meanings, as well as the syntactic and lexical
contexts in which particular lexical and syntactic features occur.

Although findings of text and corpus analyses of the written academic
genre may not be directly applicable to classroom instruction and studies of
student texts, they provide insight into discourse and text conventions of
published academic and other types of texts. Furthermore, they often help
explain how written academic prose is constructed and, by implication, can
inform writing instruction and pedagogy. An additional benefit of corpus
studies is that they shed light on how enormously complex and frequently
lexicalized the uses of language and text in the academic genre actually are.

TEACHING ACADEMIC TEXT FEATURES

Several researchers have identified English composition essays and the
pedagogical essays (Johns, 1997) ubiquitous in English for Academic Pur-
poses (EAPs) programs to be dramatically different from those students are
required to write in the disciplines. Among other researchers, Horowitz
(1986a) identified some of the writing tasks in undergraduate humanities
courses. According to his findings, these included:

• summary/reaction to a journal article or reading
• annotated bibliography in such disciplines as biology, lab, and ex-

periment reports
• connections between theory and data
• synthesis of multiple literature sources
• various research projects

Horowitz further noted that these assignments do not include invention
and personal discovery and "the academic writer's task is not to create per-

TLFeBOOK



24 CHAPTER 2

sonal meaning but to find, organize, and present data according to fairly ex-
plicit instructions" (p. 452). According to the author, sentence-level
grammar, use of discourse markers, and clarity of academic text remain "vi-
tal" (p. 454) in the teaching of academically bound NNS students.

In the 1980s, several studies endeavored to learn about the reactions of
faculty to particular features of NNS students' text (Johns, 1981; Ostler,
1980; Santos, 1988; Vann, Lorenz, & Meyer, 1991; Vann, Meyer, & Lorenz,
1984). Most professors in the disciplines are not well versed in the complex-
ities of ESL instruction or L2 learning and acquisition. Nonetheless, their
perceptions of text quality are important because they are the ones who
grade students' assignments. According to the results of these studies, the
employment of syntactic, lexical, and discourse features of text and errors in
the uses of these features have an influential effect on the perceived quality
of students' text. Although sentence- and phrase-level errors are often seen
in relative rather than absolute terms, the problems in students' uses of verb
tenses, word order, subordinate clauses, passive voice, and impersonal con-
structions have been found to obscure the text's meaning. In the view of fac-
ulty in various disciplines, such as physical and natural sciences, human-
ities, business, and the arts, accuracy in the uses of these and other syntactic
and lexical features is very important and, in most cases, syntactic and lexi-
cal errors result in lower assignment grades.

When thinking about the importance of accuracy in the academic writing
of NNS students, many ESL and EAP teachers believe that syntactic and lex-
ical errors in L2 texts are not particularly damaging because NS writers also
make numerous mistakes in their texts. However, several studies have found
that faculty in the disciplines have a far more critical view of ESL errors than
those of NSs (Santos, 1988; Vann et al., 1984, 1991). Although the indica-
tions of error gravity vary across disciplines and even vary according to the
age of faculty, the conclusions in all investigations largely remain similar:
ESL errors in students' texts are costly in terms of grades and overall evalua-
tions of work quality.

To determine whether the needs of academically bound NNS learners
were adequately addressed in EAP writing instruction, Leki and Carson
(1997) interviewed a large group of students who began their ESL training
and then continued their studies in various disciplines, such as engineering,
biology, business, communications, and social work. The students reported
great differences between the demands of writing in EAP classes and those
in the disciplines. Among other important considerations, many students
identified shortfalls in their vocabulary repertoire and a lack of familiarity
with the dry academic textual style. Most important, the students spoke
about the fact that EAP writing instruction represents what Leki and Carson
called "non-text-responsible writing" (p. 63), whereas in the disciplines stu-
dents are held accountable for the context of the text they read and the con-
tent and accuracy of the text they produce. The authors concluded that what
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is valued in writing classes that emphasize personal growth and experience
is distinct from that necessary in academic writing in the disciplines. They
further stated that EAP writing instruction has the responsibility for prepar-
ing students for "real" academic courses because without adequate expo-
sure to the demands of academic writing students are essentially left to their
own devices once their EAP training is completed.

Johns (1997) explained that the narrow focus of writing instruction in
EAPs and its focus on experiential essays is often based on the principle that,
"if you can write [or read] an essay, you can write [or read] anything" (p.
122). She pointed out that in mainstream courses the expectations and
grading of writing are different from those of ESL/EAP faculty. In fact she
commented that when NNS students are exposed to largely one type of writ-
ing task, they come to believe that "this is the only way to write." Such lim-
ited experience with writing actually does students a disservice and causes
problems in their academic and professional careers.

Like Horowitz, Johns emphasized the importance of text in students' ac-
ademic writing. She emphasized that faculty often complain that students
do not use vocabulary and data with care. However, in her view, because per-
sonal essays are highly valued in ESL and EAP writing instruction and be-
cause many instructional readings are in story form and/or simplified
specifically for NNS readers, students are not exposed to the precision often
expected in much of the academic prose. Furthermore, considerations of
academic objectivity often conveyed by lexical and syntactic means, such as
uses of personal pronouns and passive voice, are in conflict with those fea-
tures of text encouraged in personal essays. Johns emphasized that formal
academic register requires writers to be guarded and personally and emo-
tionally removed from the text. She underscored that the hedged and de-
personalized register of academic text is rarely addressed in ESL/EAP
writing instruction, but should be if students are to attain the proficiency
necessary for their success in mainstream academic courses.

In other studies, Dudley-Evans and St. John (1998) also stated that
"the process approach [to teaching L2 writing], although extremely valu-
able in helping students organize and plan their writing has failed to
tackle the actual texts that students have to produce as part of their aca-
demic or professional work" (p. 117). They also noted that in the United
States, most of those who advocate a process approach see the teaching of
generalized strategies of planning, writing, and revising as sufficient and
believe that a detailed analysis of academic texts lies beyond the job of
the writing teacher (Raimes, 1993; Zamel, 1983). However, according to
Dudley-Evans and St. John, the considerations of end-product quality in
L2 writing is important in academic and professional writing, and com-
bining the strengths of both the product- and process-oriented ap-
proaches to the teaching of writing can lead to overall improvements in
L2 writing instruction.

TLFeBOOK



26 CHAPTER 2

THE NEED FOR EXPLICIT INSTRUCTION IN L2 ACADEMIC TEXT

In an important study that surveyed 77 published research reports on the
effectiveness of explicit grammar instruction, Norris and Ortega (2000)
normed the results of investigations in an attempt to achieve consistency
across various investigative and analytical methodologies. Their
meta-analysis shows that in grammar learning focused instruction of any
sort is far more effective than any type of teaching methodology based on
focused exposure to L2 without explicit teaching. They further found that
focused L2 instruction resulted in large language gains over the course of
the instructional term and that the effects of the instruction seem to be du-
rable over time. Furthermore, Norris and Ortega explained that explicit
instruction based on inductive or deductive approaches leads to greater
L2 gains than implicit instruction of any sort. Thus, given that academi-
cally bound L2 learners need to make substantial L2 gains to begin their
studies, it seems clear that L2 grammar and vocabulary should be taught
thoroughly and intensively.

When students matriculate from ESL/EAP programs, the quality of their
writing and text is evaluated by non-ESL specialists who are faculty in the dis-
ciplines. Furthermore, when students' academic studies are completed, the
accuracy of their text production is continually appraised by subsequent non-
specialists in on-the-job writing whenever college-educated NNSs write
e-mail, notes, reports, and old-fashioned memos. Considerate, understand-
ing, and compassionate ESL teachers who seek to benefit their students have
to teach the skills and language features that students must have to achieve
their desired professional and career goals. In fact, this is what ESL teachers
are hired to do. If instruction in the essential language skills is not provided,
students are largely left to their own devices when attempting to attain L2
proficiency needed for their academic and professional endeavors.

Much recent research has shown that exposure to daily and classroom in-
teractions, as well as fluency-oriented instruction, does not represent an ef-
fective pedagogical approach to developing syntactic and lexical accuracy
(Chang & Swales, 1999; Dudley-Evans & St. John, 1998; Ellis, 2001 Jordan,
1997; Richards, 2002). Although teachers in academic preparatory and
writing programs often believe that they set out to develop learners' aca-
demic reading and writing proficiencies, in actuality few are closely familiar
with the types of writing assignments and tasks that NNS students need to
perform once they complete their language training. For example, a list in
chapter 5 includes the most frequently encountered nouns in course mate-
rials across all disciplines in college-level general education courses and
contains such words as ambiguity, anomaly, apparatus, appeal, and aristocrat. In
all likelihood, few practicing ESL teachers in EAP programs have under-
taken to teach the meanings of these words unless they are fortuitously used
in student reading texts. Fluency development activities in writing that re-
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quire students to keep personal journals or carry out journal-centered cor-
respondence with the teacher are not designed to increase learners'
academic vocabulary or grammar repertoire, with its almost requisite uses
of passive voice, impersonal construction, and complex hedging. In fact
such fluency-based activities encourage the use of immediately accessible
lexicon and grammar structures without a means of language gains and
perpetuate learners' misunderstanding and confusion with regard to the
high degree of accuracy expected in formal academic prose.

A teacher of writing would do a disservice to academically bound NNS
students by not preparing them for academic writing assignments, particu-
larly those in the more common forms the students are certain to encounter
later in their studies. Within these academic assignments and tasks, stu-
dents must produce text that is academically sophisticated enough to dem-
onstrate their understanding of and familiarity with the course material. Yet
few ESL/EAP programs undertake to at least expose their students to vari-
ous types of academic assignments and require production of written aca-
demic (rather than personal) prose (Chang & Swales, 1999; Johns, 1997;
Leki& Carson, 1997).

TYPES OF WRITING TASKS

The discussion of writing tasks in this section relies on the findings of Hale
et al. (1996) to survey the writing requirements in eight comprehensive
U.S. universities. Overall the types of writing expected of undergraduate
and graduate students do not seem to vary greatly with regard to the rhe-
torical and discourse patterns they elicit. Most assignments combine sev-
eral rhetorical tasks (e.g., exposition and analysis in business case studies
or history essays).

The most common types of rhetorical formats found in in-class and
out-of-class assignments represent (in declining order of frequency):

• Exposition (short tasks required largely in introductions and ex-
planations of material or content to follow, and thus it is a compo-
nent of all assignment types)

• Cause-effect interpretation (by far the most prevalent writing
task, found in over half of all writing assignments)

• Classification of events, facts, and developments according to a
generalized theoretical or factual scheme

• Comparison/contrast of entities, theories, methods, analyses, and
approaches (in short assignments)

• Analysis of information/facts (in medium-length assignments)
• Argumentation based on facts/research/published literature (in

medium-length assignments)
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TEACHING ACADEMIC L2 WRITING II

Topics Lecture Name Topics Books Pages

248
43.Teaching
Academic L2

Writing II

Teaching Cause
and Effect

Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp. 41

249
Teaching

Classification

Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp. 42

250
Teaching

Comparison and
Contrast

Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp.  43



251 Teaching Analysis
Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp.  44

252
Teaching

Argumentation

Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp.  45

253
Teaching

Exemplification

Hinkel, E. (2003). Teaching academic
ESL writing: Practical techniques in
vocabulary and grammar. Routledge.

pp. 172-173
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Less common writing tasks include:

• Expanded definition (least common in medium-length and
out-of-class assignments)

• Process analysis in such disciplines as political science, economics,
sociology, psychology, accounting, marketing, and management
(hardly ever found in out-of-class assignments)

• Fact-based exemplification of concepts and theoretical premises
and constructs (overall least common in both in-class and
out-of-class assignments)

• Not found in any assignments—narration/description in the disci-
plines or English courses

In general, the frequency of rhetorical patterns does not seem to differ
greatly among the writing tasks in undergraduate and graduate courses.
Specifically, cause-effect essays can be found in over half of all written tasks
in in- and out-of-class assignments, with exemplification, process analysis,
and definition being comparatively least common.

Exposition rhetorical tasks require writers to explain or clarify the
topic/subject. In general terms, exposition is entailed in expressing ideas,
opinions, or explanation pertaining to a particular piece of knowledge or
fact. For example,

1. What nonverbal cues communicated the most conflict in the newlywed
study? (Psychology) (Epstein, 1999, p. 291)

2. Discuss the various types of accounting information most companies routinely
use. (Business) (Zikmund, Middlemist, & Middlemist, 1995, p. 447)

3. Which forms of government predominated among the Italian city-states ? In
the end, which was the most successful? Why? (History) (Perry et al.,
2000, p. 322)

Cause-effect interpretation tasks deal with establishing causal relation-
ships and are based on causal reasoning. Most assignments of this type in-
clude a discussion or an explanation of a cause-effect relationship among
events or problems, identification of causes or effects, and a presentation of
problem solutions in the case of problem-solution tasks.

Examples of cause-effect interpretation assignments can be:

1. Pabst Blue Ribbon was a major beer company when I was in college. However,
recently it has lost market share, and now you hardly even hear about it. What
happened at Pabst and why? (Business) (Adapted from Bean, 1996)

2. Why does culture arise in the first place? Why is culture a necessary part of
all organized life? (Sociology) (Charon, 1999, p. 105)
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3. Why is the Renaissance considered a departure from the Middle Ages and
the beginning of modernity? (History) (Perry et al., 2000, p. 322)

Classification of events, facts, and developments assignments involve
cognitive tasks in which writers are expected to determine what types of
group members share particular features or characteristics. Therefore, stu-
dents are required to classify clusters or groups of objects, events, or situa-
tions according to their common attributes, create a system to classify
objects or events, and list them based on this classification. For example,

1. In what ways can a company maintain good relations with its union em-
ployees without being unfair to its nonunion employees? (Business)
(Zikmund, Middlemist, & Middlemist, 1995, p. 421)

2. What do Elaine Walster and Ellen Berscheid say are the ingredients for
love? (Psychology) (Epstein, 1999, p. 326)

3. What was the traditional relationship between the people and their rulers
during the Middle Ages? How and why did this relationship begin to
change in the sixteenth century and with what results ? (History) (Perry et
al., 2000, p. 376)

Comparison/contrast tasks expect writers to discuss or examine objects
or domains of knowledge by identifying their characteristics/properties that
make them similar or different. In general, the purpose of such assignments
is to identify the specific points that make objects, events, or situations simi-
lar and/or different as well as explain one in terms of the other.

Examples of these assignments can be:

1. Compare and contrast medieval universities with universities today (His-
tory) (Perry et al., 2000, p. 278)

2. What distinguishes the philosophy of religion from theology ? (Philosophy)
(Schoedinger, 2000, p. 225)

3. Compare the reaction ofOlaudah Equino on first encountering Europeans
with that of the Spaniards encountering Aztecs. (History) (Perry, Peden,
&VonLaue, 1999, p. 351)

Analysis of information or facts (in medium-length assignments) requires
writers to separate a whole into elements or component parts and identify re-
lationships among these parts. Other types of analysis assignments include
applying theories or interpretive methods to the object of analysis or a partic-
ular school of thought, distinguishing facts from theories, evaluating the va-
lidity of stated or unstated assumptions and/or various types of relationships
among events, identifying logical fallacies in arguments, or specifying the au-
thor's purpose, bias, or point of view. For example:
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1. How does the bourgeoisie gradually undermine its own existence according
to Marx? (Philosophy) (Schoedinger, 2000, p. 215)

2. How do the elasticities of supply and demand affect the deadweight loss of a
tax ? Why do they have this effect ? (Economics) (Mankiw, 2001, p. 176)

3. If class, race, and gender are positions within social structures, we should be
able to describe them in terms of power, prestige, privileges, role, identity,
and perspective. Can you do this? (Sociology) (Charon, 1999, p. 86)

Argumentation assignments largely represent a form of exposition that
includes an element of persuasion. Therefore, the rhetorical purpose of
these writing tasks extends beyond the presentation, explanation, or discus-
sion to convince the reader of a particular point of view. In argumentation
tasks, the writers are required to recognize that issues have at least two sides
and present the facts or information to develop a reasoned and logical con-
clusion based on the presented evidence. In practically all assignments, pre-
sentations of unsupported assertions are not considered to be argument-
ation (Hale et al., 1996).

1. Human beings are social to their very core. How does the material covered
in Chapter xxx/this term so far support this proposition ? What do you think
of this argument? (Sociology) (Adapted from Charon, 1999)

2. What is freedom? What is individuality? To what extent do you think hu-
man beings are free or individuals ? What do you think is the origin of free-
dom and individuality? (Sociology) (Charon, 1999, p. 148)

3. Why would removing trade restrictions, such as a tariff, lead to more rapid
economic growth? (Economics) (Mankiw, 2001, p. 262)

Less Common Rhetorical and Writing Tasks

Three types of writing tasks appear markedly less common than those dis-
cussed earlier: definition, process description, and exemplification.

Expanded definition assignments consist of explanations of exact mean-
ings or significance of a phrase or term. Usually these assignments consist of
defining the term, listing the concept to which the term belongs, and specify-
ing the attributes that distinguish it from others in its class. For example:

1. What is social order? (Sociology) (Charon, 1999, p. 147)
2. Explain the meaning of nominal interest rate and real interest rate. How

are they related? (Economics) (Mankiw, 2001, p. 237)

Process analysis involves directions on how someone should do some-
thing or how something should be done, including chronological details in
a series of steps/operations/ actions necessary to achieve a particular result
or happening. In most cases, a discussion of reasons for the steps and nega-
tive directions are needed. For example,
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1. Suppose that you were to set up an organization—for example, a club, a
church, a school, or a small community. What would you do to try to ensure
that social order would successfully be established? (Sociology) (Charon,
1999, p. 147)

2. What is the business value chain ? Use frozen pizza sold in supermarkets to ex-
plain your answer. (Business) (Zikmund, Middlemist, & Middlemist,
1995, p. 17)

Exemplification and illustration largely deals with expanding on theo-
ries/concepts/ ideas and providing reasonable amounts of detail to explain a
type, class, or group of objects or events by presenting examples. These as-
signments largely rely on general-to-specific discourse organization flow.
For example,

1. Give at least two examples of what children can learn from playing
peek-a-boo. (Psychology) (Epstein, 1999, p. 258)

2. What is a simple idea, according to Locke? Give examples. (Philosophy)
(Adapted from Schoedinger, 2000, p. 351)

QUESTIONS FOR DISCUSSION

1. What are the key writing tasks with which NNS writers need to
be competent based on research and interviews with undergraduate
and graduate faculty? What kinds of instruction can help NNS writers
improve these skills?

2. What are the most common forms of academic writing assign-
ments? How can a teacher in an ESL or EAP writing course help stu-
dents prepare for these kinds of assignments?

3. What can be possible reasons that the common types of es-
says/writing tasks required of students in ESL/EAP writing courses are
distinct from those in courses in the disciplines? If you were in charge
of the curriculum in preparatory ESL writing courses, would you
change the types of writing tasks required of students? If yes, in what
way? If no, why not?

FURTHER READINGS ABOUT WRITING TASKS
AND WRITTEN ACADEMIC GENRES

Writing Tasks

Johnson, D. (1989a). Enriching task contexts for second language writing: Power
through interpersonal roles. In D.Johnson & D. Roen (Eds.), Richness in writing
(pp. 39-54). New York: Longman.

Leki, I., & Carson, J. (1997). "Completely Different Worlds": EAP and the writing
experiences of ESL students in university courses. TESOL Quarterly, 31(1), 39-70.

TLFeBOOK
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Topics Lecture Name Topics Books
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44.Teaching
Reading and

Writing in the
Pakistani ELT

Context

Introduction to
Teaching reading
and writing in the

Pakistani ELT
context

Aftab, A. (2012). English language
textbooks evaluation in Pakistan
(Doctoral dissertation, University of
Birmingham).

255
Teaching Reading

Skills in the
Pakistani Context

Aftab, A. (2012). English language
textbooks evaluation in Pakistan
(Doctoral dissertation, University of
Birmingham).

256

Integration of
Reading Skills in

the Pakistani
National

Curriculum

Aftab, A. (2012). English language
textbooks evaluation in Pakistan
(Doctoral dissertation, University of
Birmingham).



257
Teaching Writing

Skills in the
Pakistani Context

Aftab, A. (2012). English language
textbooks evaluation in Pakistan
(Doctoral dissertation, University of
Birmingham).

258

Integration of
Writing Skills in

the Pakistani
National

Curriculum

Aftab, A. (2012). English language
textbooks evaluation in Pakistan
(Doctoral dissertation, University of
Birmingham).



8 

 

The provincial population figures detailed above have helped in deciding the sampling criteria 

for the schools selected for the present research [see section 6.7.3 below].  

 

2.3   Role of English in Pakistan 

Urdu is the national language of Pakistan and helps in uniting the general public linguistically 

in a country whose people speak different regional languages; in fact it functions as a kind of 

local Lingua Franca in Pakistan (Shamim, 2011).  English is recognized as the second 

language.  However, it is spoken by a very small percentage of the population in Pakistan as 

shown in Table: 1.2 in which English does not even figure among the major languages to be 

given a separate reference and is instead included in the ‘others’ category: 

Table: 2.2 

Language Percentage of Speakers Number of Speakers 
Punjabi 44.15 66,225,000 

Pashto 15.42 23,130,000 

Sindhi 14.10 21,150,000 

Siraiki 10.53 15,795,000 

Urdu 7.57 11,355,000 

Balochi 3.57 5,355,000 

Others 4.66 6,990,000 

(1998 census cited in Rahman, 2004.: 2)  

            Major Languages spoken in Pakistan 

     

Yet English is one of the main languages which are being utilized in the major spheres of 

power, like bureaucracy, judiciary, commerce, education, research and so on.  There is some 

confusion regarding the official language even in the official circles; some refer to Urdu as the 

official language, while others assign English to this position: 

English was supposed to continue as the official language of Pakistan till such time that the national 

language (s) replaced it. However, this date came and went by as many other dates before it and English 

is as firmly entrenched in the domains of power in Pakistan as it was in 1947.  

   (Rahman, 2004: 5) 

 

Rahman (2004) is of the view that the elite classes of Pakistan have been responsible for 

maintaining (if not strengthening) the privileged position of English in the country for their 
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vested interests, namely that of reinforcing their own superior status.   Whatever the reason 

for being assigned so much prominence, English has come to be accepted in the country 

especially by the younger generation: 

In recent years with more young people from the affluent classes appearing in the British O’ and A’ 

level examinations; with the world-wide coverage of the BBC and the CNN; with globalization and the 

talk about English being a world language; with stories of young people emigrating all over the world 

armed with English---with all these things English is a commodity in more demand than ever before.  

                                                                                                                                       (Rahman, 2004.: 5) 

 

In the coming years the influence of English will continue to spread; “globalization will 

increase the power of English because it will open up more jobs for those who know it” 

(2004:7).    Notwithstanding Rahman’s misgivings about English as the language of the 

powerful elite, other Pakistani linguists affirm that the language is playing a significant role in 

the country – as a Lingua Franca and a “necessity” (Warsi, 2004; Akram and Mahmood, 

2007: 6 respectively).  Moreover, even the general populace believes that knowing English is 

“an asset”.  In fact, the growth of English medium schools even in remote areas highlights the 

great “demand” of the language among Pakistanis. (Ashraf, 2006: 112) 

 

Furthermore, after years of debate as to which language (Urdu/English) should be used as the 

medium of instruction there has been official recognition of the importance of English as a 

language in Pakistan.  This change in government attitude is reflected in the following 

assertions made by Aly (2007) while reviewing the national educational policy during the 

stint of the previous government (2002 – 2007): 

Historically, proficiency in English language has been the privilege of the elite and those who have 

been kept outside the facility of this language were at a disadvantage. Everyone now needs to learn 

English… To ensure that our education system provides for imparting instruction of English language 

to all people across the entire breadth of the country, it is important to comprehend the usefulness of the 

facility of the functional language and all the public schools should provide instruction of English 

language of uniform standard. 

                        (2007: 54) 
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The new government which took office in 2008 has continued to recognize the importance of 

English and the draft of the new education policy (2008) supports this view: 

Pakistan’s policy is… based on the perception of increased importance of English language. It has been 

felt that the education sector, with the exception of a few elite schools, fails to produce the requisite 

proficiency. This has led to social exclusion of those who cannot afford to access these schools. There is 

also an opinion that the deficiency has impacted Pakistan’s potential to attract investment and benefit 

optimally from globalization. In Pakistan the best jobs, whether in the public or the private sector, are 

beyond the reach of those who lack proficiency in the English language.  

                                                                                          (2008: 30) 

 

Thus according to the latest education policy, English will be taught from Grade I onwards as 

a compulsory subject and there will be a gradual shift towards English medium all over the 

country (at present many public schools are using Urdu as a medium of instruction).    

 

Masood (2006) goes on to commend this policy since “higher education, research and access 

to better-paying jobs need a degree of proficiency in English that pupils from Urdu-language 

schools tend not to have” and asserts that teaching English from the commencement of formal 

schooling “will undoubtedly make a difference to the lives of many” (2006: webpage). This 

once again highlights that English is generally believed to play a vital role in Pakistani society 

even though a very small percentage of the population use the language in their daily 

discourse [see above].  

 

Here it is important to emphasize that various linguists [named above] have just mentioned 

the different roles of English in general terms and no one has really tried to probe into the 

actual situation and illustrate the specifics.  For instance, Masood (2006) and the Educational 

Policy (2008) refer to the value of knowing English in the job market in vague terms like 

having access to “better-paying jobs” and “best jobs”, while no attempt is made to elaborate 

upon or elucidate which particular job sectors and levels require English. However, Hasan 
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(2009) has presented a relatively comprehensive list of areas where English is used in 

Pakistan: 

All government documents, military communications, street signs, many shop signs, business contracts 

and other activities are done in English. The language of the courts is also English. English is taught to 

all school level Pakistani students, and in many cases the medium of instruction is also in English. At 

College and University level all instruction is in English. Pakistan boasts a large English language press 

and media. 

 (Hasan, 2009: webpage) 

 

[Also see section 3.2 below] 

 

2.4  Educational System of Pakistan 

The education system of any country is complex and multifaceted and so here it is neither 

possible nor relevant to provide a comprehensive survey of the whole system.  Instead, the 

following discussion focuses on some aspects of the Pakistani educational system which are 

pertinent to the research in question.  Without understanding the jurisdiction, structure and the 

simultaneous working of parallel systems of education in Pakistan, it will not be possible to 

comprehend the textbook situation.  The school categorization and the comparison of the 

private and public educational sectors have provided the rationale behind the selection of 

schools for the present study.  Finally, since teachers are the bridge between coursebooks and 

the students, it is essential to briefly examine the teacher training structure. 

 

2.4.1  Official Jurisdiction 

In Pakistan, education had been under both the central control (that is the federal government) 

and the provincial governments.  Saeed (2007) elaborates that at the centre the Ministry of 

Education, based in the federal capital (Islamabad), is in charge of preparing the national 

educational policies. Then each province formulates its own strategies but within the 

framework proposed by the federal government.  According to the Federal Education Ministry 
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Presentation (2008), the Curriculum Wing is responsible for the overall preparation and 

approval of the scheme of studies, curricula and textbooks of the different subjects. Thus as 

affirmed by Saeed: 

… uniform curriculum of each subject is followed all over the country; although textbooks in different 

subjects may vary across the provincial text book boards (PTB).  

         (2007: 47) 

 

However, recently under the eighteenth amendment to the constitution (which has been 

passed by the parliament in 2010) the formulation of the educational policies (including 

curriculum development) is being handed over to the provincial governments. 

 

2.4.2  Educational Structure 

The educational levels are classified into elementary (grades 1-8, ages about 5 to 13), 

secondary (grades 9-12, ages about 14 to 18), and tertiary or higher education after 12 years’ 

schooling. The elementary grades are further divided into primary (grades 1-5) and middle 

(grades 6-8). 

 

2.4.3  Categories of Schools 

The following up-dated classification of schools in Pakistan based on the categories listed by 

Pakistani researchers like Aly (2007) is deemed relevant for the present study [see section 

6.7.3 below]:  

Table: 2.3 

School 

Type 

Management Examination  Clientele 

Public Sector 

Government 

I 

Provincial Education 

Department  

Local Matriculation 

Examination 

Rural & urban poor 

Government 

II 

Local Bodies (like 

union councils) 

Local Matriculation 

Examination 

Urban poor and 

lower middle class 

Government Autonomous under Local Matriculation Urban lower middle 
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Model   commissioners Examination & middle classes 

Cadet Cantonment boards Local Matriculation 

Examination 

Urban middle class 

Public Elite Autonomous under 

the governor 

O’ Level & Local 

Matriculation 

Examination 

Rural & urban upper 

middle & upper 

classes 

Private Sector 

Madrassas Religious bodies Religious boards 

recognized by the 

government 

Rural and urban poor 

Private  I Private owners Local Matriculation 

Examination 

Rural & urban poor 

& lower middle class 

Private II Charity/ 

Philanthropists 

Local Matriculation 

Examination 

Urban poor & lower 

middle class 

Private III Private owners O’ Level/Local 

Matriculation 

Examination 

Urban middle & 

upper classes 

Private 

School 

Chains 

Private owners O’ Level/Local 

Matriculation 

Examination 

Urban middle & 

upper classes 

Private Elite 

Institutions 

Private owners – 

foreign 

management 

O’ Levels & American 

school diploma 

Urban upper class 

Categories of Schools in Pakistan 

   

2.4.4  Parallel Systems of Education  

 There are parallel systems of education in Pakistan – both differing in terms of objectives.  

The first system prepares the students for the local board examinations referred to as 

matriculation examination.  Both the public and many private sector schools have adopted this 

system.  There has been general confusion about the medium of instruction, with successive 

governments opting for Urdu or English (in rural Sindh the regional language Sindhi is widely 

used as the medium of instruction) at whim.  The recent governments are promoting English 

as the medium of instruction [see section 2.2. above].  Irrespective of the approved medium, 

English is a compulsory subject from middle school upwards. The public sector schools 

prescribe the provincial textbook board approved textbooks, while for the private sector the 

school administration selects textbooks from those available locally.  
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The second system follows the British educational scheme leading to the O’ level 

examination.  The medium of instruction is English and generally imported textbooks are 

prescribed.  Some private sector schools especially those in the affluent urban areas and the 

public elite institutions have adopted this system.  However, most of the older established 

private institutions (that is, founded before 1979) and some relatively newly established 

schools offer both the local and the British system.  

 

2.4.5    The Public and Private Divide 

First of all, it is important to clearly identify what constitutes public sector and private sector 

in the context of Pakistan. Aly (2007), while discussing the Pakistani educational scenario in 

policy papers (compiled to debate issues related to the education policy of Pakistan) clarifies 

these terms as follows: 

The public sector can be taken to include all government and State controlled organizations/institutions, 

while the private sector will be defined as “all organizations/ institutions not governed or controlled by 

the State”. This definition equally encompasses institutions that are for profit or not for profit, 

religious/missionary and located/controlled from within Pakistan or internationally controlled. 

                                                                                (2007: 30 – 31) 

  

 

Private sector has continued to play an important role in education since Pakistan was 

founded in 1947.  The only exception was the 1970s when nationalization policy affected the 

educational institutions.   

 

Generally it is held that the children belonging to the upper strata of society attend the private 

schools, while the public schools cater to the students belonging to the lower social classes. In 

other words, it is believed that the public schools reach out to the greater sections of the 

society.    
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However, the detailed survey of the situation highlights the other side of the picture.  Recently 

with the setting up of low cost private schools (even in rural areas) children of low income 

families have a choice of opting for private institutions.  In addition, the numbers of private 

school students has risen in recent years, and this number is expected to rise further: 

…a growing number of students now attend private schools, giving rise to an industry that has become 

one of the country's most profitable. According to former finance minister, Shahid Javed Burki, as 

many as 30 percent of Pakistani students now attend private schools. These range from one-room 

schoolhouses in villages that charge less than $1 per student to international schools that cost the same 

as elite private schools abroad. 

         (Qureshi, 2008: webpage) 

 

Furthermore, the examination of the educational level wise figures issued by the National 

Educational Census (2005) has belied claims that Pakistani educational scenario is dominated 

by public sector institutions at all levels.  Thus a comparison of the number of middle schools 

belonging to public and private sectors classified separately into rural and urban types shows 

up interesting results (see Figure: 2.1 below):  

Figure: 2.1 

33%

5%

30%

32%

Public & Rural

Public & Urban

Private & Rural

Private & Urban

 
Sector Wise Distribution of Middle Schools 
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As observed from Figure: 2.1, the number of private middle schools in rural areas (30%) is 

almost at par with the public sector middle institutions (33%) in the same locale.  On the other 

hand, while private sector schools are flourishing in the urban regions (32%), the number of 

public schools is comparatively very insignificant (only 5 %).   The enrolment situation is 

similar to that of the number of institutions, as supported by the following graph:   

Figure: 2.2 

33%

9%

27%

31%

Public & Rural

Public & Urban

Private & Rural

Private & Urban

 
Sector Wise Enrolment in Middle Schools 

 

In rural localities, the difference between the number of students attending public sector 

middle schools (33%) and those attending private sector (27%) is not very substantial, while 

in the urban areas the difference in enrolment in the two types of schools (9% and 31 % ) is 

very significant.  In other words, private middle schools appear to be popular in both urban 

and rural areas, whereas public middle schools seem to be in demand only in the rural areas. 

Thus 58% (31 + 27) of the middle level student population attends private middle schools in 

the country.   
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The above mentioned figures support the fact that private sector institutions are gaining 

popularity among the population across the board in Pakistan.  This phenomenon by default 

throws light on the dismal state of affairs in the public sector education, as also asserted by 

Dubin and Olshtain (1986) while discussing general language curriculum development: 

An indication that language programmes are failing to meet learners’ objectives is often signaled by the 

existence of flourishing schools and courses outside the official educational system.   

                (1986: 11)  
 

The above assumptions are supported by Aly (2007) in the context of Pakistan since he 

explicitly blames the poor quality education being imparted by the public institutions for the 

sharp increase in private educational institutions.   Similarly, Masood (2006) has indicated 

that the dismal standard of education in the public schools is responsible for the preference of 

the private sector education among the lower classes in Pakistan: 

Worldwide, privately-funded schools tend to offer a significantly better quality of education compared 

to state-funded ones. In Pakistan, however, the difference between the two amounts to a chasm. 

Pakistan's state schools are notoriously bad.  

             (2006: webpage) 

 

Thus the private sector schools provide a good return for money because they provide better 

quality education at reasonable rates.  However, a different perspective is provided by some 

rural educators (interviewed during the course of this research) who assert that private 

schooling has become a status symbol with parents who can afford it opting for these 

institutions, while in actual fact the quality of education is comparatively worse.  

 

2.4.6  Teachers Training 

In Pakistan training is a pre-requisite for public sector teachers.  This training is classified into 

‘pre-service training’ provided by the Government Colleges of Elementary Training and the 

‘in-service’ training which is structured differently in the four provinces. Mainly the 
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Provincial Institutes of Teacher Education are responsible for in-service training. In Punjab 

the Department for Staff Development is responsible for the training.  In addition, B Ed 

degrees are awarded by Allama Iqbal Open University through distance learning projects and 

some private sector institutions.   

 

The private sector schools do not adhere to the requirements specified for the public sector 

with regard to hiring of teachers.  Instead, each school administration decides its own criteria 

for teacher selection. Generally training is stressed only in the more affluent institutions.  A 

few well reputable school systems like the City School System have developed their own 

training services where teachers belonging to different branches from all over the country are 

trained. (Adapted from National Education Policy Review Team, 2006: 52 – 53; and, Aly, 

2007: 23 – papers prepared for revision of the National Educational Policy.) 

 

2.4.7  The Standard of English Language Education in Pakistan 

It is perceived that the standard of teaching English in Pakistan is not up to the mark, 

especially as far as it implies facilitating students to use the language in real life. Thus 

linguists assert that Pakistani student lacks the ability to communicate effectively, fluently and 

accurately in the language even after studying English for at least 6 years (Warsi, 2004; 

Ashraf, 2006).  Moreover, some studies which have been conducted by linguists exploring the 

ongoing English language courses and English proficiency of Pakistani students have revealed 

significant data.   One such research highlighted the following weaknesses in the public 

tertiary level English programmes: 

The assessment practices in all cases focus on assessing content knowledge such as… ‘characteristics of 

a good paragraph’ instead of language skills.  Students are given few opportunities to develop academic 

literacy since teaching and learning focuses mainly on getting good grades in the content-based 

examination. Additionally, there are few expectations that learners will use English in the classroom. 

                       (Shamim, 2011: 8) 
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Yet a survey of the relevant students and teachers (which was part of the same study) 

illustrated a high degree of satisfaction with the examined courses: 

Surprisingly, we found that the majority of learners rated their current English language courses highly 

in terms of meeting their future needs. Similarly, more than 50 per cent of teachers agreed or strongly 

agreed that the current English language courses would help students in meeting future needs. This 

apparently optimistic picture could be the result of two things: a) teachers’ and learners’ limited 

experience of alternative pedagogies and assessment practices and b) a focus on gaining high grades in 

English as short-term goals for success in their respective educational programmes. 

             (2011: 8)  

   

An earlier research project explicitly revealed that “most of the students do not know the basic 

structure of the English sentences. They find great difficulty in change of voice and 

translation.” (Ghani, Mahmood, and Akram 2008: 8)  However, it is important to point out 

that the utilized proficiency test in this project was solely based on the grammatical and 

writing skill content of the local secondary level textbooks; the researchers made no attempt 

to devise an independent ‘basic’ English assessment tool.  This observation highlights that at 

times even in research English language testing is primarily based on the prescribed 

coursebooks. 

 

Importantly, as borne out by innumerable advertisements promoting English courses outside 

the normal educational system [see Appendix 1 below for examples of these advertisements 

taken from newspapers] many private sector informal educational establishments have 

cropped up in Pakistan over the years. Most of these institutions either prepare Pakistanis for 

foreign English language proficiency examinations like IELTS or TOEFL (a requirement for 

higher education in native English speaking countries and emigration to Australia) or claim to 

improve spoken or professional English.  As such these programmes highlight that even after 

spending significant period studying English the Pakistani learners are deficient in language 

skills necessary for their future life.  This in turn throws light on the deficiencies in the formal 
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educational system which necessitates the conduction of these adult second language 

programmes (Dubin and Olshtain,1986; Javed, 2008, cited in Hasan, 2009). 

 

Finally, the actual samples of English language [provided in Appendix I below] produced by 

college level Pakistani students illustrate English language deficiencies.  Sample A consists of 

extracts from the dissertations of students who have completed Masters in ‘English Language 

Teaching’ in a private university.  Sample B contains extracts from English literature 

examination answers written by students of a government affiliated B Ed institution.  Sample 

C comprises extracts from essays written by first year students of one of the top ranked 

Pakistani private university.  These extracts exemplify that the students have not acquired 

effective skills for using English; in fact, some samples do not make any sense.      

 

2.4.8  Preliminary Survey of Textbooks in Pakistan  

2.4.8.1  General Textbook Scenario 

The textbook situation in Pakistan has been dismal and marred by inefficiency and 

inadequacy as even recognized by the research conducted by the Federal Ministry of 

Education itself: 

In Pakistan the education publishing sector as a whole and the role textbooks and learning materials can 

play in the development of education are largely underdeveloped. The learning environment of 

government as well as many private schools is passive.  

                        (National Education Policy Review Team, 2006: 53) 

 

The textbooks prescribed for the public sector overburden the students with innumerable facts 

most of which are not clearly explained.  Moreover, there is no emphasis on application of 

knowledge and this encourages rote learning.  
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This recognition of weaknesses in the system has lead to the revising of the National 

Textbook Policy.  Previously by and large the provincial governments’ publishing houses 

(Provincial Textbook Boards) provided the textbooks to the public schools.   In 2001 the then 

Federal government decided to deregulate the publishing of textbooks. The objective of this 

'deregulation policy' is to promote the private sector to get involved in the development of 

school books.  The rationale behind this change of policy was the perception that since the 

provincial Textbook Boards are the sole supplier of textbooks for public schools there is no 

choice for the user and no competition for the provider:  

Choice on the part of the buyer promotes knowledge, empowerment and participation. Competition on 

the part of the seller forces the acquisition of the best available know-how for product development and 

leads to a wider variety of products, improved quality and better prices. 

                                                        (National Education Policy Review Team, 2006: 53) 

 

As a result of the implementation of this policy, even public schools would have been able to 

choose from a wide range of better quality text-books.  However, the process was stalled by 

misgivings and reservations and by the time the previous government (in 2008) was voted out 

this deregulation textbook policy had still not been instigated.  Nevertheless, the present 

government (2008 –) has managed to resolve the main issues and consequently, coursebooks 

are being sanctioned for public schools under the new policy.  

 

2.4.8.2  The State of English Language Textbooks  

The discipline of English language materials development is not being assigned any 

significance in Pakistan and few educationists and applied linguists have ventured into this 

area.  Consequently, there is hardly any illuminating literature on the English Language 

textbook situation in the country.  A few of the comments that touch on this subject are 

discussed below.  
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Warsi (2004), while analyzing the prevailing educational environment in Pakistan with 

reference to teaching English as a second language, contends that the coursebooks are being 

prescribed without taking into account the linguistic or developmental level of the learners: 

…textbooks in Pakistan are not geared towards honing on the linguistic needs of the learner, taking into 

account whether or not the learner is at the appropriate developmental stage to acquire the target 

language structures.  

 (2004: webpage) 

 

He goes on to assert that providing appropriate English language textbooks to students would 

help in improving the standard of English: 

The Department of Education can play an instrumental role in publishing textbooks that are written in 

accordance with generative grammar and the structural method containing appropriate pictures and 

graded exercises. Fortunately, there is a plethora of English as a Second Language textbooks, making it 

relatively easier for educators and policy makers in Pakistan to adopt appropriate textbooks taking into 

consideration the learner’s level of proficiency and specific curricular objectives for the level being 

taught.  

     (2004: webpage) 

 

A Pakistani research report The Subtle Subversion has examined the weaknesses inherent in 

the curriculum of Pakistan.   The report looks at the content of the coursebooks, and not at the 

activities, texts or language used in these books.  However, a few shortcomings of the English 

teaching materials pertinent to the proposed study are illustrated.  For instance, it is asserted 

that the English language textbooks produced in Pakistan fail to interest students or develop 

their intellectual curiosity.  In addition, it is maintained that the coursebooks are poorly 

written as far as the language and design is concerned.  Finally, it is highlighted that the local 

textbooks use an outdated methodology and their focus is limited to fulfilling the examination 

requirements: 

…there are numerous pedagogical problems in school textbooks, the consequences of which on 

students are enormous. In many books, the main concepts are unclear, arguments lack logic, 

explanations are lacking, and the emphasis is on rote learning and blind deference to the authority of the 

teacher and the textbook and the demands of examinations. These are all strong disincentives to curious 

and questioning minds who seek understanding and truth through objective facts, logical arguments, 

and debate. 

 (Nayyar and Salim ed., 2007: 6) 
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In conclusion, most of the above mentioned assertions show that there is a considerable 

awareness about the weaknesses prevalent in the local coursebooks.  Nevertheless, no one is 

willing to delve deep into this issue.  For example, Warsi (2004) merely mentions a few basic 

shortcomings of textbooks, and recommends that officials and educators should select 

appropriate textbooks from amongst the many books flooding the market, making the 

students’ linguistic level and the syllabus aims the basis for selection.  However, the 

coursebook selection procedure is a complex process involving numerous factors, and so does 

not warranty such simplistic solutions.  [See sections 4.5, 4.7, 4.8 and 4.9 below] 

 

2.5  Conclusion 

The previous discussion has highlighted the importance of English in Pakistan, the existing 

shortcomings in the education sector, and the prevalent weaknesses in the standard of English 

textbooks.  However, it is essential to examine and verify the validity of most of these 

assertions.   Moreover, the recent revisions in the curriculum and education policies, call for 

an appraisal of the situation.   

 

Having established the local background behind textbook preparation and selection, the next 

chapter will examine the general issues indirectly related to materials development, like the 

overall role of English language in the world, the developments in teaching methodology and 

the different principles of curriculum preparation and ‘needs analysis’.     

  



LECTURE 45

INTEGRATING RECEPTIVE AND PRODUCTIVE SKILLS

Topics Lecture Name Topics Books Pages

259

45.Integrating
Receptive and

Productive
Skills

Introduction to
Integrating

Receptive and
Productive Skills

Miguel Angel, (2000). An approach to
the integration of skills in teaching

English, Language and literature
journal

pp. 21

260
Why Should We
Integrate Skills

Miguel Angel, (2000). An approach to
the integration of skills in teaching

English, Language and literature
journal

pp. 22

261
Order Of L2
Acquisition

Miguel Angel, (2000). An approach to
the integration of skills in teaching

English, Language and literature
journal

pp. 23-24

262
Writing and Other

Skills

Miguel Angel, (2000). An approach to
the integration of skills in teaching

English, Language and literature
journal

pp. 29-30



263
Reading and Other

Skills

Miguel Angel, (2000). An approach to
the integration of skills in teaching
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Resumen

Con frecuencia,las destrezasde comprensióny expresiónenla clasede lengua
extranjerase han venido practicandocomo compartimentosestanco.Estosenfo-
queshanproducidouna separaciónentrela realidaddel aulay la quenosencontra-
mosen la vidareal, produciendounaartificialidadnadapropiadela prácticacomu-
nicativa. Este artículo pretendehacerhincapiéen las prácticasintegradasde las
cuatrodestrezas,paraconvertir las clasesen un escenariomásauténticodesdeel
puntode vistade la enseñanzay el aprendizaje,y más significativo y motivador
paraprofesoresy alumnos.Se tratadeofrecerunabaseparala prácticacontextua-
lizadade los contenidoslingílísticos.

PALABRASCIAVE: Integración,destrezas,comprensión,producción.

Abstraet

Receptiveand productiveskills havefrequently been practisedin isolation
within teaching syllabuses. Such approaeheshave in man>’ ways made an
articificial distinetionbetweenin-classroomand out-of-classroomrealities,which
is not inherent to communicativepraetice. This article will focus on how the
integrationof alí four skills cancontributetowardsa morereal-lifeenvironmentfor
both teachersand leamers,as well as more meaningfulandmotivating.Thebasic
idea is to offer a commongroundfor linguistie contentto be fully contextualised.

KEY WORDS: Integrauion,skills, receptive,productive.
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Résumé

Fréquemrnentles habiletésde compréhensionet expressionont étéconsidérées
danslaclassedelangueétrangéreeommedeseompartimentsétanches.Cespratiques
de classeont produit une séparationentre la réalité de la classeet celle que nous
trouvonsdansla vie réelle,produisant,danslepremiercas,uneséparationartificielle
inexistantedansla communicationauthentique.Le proposde cetarticleest d’insister
sur l’intégrationdesquatrecompétencespourfaire de laclassede langueun endroit
plus authentiquedu point de vue dc 1’ enseignement¡ apprentissageet plus

significatif et motivantpourprofesseursetéléveset deprésenterunedémarchepour
la pratiquecontextualiséedesélémentsdu systémede la langue.

MOTSCLÉS:Intégrarion, compétences,compréhension,production.

1. Introduetion

Whenweareteachinga secondlanguagewe aretrying to developin thelearner
not just grammatical competencein the Chomskyansense,but communicative
competence.Thc leamermust, it is true, dcvelop the ability to produce and
understandgrammaticalutterances,he must be able to distinguishgrammatical
from ungrammaticalsequences,but he must also know when to selectthe one
which is appropriateto the eontext,both linguistic and situational.Therefore,the
languagedatato which the learneris exposedshouldbepresented«in eontext».

If ELT does not only involve the teachingof the English sound system.
grammaticalstructuresor vocabulary,butthepracticeof thecontextsin which they
occur —that is, understandingand producing language-,teacherswill havea
fundamentaltask in providing the studentswith texts, oral passagesandsituations
for the studentsto communicatebothin the written andthe spokenform. Theseare
the so-calledfour skills of reading,writing, listeningandspeaking.

The work presentedhere intends to show an integrativeapproachto the
teaehingandpractice of the languageskills. bearingin mmd that the language
classwill becomemorepurposefulandmcaningfulfor thelearnerat alí levels if
we do so. Thc methodologicalprincipies behind this approachare equally
applicable lo general English. English for specitic purposes,or the Primary
Englishclassroom.

Ewen Arnold (1993) points out that many tasks in task-basedcoursesare
purposelessbecausenothing is donewith the students’outputandit doesnot lead
anywhere.The ideais to maketheclassroomcontextsandsituationscomecloser
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to the real-life ones,no matterhow artificial or simulatedwe ma>’ think that the
teachingand learningenvironmentis. It is a matterof linking tasks;by way of
example,whenwe dealwith an answerphonemessage(listening),we often have

to usethis informationin the spokenor written form (by ealling someonebackor
writing a note).

Our primar>’ eoncernas teachersis to activate strategiesfor learning in the

students.as well asprovidingstudent-centredmaterialswhich focuson theprocess
of communication.Let us seein which way the integrationof skills contributeto
thc task of facilitating secondlanguagelearning.

2. Why shouldwe integrateskills?

lf we ask, «What is the ultimate aim of languageteachingt>most teachers
would probabí>’ agreethatoneansweris that studentsshouldbe ableto understand
aud producethe languagethat they need—in other words, we want them to
developtheir autonomyin languageuse,that is, a kind of freedomin their choice
of languageandmanner.By integratingskills we areprovidinga certaininput that
becomesa basisfor further output, which in turn will be new input, andso on. In
this way the students’ contribut¡onsturn out to be pafl of the processin which
languageis generated.

Rather than focusing on ways of controlling the languageand ideas that

studentsproduce, we should always be looking for ways to free things up.
Similarly, we should move the studentsfrom the role as consumenin the
classroomtowardsihe roleasproducers.By doingthis,we are alsolikely to move
away from «languagespecific» work and insteadinvolve the studentsin broader
educational processes.Some teachers will actually say that they are only
responsible for teaching the language, and not for the general educational
developmentof the students.l-lowever.as notedby Andrew Littlcjohn (1998: lO):

Whctherwc are aware of it or not, studentswill always lcarn more u their
languageclassesthao jusí language.Thcy will also lcarntheir role u Ihe classroom
audtío a greateror lesserextentípick up valuesaud attitudesfromIhe texts theyuse.
Thcv wil also learn a lot ahouttheniselvesas learners.and aboutwhat language
learninginvolves.

In ni>’ view. whenwe integrateskills we are thinking beyondlanguagealone
and refiecíon how our teachingdoes.or doesnot, enrichthe lives of the students;
and. most importantly, we areusingthe targetlanguageandcultureto do so.
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LittlewoodaLo mentionsanutnberof principiesthat~find usefulasastarting
point to plan a seriesof lessonsor coursebookunits if we are to analysethe
teachingof skills from a holistie pointof view:

• Making teachingeoherentmeansto ensurethat taskslink togetheraround
a commontopie which lastsa whole lessonor extendsovera seriesof lessons.In
this way the contentwill sta>’ with the leamerlonger—andwith it, the language.
Otherwise,a randomchoiceof topic to exemplify a languageform makesit more
difficult to learnthe language.asthereis nothingcoherentto makeit memorable.

• Another way to enrich our teachingof skills and make languagelearning
morecifective is to useeontentwortb learningabout. We shouldexposethe
studentsto bits of language(throughReadingor Listening)thatare significant for
thestudentsto producetheir own language(in Writing or Speaking)

• Using the students’ intelligence:If we want to make languageleaming
morechallengingandmotivating,we shouldusewhat Chih-HuaKuo (1993)calís
process-orientedmaterials. The type of activities involved in the use of thcse
materials are unprcdictablein nature and the learnermust interpretand make
inferencesand decisions,since they are cognitivel>’ demanding.They facilitate
interactionand the developmentof both linguistie knowledgeandcommunication
skills. Theintegrationof skills comesmorenaturalí>’ if weacceptthat thestudents’
planning,reviewing andevaluatingof their work is more motivating than a mere
patternpractice,matchingor repetition.

• Fosteringautonomy:Oní>’ when the studentsare able to understandor
expressthe languagethat they needor want,can we think that thereis a senseof
aehievement,which is essentialin the Iearningprocess.

A group of EOI teachersin Barcelonahaverecently publishedsome work

(1998) on the analysisand exploitationof authenticaudiovisualmaterials.Thcir
eonclusionspoint to the neccssityto makethe studentsawarethat if thereis a task
to carry out, Iheir outcome should be relevant for them to apply in other in-
classroomsituations,as well as outsidetheclassroom.

Obviously the objective for English language leamers must be better
communication; better communication with their peers, with sources of
information and other leaming resources,suehas literature, songsor Internet
materials.It is here, in a dynamiclearningenvironmentwherethe integrationof
skills, eitherwithin a lessonor within a block of lessons,makcs it easierfor the
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Nevertheless,manyexperiencedteachershaveobjeetedthatsornestudentsfeel
very insecurewhenthey are forcedto dependon the car alone. It may be thought
that it is betíerfor the studentsto seethe eorreet,aceeptedversion of the written
languageatancarlierstageandlearnto useit asa help andsupportfor learningand

practice. In my view, though, it seemsa reasonableapproachto presentalí new
materialfirst in oral form, especialí>’ in the elementar>’ seetionsof the eourse;to
give thc studentspracticein working with Ihis materialorallyuntil they canhandle
it; thcn to train them with the script. After the studentshavereceivedsomehelp

from theprintedversion,they shouldbe givenopportunitiesto practisethematerial
oralí>’ until they candemonstratetbat they haveleamtit thoroughlyandare ableto
apply it to their own situations.

The matterof encodinganddecodingmessagesthroughtheuseof theskills in a
secondlanguageis connectedwith certain verbal abilities aequiredin the mother
tongue:however.the instruetiontn a secondlanguagewiIl needto re-teach,to some
extent,what waslearnt in one’sown language.In Pit Corder’swords(1973: 116):

(... ) learningto readand write presupposcs(at ]east, in aH normal people) Ihe
ability to speakand hear;in otherwords, it requiresthe posscssionor some verbal

behaviour.Thus, thelanguageteacheris concernednot with teachingspeakingand
hearing,etc, but speoking it’ Erench, ar reading Gercuanúr hearing ltalian.The
teacherdoes ot teachlanguageskills Irom scratchbut rathermodifies or extends

theseskills in someperhapsrelatively superficialfashion.

Wecannow tateanoverviewatsomeof thedifferentpossibilitiesandconneetions
for aneffectiveteachingof tIte skills to takeplacein our classroomsituations.

6. Writing and other skills

Writing is not a skill which canbe leamedin isolation. In the apprenticestage
of writing, what tIte studentmust learn, apart from the peculiar difficulties of
spelling or script, is a counterpartof what has to be learnt for tIte masteryof

listening comprehension,speaking and readiííg —a nucleus of linguistic
knowledge.Thc aetivity of writing helps to consolidatethe knowledgefor usein

other areas, since it gives the studentpracticein manipulatingstructuresand
selectingandcombininglexical elements.

Written questionsbasedon a readingpassageeneouragethe studentto read
Ihe text moreattentively and discoverareaswhich were misinterpretedon tIte
first reading.Oní>’ by hearingand readinga greatdeal of thc languageas it is
spokenand written by nativespeakerscanlanguagelearnersacquirethat feeling
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for the appropriateuseof languageforms and combinations,which is basic to
expressivewriting.

Ihe mosteffectivewriting practicewill havea closeconneetionwith whatis
being practised in relation to otherskills. We shouldbe aware,though, that uot
everybody will reacIt a Itigh standardin composition.Interfereneeof tIte first
languageexplains the unaceeptableforms that many producein the written forín,
tIte construetion of hybrid phrases without realising that these are
íncomprehensiblein thecontextof thc new language.

Attempts should be made to encouragethe learners to use strueturesand
expressionstIte>’ have aIread>’ leamedin oral practice and in reading,creating

interestingandamusingpiecesof expressivewriting. By doingso,tIte>’ will beusing
much languagematerialwhich otherwisewould escapefrom their activememory.

More effective results will be achievedin writing exercisesif there is a
continual integration of practicein alí tIte skills. When tIte studentsItave read.
heardand said to themselvesor otherswhat tIte>’ are expectedto write, they are
more likely to write it correctí>’.

WItendictation proceduresare employedfor reproduetion,two skills arebeing
exercisedat once: Iistening and writing. TIte dictation practice will tIten be
reinforcing practice in listening comprehension,as weIl as providing practicein
accuratewriting. As studentsadvancein languageleaming,phrasesdietatedwill
gradualí>’ be lengthened,until studentsare eventualí>’ able to retain complete
sentencesin their immediatememor>’ andwrite them down correctí>’.

Notetaking and tIte writing of reports can be further developmentsfrom
exereisesin listeningcomprehension.Anythingavailablein the recordedform or
lectures themselvescan be tIte basis for written composition.Similarí>’, wide
readingand practicein putting someof tIte material read into an uncomplicated
written form will consolidatethe students’ familiarity with many languageitems

andmatethesemoreavailablefor selectionin oral expression.E>’ integratingskills
we are also giving the learnersmore opportunitiesto understandand broaden
cultural concepts,since thesehappentItrougIt a wide variety of ehannels.both
written andoral—apartfrom a wide rangeof visualones

In order to ensurethe potential contributionof other skill areas,the teacher
should promote active class diseussionof what has been heard or read and
encourage the presentation of short oral reports. This will follow the
communicativeprincipie of task-dependeney,which is essential to make tIte
lessonsmeaningfulfrom tIte students’pointof view.

A story ma>’ be rewritten in dialogue form, or a dialogue rewritten as a
narrative.Wc should,however,rememberthatnot alí studentshavearcad>’flow of
ideaswhenaskedto writc. evenin their native language.Thcrefore,composition
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exereisesshouldnot be designedso that tIte>’ becometestsof originality and
invention(althoughimaginativestudcntsshouldnot be discouragedto go beyond
whatis required).TIte writing of anoriginal dialogue,usingthevocabular>’areaof
somerecentwriting, kecpstIte studcntpraetisingin tIte stylcof spokenlanguage.

Composition exercises may profitably be linked with assignmentsfor
extensivereading.Thiscompositionma>’ consistof a summaryof thecontentswith
a personaleommentaryor tIte narration of some aspectof tIte story assigncd
previouslyby the teacher.The studentswill thenbe encouragcdto selecíthcirown
approaelianddemonstratethc level of exprcssionof whiehtItey arecapable.

‘7. Listeningami other skills

tntegratingtIte listcning luto a longersequenceof work demonstratesto the
studentsthat the effort they have put into understandingis not wastcd.For a
numberof reasons,the skill of listeningcouldbe regardedastIte mostdifficult to
develop.whethcrwe look at it from a cognitiveperspectivcor due to tIte addcd
difficulties that derive from the acoustics.Helping studentsto improve their
listcning to spokenEnglish is a vital panof tIte teacher’sjob. TIte betterstudcnts
understandwItat they hear,thc betterthey will takepanin spokcninteraetions.

Listening comprehensionactivities shouldspring naturalí>’ from, or provide
material for, oral practiceor reading;thcy can also providea stimulusfor writing
activities.TItis ideais alsoexpressedby Rivers (1981:167):

Wben variousskills are integraredjato free-Oowingactivities, in which one
provides material (br the other, studentslearn to operate confidently within the

language,easilytransferringknowledgeacquiredin oneareamr activeusein another.
It is mostirnporranr¡hat iheleacheraol compartamentalizetite learning(...)

Integrationof the variousaspeetsof languageuserequirescarefulpreparation
on the pan of tIte teacher,so that opportunitiesfér naturalmovementfrom one
languagemodality to anotherevolve continually during eaehlesson.Task-based

activities, suchas labelling, form-filling, completinga grid, etc.rcflectmuch more
dosel>’ the type of responsethatmight be given to a listcning experieneein real-
life. TIte>’ demandindividual responses.Filling in forms, labelling diagramsor
making choicesobligesever>’ leamerto try to makesomethingmeaningfulof what

they are hcaring.TItis is cspeciallyeffcctive if tIte classis askedto work in pairs,
síncefosteringcooperativelearningshouldbe oneof our primar>’ objectivcswhen
wc designtIte ícachingsyllabus.
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Quite a few are inclined to think that therecanbe no betterteachertItan a native
speakerwho neverusesthe students’mothertonguein the classroom—regardless
of his ¡ her teaehingbackground.However, studieson contrastiveanalysishave
focusedon the importancefor tIte foreign languagelearnerof being awareof tIte
similaritiesanddifferencesbetweenbothlanguages.Thishasclearimplieationsfor
the teaehingandpracticeof listeningskills.

lf wewantourstudentsto getawayfrom literal translationsandmothertongue
interference.an idea to help them undcrstanddiffieult patternsof diseourse
follow~. wecandictatethem a senteneein Lí wItich isanon-literalversionof wItat
theyaregoingto listento in thetargetlanguage.WetIten askthemto locate(asthey
listen) and transcribetheexaetwords usedto phrasethis ideain L2. Alternativel>’,
we ma>’ haveaskedthem beforelisteningto give tIteir own versionasthey imagine
this would be saidin theoral form, and latercomparethcir own versionto the real
oiw. By doingso, we would be giving them reasonsfor listeningand,at the same
time, the>’ would be focusingon specific languagepatternsthat might othcrwise
remainunattendedor offer difficulties for understanding.Whateverwedo, ourtrue
aim should not be simply to provide practice but to produce betterand more
confidentlisteners.

8. Readingami otherskills

Reading at advaneedlevels ma>’ be included as a referencetool, to provide
materialfor moreinformeddiscussionof aspectsof thetargetculture,but it should
not beto the detrimentof thetime devotedto oral communication.It is preferable
to use for this purposearticlesfrom magazinesandnewspaperswherereadingis
individual preparatorywork, doneoutof tIte elassroom.

It is useful in teachingreadingto makea distinctionbetweenrecognitionand
productiongrammar.TIte syntactiedetailsthe readerneedsin orderto extraetthe
importantelementsof the messageare fewer and ma>’ be different from those
which are importantwhenproducingonc’s own messagesin speecItor writing.
Rivers (1981: 267) makes a clear distinetion between processesin speecIt
productionandspeechpereeption:

Perception of spoken or written tnessages is primarily dependent on
apprehensionof semamicmeaning,moving from whatone perceivesin the sound
sequenceor in thewrit¡en scriptto theidea,with reenurseto knowledgeof syntaxonly
wheo (he meaning is not clear or an ambiguity or misdirected interpretation is
detected(.4 In production the speakeror writer expressesthe intention or idea
throughtheoperationof thesyntacticsystem.
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StudentsshouldnoÉ be expectedor encoaragedto stop whenevertIte>’ meera
new or ratherunfamiliar word to insert a native-languageglossbetweenthelines.
This habit mustbe discouragedif they are to leamto think in a secondlanguage.
They could increasetheir vocabular>’ by keepingindividual notebooksin which
tIte>’ copy words tItey wish to rememberThesewordsshouldbe copieddown in
completephrasesor sentences,so tItat the studentsareremindedof tIte contextin
wIticb tIte>’ would be appropriatelyused, thus providing written practice from
readinginput.

Extensivereadingfostersvocabular>’ growtIt and the acquisitionof syntax in
context.By reading,one ma>’ developpersonalintuitionsaboutwhat goodwriting
looks like; practisingandapplying thoseintuitions in writing is probabí>’ thc best

way for a studentto becomea good writer in a secondlanguage.In fact, thereare
courses, programs and teaching practices whose rationale is based on the
assumptionthat tbereis a strongrelationstipbetweenreadingandwriting.

Oneof tIte fundamentalprincipIesin secondlanguageacquisitionis the claim
tItat peopleacquirea sccondlanguageoní>’ if they obtain comprehensibleinput
whicIt they allow «in». TIte input hypothesisma>’ also apply to the acquisitionof
writing competence,as KrashenandTerelí (1983)point out whenthey highlight
the factthat readingcanserveasun importantsourceof comprehensibleinputand
ma>’ makea significantcontributionto thedevelopmentof overalíproficiene>’.

TIte assumption underlying is that writing coínpetence is aequired
subconciously.without readersbeing awarethat tIte>’ haveacquiredit, wItile tIte>’

arereading.Wecouldevengo furtherto illustratetIte connectionsbetweenreading
and writing. Foong (1988), poinis to tIte fact that studiesItave beenconducted
which find that those who get pleasurefroín readingat alí ages,especilí>’at high
school,are betterwriters, while none of tIte poor writersseemto report«a lot» of
pleasurereadingat high school. He concludesthat personswith good writing
ability do ‘flore readingthanpersonswitIt poorwriting ability.

WIten it comes to discussingcompreItensionprocessesthrough receptive
skills, the terms ~<bottom-up»and ~<top-down»pía>’ a fundamentalrole; they
describe two different paths to comprehension.They are metapItors which
presupposetItat we view compreItensionin termsof hierarchy,witIt loweror Itigher
levelsof proeessing.Lower levels relate to the soundor print stimulusand are
concernedwith recognising and decoding it: higher levels are involved with
comprehendingandconstructingthe meaningof what is being Iteard or read.

Hottom-up processingsuggeststhat linguistie information is receivedand
processedbeginningwith the smallestunit andendingwith largerunits of meaning.

Meaning,at any level, is accessedoní>’ onceprocessingat previouslevelshas been
completed.Top-down theor,es.in contrast.put forward a non-linear view of the
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process.Comprehensionbegins with the reader’sor listener’sown contribution,
making hypothesisabout what is eoming next and confirming predictions.In
listening.tIte quantityof incominginformation matesit impossiblefor tIte human
auditorysystemto processalí of it. AmosParan(1997)mentionsthat tIte processing
of informationwhenlisteningmustberegulatedby higherlevel cognitiveprocesses.
lncominginformationis sampledandsamplingis doneon thebasisof the listener’s
expect-¿tions,previousknowledge,audwhathasairead>’beenprocessed.

SucIt a statementseemsto suggestthat whenreading,however.theactorof the
processhas more control over the paceandcanthcrefore var>’ the speedand tIte
focus of the activity. going back to previous units of meaning to facilitate

comprehensionor to reinforce ideas.This ínay explain the big difference in the
constructionof meaningbetweentIte skills of readingand listening.TIte different
natureof Ihe processeswould also aceountfor the various degreesof linguistie
challengeandwould prove that listening ma>’ be more demandingthan reading.
Nevertheless.it would be truetosa>’ that the level of difficulty is alsodependenton
suchfaclors as subjectmatter,register,eomplexityof meaningrelationsor lexical
items.contextandso forth.

9. Speakingandits implications

Ratherthan mecItanicaldrilís and repetitions,the purposeof this section is to
focuson tItose situationswherestudentsuseasmuchlanguageastheycanandwhere
getting the messageacrossis just as importantas grammaticalaccuracy. lf no
Englishcourseis completewithoutwriting or grammar,speakingis anotheressential
strandof the language.Oral speechis the students’output, which can be basedon
previouswritten or oral input, or it canalso lead to further acúvitiesin which the
studentscontinue to be involved. In botIt caseswe would be approachingthe
classroomreality in arealistieandmotivatingwayby integratingtIte languageskills.

Speakingactivitiesgive learnersa chancefor rehearsal— practisingthe real
skill of speakingas a preparationfor using it outside the classroom. It also
providesvaluablefeedbackabouttheir languageknowledge,for both themselves
and their teachers.Moreover.speakingactivities also provokegenuinestudent
engagementwItere tIte>’ really get involved witb tIte processof language
learningin class.

Activities that work well teud to include a task with a clear,achievableend
product. II they are personalisedandrelevantto the students’lives, they will see
tIte link betweenwhat tbeyaredoing and life aroundthem,whieh makesthewhole
processmore meaningful.The tasks sItould havea purposewhieIt is not purel>’
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linguistie —such as solving a problem or reacbinga decision aud sboníd

maximisetherangeof languagetheywiIl haveto use.Questionnaires,surveysand
otherinformation-gapactivities are popular,generategenuinediscoursepraetices
andlend themselvesto anintegrationof the skills and task dependency.They can

helpteachersto overcomewhat VaugItanandSpencer(1997)calI TAB in teenage
students(TaskAvoidanceBehaviour).We shouldengagethestudentsby making
them want to takepartin a tangibletask with a clearpurpose.

Discussionsprovide ideal opportunities for speaking. Some of the most
enjoyableclassesare oneswhere unplanneddiscussionssuddenlyariseon issues
that matter to the students.As the students’ level progresses,we can gradualí>’
maketasks more demandingby requiring a higIter level of performanceboth in
temisof aecuracyand fiucncy, as well astIte vocabularyrangeusedin class.

Speakingactivities canbe usedat any stage,not just at tIte endof a teaehing
sequence.Sometimesit is the students’ performancethat helps the teacherto

decidewhatto teachnext. It is also goodto explain tIte objectivesof tIte activities
sothat thestudentshavevisible, quantifiableprogress;besides,feedbackshouldbe
given afterthe task hasbeencompleted.Monitoring during the activity is tIte best

way to identify problemareas.
Pair and groupwork is vital to increasetIte studenttalking time and createa

motivatingcollaborativeatmosphere.As lessonsbecomemoreinteractivebetween

teacherand studentand between studentsthemselves,they can see the real
purposeof communicationin tIte written and spokenmodes.Nowadays,fewer
teacIters are reluctant to admit that communicationis the primary purposeof
GeneralEnglish languageinstruction.

Oneof te tasksthat ma>’ providemoregenuinecommunieationandpracticein
alí theskills, especialí>’at intermediatelevelsandaboyeis theuseof students’mini-
lectures(5-10 minutes).It trains speakingand listeningskills andhelpsthemgain
moreflexibility in Englishusingindirect input. Monika Gedicke(>997)describes
ways of involving the whole classin studentlectures.She decidedto ask some
studentsto give shorttalkson bookstIte>’ had reador on varioustopiestIte>’ would
needas backgroundinformation for furtherwork. TIte studentsItavetIte chanceto

experiencepeer-learningandalsolcam to speakfreel>’ in frontof a group.
Thingsto avoidwhenconductingthis type of taskaretIte students’readingout

a text they havepreviously written, or going throughthe texts learntby heartat
home.What could alsohappenis that the listenersswitchoff or getboredwhente
aetivity is oní>’ good for the lecturerat theexpenseof valuableclassroomtime for
the restof the studentsin te room.

To sustain te listeners’ interest and provokeactive involvement tIte leeture
cannotbe a one-waycomínunication.TIte Iistenersmust ask questions,eitIter as a
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group orasindividuals,determinewhattIteywantto find outabouttIte subjectmatter,
restatelecturecontentandoffer comments.Theymustalsoanswerquestionsaskedby
the lecturer who, beforehand,has prepareda handout with the main arguments,

explainedessentialvocabular>’anáoutlinedthesiructureof bis or herlectxire.
As a first step to this elassroomaetivity, teachersmay model first, trying out

their own teeturesso that te studentscan get used to their new role as active
listeners and speakers.The Listeners ma>’ do some background reading froni
coursebooktextsandalso take notes,tbis allowing to incorporatewritten English
to thewhole process.Languageproblemsthatarisecanbe dealtwith in latererror
correction,unlessthey standin tIte way of communication.

Wc canalways improve languagetasksif we increasethedemandfor student-
generatedideasandlanguage.in te designof a taskwehaveto look attwo elements:

wbat, that is, the content or topic and how (e.g. information-gap in pairs,
brainstormingwith thewItole class,etc.).Foreachactivity typewecanseehow much
«freedom»or «control»thereis for tIte studentandpa>’ attentiontotIte procedure.We
needto, progressively.mercasetIte amountof timewe devoteto «free»activities.

The teacher’s selection of activities can oní>’ he determined by our
understandingof tIte ultiínategoal and ourjudgementof wItere the learnersstand
la relationlo it. Littlewood(1981: 15) makesthis distiactionaccoi-dingtotIte stage
of thecoursein which wefind ourselves:

In the ear]y stagesof a coursewe may exposelearners to tIte same basic
linguistiematerialso thattheycan muye graduallytowardstheabitity so participaselo
n~eaningful interaction. Later, learnerswiIl have achievedgreaterindepeodencein
thcir learninganduseof language.They will thereforebeable to movemoreswiftly

from the initial learning of new languageto the point wheretheyhave insegratedit
into thcir repertoireandcanuseit in moreindependentformsof interaction.

10. Transitionsbetweenskills

Readingandunderstandingapieceof text is anaetivity which tIte readeris able
to perform becausehe or she can follow relationships of thought, understand
cohesivefunctions, infer tIte meaning of unknown words, and so on. TIte
distinetionbetweenreceptiveandproductiveperformancecomesfrom thefacttbat
theparticipanthas to beableto understandmorealternativepossibilitiestItan tbey
Itave to produce.

TItere is a general beliefantongstteachersthat tIte recognitionof an item is
casiatban its rerrieval iii production.Curda(1973: 262)blameson tIte difficulty
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of devising meansof studying receptiveerrors, which has preventedus from
confirming tItese general impressionsor from establishingthe qualitative or
quantitativerelationsbetweentItem:

It eould well be that we overestimatethe pupils receptive abilities simply
becausewe cannot so readily deteer failures in comprehension.In any act of
comprehensionthereis a majorcomponentsupplied by thesituatit,nandthe hearer.

The designingof syllabusesinvolvesman>’ differenteonsiderations,linguistie,

pedagogic, sociolinguistie, psyehologicaí. The number of variables are too
numerous.Sincewe teachgroupsandnot individuals theremustbe a compromise
to integrate a parallel set of syllabuses: syntaetic, phonological,cultural and
funetional, and,witItin eachof these,a parallel setof learningtasks.

The psycholinguisticprocesseswhich go on wbenwe performreceptivel>’and
expressivelyin the linguistie activitiesdo not occurin isolationbut in somesort of
sequenceof coordination. The efficient learning of reading may aNo involve
writing or speaking.However,wemustnotfalí into a confusionof endsandmeans.
If theend is the ability to speak,this doesnot ruleoutreceptiveactivity or exercise
as a meansto thatend.Someexposureto languageis necessaryin orderto discover
its rules,andconsequentí>’someIearningof receptiveskills mustlogicalí>’ precede
produetiveactivity. We must leamsomethingof readingbeforewe learnto write,

somethingof comprehensionbeforewe Ieamto speat.
What we aim for is a balancedmethodin whieh practiceanddevelopmentof a

skill leadsnaturalí>’ to anotherone throughuseful andauthentieeontexts,both for
understandingandproducinglanguage.Languageinputshouldtbereforebeusedas
a springboardfor students’ output. The final product should be seen as a
consolidationof al> that the studentshavelearntby working their way tbrougb a
unit andnotjust asanextraactivity.

Oneof the pí-inciples in whieh thetransitionbetweenthe skilís is containedis
thaÉ of providing pre, while andpostactivities in order to belp studentsto make
senseof the texts and oral passages,deal with difficult languageor unknown
vocabular>’ anddeveloptIteir own strategies.Besides,they are more likely to see
tIte point in what tItey are doing when activities are linked togetheras part of a
larger task. Writing at elementar>’ levels should be guided, as they cannotbe
expectedto write somethingthey bavenotaIread>’seenin a readingtext.

Oneof tIte bestwaysin which smoothtransitionsbetweensIllIs canbe madeis

by approacbingreachingandlearningbeyondtIte solelinguistiepurpose.We should
go beyondthe artificial contentsand modesof information deliver>’ socommon to
languageclasses,andusetIte students’intereststo engagethemin a personalisation
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