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Critical Writing Skills

for Intensive English Programs
Chapter One
Background

As compared to the other skill areas of language development, writing research and
pedagogy 1s relatively new. Ewvidence of this, according to Kroll (1990), is apparent from
the TESOL (Teachers of English to Speakers of Other Languages) conventions of the late
1970s, which had few writing presentations on the program. Later, however, beginning in
the mid-1980s and continuing to the present, many workshops addressing composition
instruction have been found at TESOL conventions. One of the reasons for this, Russell
(1991) explains, is that for many years, writing was only seen as an extension of speaking
and, jt was assumed, that if a student [earned to speak. then he would also be able to wrnite.
Subsequently, however, writing emerged from being an addendum to the spoken word and
became seen as a needed academic skill. Educators developed classes whose purpose was
to teach error-free writing which was coherent and could be used for any purpose
regardless of the social or disciplinary situation it addressed. This meant that the goal of
composition classes was to teach students the abilities needed to create a well-developed
written product.

This goal, a well-developed written product, in itself, has created many of the basic
problems for writing teachers. Silva (1990) explains that there is no agreement on which
wri;ing skills are cntical to this creation of good composition. Rather than being based on

sound theories of good writing, different composition methodologies have evolved as a
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reaction to previous approaches, each of which seemed 1o lack inherent qualities to good
written text, or which emerged as an effort to reflect current philosophies. Because of
their manner of development, teaching methods and approaches give no definition of what
constitutes a good product nor agree on skills needed to produce one.

Before discussing the skills esponsed by different writing methods and their
benefits or lack thereof, it is necessary to establish a specific background and context for
teaching. The focus of this study is on the development of a list of skalls which could be
used 1n a writing curmiculum for a short-term Intensive English Program (IEP). Therefore,
in order to establish the foundation for this study, I will first provide a2 working definition
of writing skills. Next, I will describe the peculiar situanon of short-term intensive English

programs in order to show that not all skills are feasible for instruction in this context.

Definution of Writing Skills

Iniially, the curriculumn writer must have a conception of a writing skill. One of the
problems ] have encountered was teachers' and researchers' differing interpretations or
definitions of this term. In seekang to clarify these discrepancies, I arrived at a particular
working definition of a wniting skill on my own, which is explained further ip this section.
This 1s the definition working in this paper. The source for this more detailed concept of
skill is the literature on ESL reading or language leaming strategies.

Defined by Green and Oxford (1995), learning strategies or skills are "specific
actions or techniques that students use, often intentionaily, to improve their progress in
developing L2 " (p 262). Green & Oxford (1995) and Clarke and Silberstein (1987) agree
that strategies encompass a wide range of behaviors that can help the development of
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larguage competence including vocabulary, syntax, and discourse. Mackay (1987)
believes these strategies are part of what a student needs to know, so that he will not be a
poor information gatherer or information producer. Furthermore, Green & Oxford (1995)
added that when students use language learning strategies or skills, they can be more
responsible for their own language development.

The skills referred to in these studies are directed at reading and general language
learning skills, but good writing also reveals strategies or skills which leamers can be
taught. Such wrniting skills can be defined as procedures taught individually to students, in
order that they might improve thetr development as writers on their. own in order to become
independent learners of compositton. Furthermore, these writing skills are procedures of
text-production or text-manipulation performed by the writer which facilitate a reader's
comprehension of the written text.

Not only can reading and language learning research give us a definition for a
strategy or skill, but a justification for teaching writing strategies also comes from this
research. Just as reading teachers should make students aware of the many types of reading
or language processing strategies available to them (Green & Oxford, 1995), wniting
teachers should provide groundwork for writing so thai learners can form or organize their
1deas more systematically (Tickoo, 1981). When students recognize what constitutes good
writing and have learned the steps necessary to produce 1t, then students can proceed In the
task of production of good text. Teachers should provide that type of knowledge by
training students in the ability to recognize the attributes of effective writing as well as the

various strategies for composing (Kroll, 1990). As Green & Oxford (1995) have shown,



effective use of straregies can bs taught, and we can extrapolate from this that writing
abilities belp the wrter put his ideas into words on paper in the precise manner he wants.

A strategy-teaching approach for composition classes would provide basic skills
which could enable non-native speakers of English to better manipulate text ( Shih, 1992).
Just as reading strategies do not automatically build text into chunks comprehensible to the
ESL learner, but assist um in doing this for himself, writing strategies can help students to
build more comprehensible text. If we accept this way of looking at writing instruction,
then we can agree that giving students the components or skills needed to become good
wriiers on their own, through practice (just as good readers improve through practice) is a
reasonable and profitable focus for an IEP writing class. In fact, this is not a new idea.
Zamel (1982, 1983, and 1987) found that ESL college students use various writing
strategies and she suggested at least some skills-teaching when she said that poor wnters
can benefit from being taught how to make use of writing strategies.

The above conception of a writing skil 1s the working definition used for this
research. This manipulation of text, whether of reading the text or writing the text, as well
as processes which take place in the writer's mind in order to lead to the manipulation of
text are considered here as writing skills. The next step to understanding this project is an

explanation of the context into which the teaching of skills must fit.

Operational Constraints of IEPs

Through talking with professionals from universities, from public schools or
semester [EPs, [ discovered that a short-term [EP has unique constraints under which 1t

must teach students. My interest in finding essential skills to use in curriculum design
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stems from the problerns which short-term intensive English programs-bave with teaching
writing that other types of programs do not seem to experience. The term "intensive
English programs" is familiar to many in the field of Teachung English as a Second
Language (TESL). Familiarity, however, does not equate to true recognition of what
"Intensive” means in terms of curriculum and instructional limitations at a short-term
school. In order to truly comprehend this specialized situation, one must examine the
elements which go into defining an institution as short-term intensive.

To provide some perspective, consider a schedule for a university composition class
for ESL students. One course meeis for three, fifty-minute classes a week for fifieen
weeks, which makes about 48 periods available for instruction. Universities also have
intenstve centers whose programs run the same sixteen weeks as content classes; aithough
these classes may meet everyday instead of three times per week. In these intensive
centers, there are approximately 75 coptact periods for composition classes. In
comparison, a short-term intensive class may last four weeks with five fifty-minute classes
per week or last six weeks with four classes per week. One of these would be the writing
class. A four-week [EP writing class would only meet 16 times. If the student continues
for more than one four-week period, there is a very great likelihood that he will not have
the same teacher during the next peniod. In fact, he may never have the same teacher twice
during a prolonged stay at thus type of school, so that the continuation of a student can not
be equated with a long-term program. In comparison with a university class, it is easy to
see the first difficulty with IEP instruction: the actual time in class for these short-tsrm
schools is much less than a semester class or a university intensive program and student are
exposured to many teachers writing philosophies.
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In order to see the next difficulty of [EPs, how this intensiveness of time affects
writing instruction, 1t is helpful 1o look at a specific institution (ELS Language Centers)
whose practices are common to many other short-term [EP schools. Even though not all
[EPs are organized exactly like ELS Language Centers, there are enough similarities, so
that if we look at how this institution addresses the teaching of writing, a clear picture
emerges of the problems such schools experience.

I have chosen ELS Language Ceanters as the model for shorn-term [EPs as it is
representative of other intensive institutions. Thas is true because this particular
program was the first intensive school to spread to many parts of the world teaching
ESL. It was the training ground for many ESL teachers who later established their
own schools (Blevins, J. 1999. Personal communication. ELS Language Centers,
Oklahoma City, OK). Because these teachers knew the ELS Language Centers'
program had been successful, many new schools used their systém as a foundation.

This is evident today if one looks at the many different systems of schools.

The two most similar qualities evident in short-term, intensive schools worldwide
is the organization carried over from ELS Language Centers. There, ali classes are set up
according to ascending levels of proficiency with each level a separate short-term program.
ELS Language Centers has nine levels; beginning with Jevel 101 students and ending with
109 students. Each level lasts four weeks with six units of instruction per day or thirty per
week. At other schools, the number of levels or the time-aliotments of the program may
vary, but the general system is the same. Some of these institutions teach classes for four
weeks while other programs may teach for six or eight weeks. Many of these have the
same nine leve! program as ELS, but many have as few as four or six levels, while others
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have as many as tweive. Often other intensive programs are not thirty hours per week -as at
ELS, but only twenty or twenty-five. However, because most intensive schools modeled
themselves after ELS Language Centers, the following discussion of [EP operaton and its
effects on writing instruction is based onp the curmiculum of that institution as being
representative of others.

Intensive programs of this type have both academically and non-academically
bound students, but this research will only refer to writing curricula for academic students.
Therefore, the curricula of the IEPs referred to in this research will be of the type aimed at
students who are studying English in order to attend an American university.

For academically bound students at these centers, five classes of the thirty units of
instruction per week are spent in writing classes. The curriculum for the writing classes is
broken up into elementary instruction for levels 101 through 103, intermediate in levels
104 through 106, and advanced for levels 107 through 105. In the 101 classes, students
learn the basics of sentence formation, capitalization, and punctustion. In each of the 102
and 103 levels, teachers cover construction of two or three types of paragraphs; such as
descriptive, narrative, or compare and contrast. By the end of the elementary levels,
students will have been taught basic sentence structure and various methods of paragraph
development. The intermediate classes focus on essay structure, again, covering two or
three different types of development in each level. In the advanced 107 class, essay
instruction conciudes and an introduction to research writing begins. In the last rwo
advanced classes, students complete their study of how to conduct research and produce a

documented paper.



The class itinerary above may seem, at first glance, to be appropriate and attainable.
However, when one looks more closely at the logistics of each class, the problematic
"intenstveness” of the situation becomes more recognizable.

In the level 101 through 104 classes, the students are required to write three to five
paragraphs during each level. The main difference between levels is the varying types of
forms. For example, in the first week of instruction of 102, students might be mught how
to write descnptive paragraphs, and do a first and final drafi of that type of writing. This
would be done 1n approximately four hours of instructional ime, which seems both
possible and plausible. The next week would cover a narrative and weeks three and four,
other types of paragraphs. In 103, teachers might spend one week reviewing paragraph
types taught in 102 and then teach topic sentences at the beginning, middie, and end of
paragraphs. 1n week two, students might learn how to write specific detailg in different
types of paragraphs and later learn how to write concluding sentences. In these elementary
levels, students are taught many rhetoncal forms and the work, at this potnt, for both
students and teachers 1s fairly manageable, but hardly thotough.

Problems with "intensiveness” begin to surface when the same time frame 1s
applied to the objectives set for the 104 through 107 classes. Level 104 students ieam how
to write introductions, thesis statements, concluding paragraphs, outlines and begin writing
three paragraph compositions: usually descriptive and narrative, In each of the next three
levels, students must produce three essays of differing types. The objectives specify the
ability to write different types of essays, such as "can write a persuasive essay” or “can
write a descriptive essay.” For example, the level 105 students might be taught how to
write compare and contrast essays, descriptive essays, and be introduced to paraphrasing
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and summarizing. The level 106 classteaches argumentative, narrative and
advamage/disadvantage essays and continues with practice in paraphrasing and
summarizing. In 107, classes follow a similar patiern, covering classificanon essays,
persuasive essays, library research foundations, and continuing with summaries and
paraphrasing practice. For each essay at each level, students write an outline, rough drafl,
do conferencing, and write a final draft If this sounds remarkably fast to most teachers, 1t
will become even more astounding when one looks at the actual time of instruction
available within each level.

In an institution which 1 on a four-week schedule, an instructional pattern emerges
for each session. On the first day of the session, students must be tested and placed in an
approprate level. This lessens the insructional time for writing classes by one day. At the
end of the session, three units of instruction are lost to final exams. During the last week,
writing final exams are required to be given on Tuesdays. Then, Wednesday is the last day
of composition classes. Finals in other classes are given on Wednesday or Thursday. The
last day of the session is used for handing out grades and graduating students who have
completed the program. Thus, in a four-week session, a total of sixteen fifty-minute
peniods of instruction is available to teachers tn order to complete the assignments outlined
above. Such a short amount of class time altlowed for instruction and in-class production of
composttions increases the need for IEPs to only include essential skills in their curriculum.

Another element which affects intensive center composition classes by limiting
instructional time is plagianism. In a composition class, it has been the experience of many
teachers that when students receive instruction during class and do all of their actual
writing at home, they often plagianize. Sometimes, students copy verbatim from
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encyclopedias or magazines. Often, other students at higher levels or othérs al.réady at the
university write the essay for the [EP students. Over the twelve y;:ars of my involvement
with a four-week [EP, | have seen this problem manifest itself every time a teacher allows
students to wnte at home. Despite the fact that a low percentage of students cheat, 11 is
such a consistent phenomenon that outside-of-class compositions are generally not allowed
for graded products. Experienced teachers have learned that graded compositions must be
produced during class tme. This, of course, further limits the hme left for instruction.

A normal teaching routine in 8 composition class, then, Joosely follows the pattern
below. On day one the teacher teaches skills and concepts needed lc; prepare the students
for writing the essay. Then, students must finish a rough draft in one to two days during
class to ensure no cheating. The teacher must take the essays home and mark them that
night. The next day the teacher and student mest for a conference about the improvements
needed in the essay. After that, the student has one day in class to make revisjons. The
following day the student must finish his editing and tumn in the final copy. This allows the
student six days for instruction, writing, revising, and finalizing an essay. The teacher,
then, has one night to score the essays and return them before students begin anotber essay,
so that the rough drafi of the next essay can improve upon the weaknesses exhibited 1n the
first essay.

The preceding is a general overview of the contents, structure, and procedure of
each writing class at ELS Language Centers. The point which results from all of the above
conditions is that, in short-term Intensyve English Programs, a very limited amount of time
is available for instruction by teachers, production of essays by students, or grading of
essays. This very limited time aliotment 1s the element which inhibits these IEPs from
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implementing curricula which mirror most other types of programs. Of course, all
programs want to include essential skills, but [EPs must streamline th-cir courses much
more than schools with longer instructional peniods. As a result, one outstanding need
becomes apparent. 10 determine which skills should be inciuded.

This section of text, therefore, has formed the foundation around which all skills or
decisions for curricula are discussed in the rest of this paper:‘the specific context of a short-
term [EP. Consequently, the Intensive English Programs (IEPs) referred to in this research
are the private institutions which teach classes encompassed by short time increments
rather than those with more teaching hours. In the next section, we will specify the

particular needs of short-term IEP wrniting curricula which this study seeks to address.

Need for Fssential Skills Objectives

A different consideration which affects instruction at an intensive school, is the
grading of the objectives which have been set for each writing class. In composition
classes, essays demonstrating these objectives are usually graded using one or a vanation
of two grading styles: analytic or holistic rubrics. However, as will be seen 1o the next
section, these two types of grading inciude problems for LEPs, both in the logistics of their
use, and with the description of writing skills on each and their comparability with
objectives lists. Since these two types of scales are the most common way of grading
classroom essays at ELS Language Centers, it is important to show how the time invoived
in using these types of grading affects [EP composition teaching. Furthermore, it 1s even

more 1mportant to understand how the objectives outlined at the beginning of the class and
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those actually graded in these two popular rubrics affect instruction and student-customer

satisfaction.
Assessments Require Objectives

The issue of assessment is the most outstanding reason that IEPs need essential
skills for objectives. There should be a direct link berween teaching and assessment.
Wolcott and Legg (1998) agreed because when assessment is specifically connected to
what 1s taught, students know what to study and learn. White (1994).added that there is
much anecdotal evidence which suggests that conscious or subconscious adjustments are
often made by teachersto what is taught in order to reflect what will be tested. In
composition class objectives, as White (1994) said, curriculum writers must not only take
into account the complexity of writing and concentrate instruction on the skills and
processes which make up this complexdty, but aiso take into account how the grading
affects instruction.

Each of the three general types of assessment scales: holistic, analytic, and
variations of these, has its own benefits and weaknesses for [EP's. The first of these three
types, holistic scoring, is most often used with standardized tests or placement exams, but
is, likewise, used by classroom teachers. According to Wolcott and Legg (1998), the
theory behind grading holistically is that an essay is not just many parts put together to
make a wiiole, and so, 1s not judged feature by feature, but rather by the "overall
impression...that is created by the elements working together within the piece” (p. 71). It
does not evaluate each element which goes into an essay as to how well or poorly it was
produced, but it emphasizes the positive aspects while being balanced by the negative ones.

12



As the reader grades an essay holistically, be relies on his experience, training, and
exposure to previous LEP (limited English proficient) writing to help judge its possibilities
and farlures. Because the paper is judged by its comparison to other papers, they are often
given grades in a rank-ordered manner, where the best essay of the group is given the
highest grade and the worst receives the lowest.

The scorng rubrics for this kind of grading are not a list of skills which must be
demonstrated and then evaluated, rather they are guides which describe performances
which have been found to be true of most LEP students at the various levels contained
withtn the rubrnic. For example, a "seriously deficient” paper is characterized by one rubric
as being "extremely short with virtually no development at all...[it] may be...off-topic” (p.
74). Sometimes, holistic scoring 1s not conducted with a scoring rubric at all, but has
papers at the different levels which are representative of each, and against which other
papers should be compared and judged. In fact, many theorists believe that a composition
1s not the sum of its parts and therefore i1t must be graded holistically to determine the
overall qualities.

Holistic scoring has benefits for [EP teachers. First, it is much faster than other
rypes of grading. This is a top priority at an [EP. Furthermore, holistic grading
acknowledges the teacher’s expertise as a professional in that 1t assumes the teacher has
enough experience to make a fair judgment on each essay. It gives each teacher control
over his classroom by allowing him to emphasize those elements in 2 composition which
he feels are most important. [t gives the teacher more freedom with instructional objectives
as well as on grading cntena. Clearly, holistic grading gives the teacher more overall input
about how composition is taught and scored in his particular classroom.

13



The freedom which holistic grading gives weachers is the foundation of the preblems
that 1t can create for an IEP curmiculum writer ard administrators. One of the goals of -
developing a set of objectives for any class is to create a format for a teacher, so that no
matter who teaches the course, the students will'cover the same material. This standardizes
the product an [EP sells by helping with quality control. With holistic rubrics, much
deviation 1s possible, so that classes which should be similar can become vastly different
depending on the instructors. For example, a holistic objective might be "can use
persuasive arguments." This is a very broad idea, wide open to interpretation by teachers.
[t can contain many different individual components which are not directly listed, so that
each teacher must come up with their own list of what a student must do 1n order to use
persuasive arguments.

Another criticism of holistic scoring is that there is little instructiopal value for
either teachers or students. Because it is the rater's overall impression of the qualittes, and
not an evaluation of any strengths or weaknesses demonstrated in an essay (Elbow, 1996),
there 1s no information to tell what performance areas need work or which are good or
average (White, Lutz, & Kamusikiri, 1996, Zak & Weaver, 1998). This makes it difficult
for students to understand why they were given a particular grade. Furthermore, 1t can
cause a teacher problems in explaining how a student could improve. In an IEP, this can
make the student disgruntled, defeating the business atm of keeping customers happy.

The other pertinent problem with holistic scoring is that it 1s extremely dependent
on the grader's training, experience, and even his frame of mund at the time of grading.
Initialiy, new teachers have no frame of reference against which to judge papers'’
proficiency. They have vet to gain the expenence that allows veteran teachers to nse a

14



holistic tool. Too. all teachers value different elements in composition and give a varying
weight to each element. As a result, the same paper could be given vastly different scores
by different teachers teaching the same class with the same objectives. To overcome such
an mconsistency, Wolcott and Legg (1998) explained that continuous training and
retraimng is necessary to keep teachers closely in tune to what is acceptable for each course
at a given institution. Furthermore, it is necessary that there 1s'continuity provided by the
administators of the teacher traimng to ensure that the standards do not deviate from one
ratning session to the next. The problem with this is that the continuous training and
retraining of teachers necessary to keep graders in sync with each other (inter-rater
reliability) is costly in both time and money to any IEP administration.

In addition, experts agree that holistic grading reflects the subjective bias of the
particular instructor judgng the composition, and not ‘‘any empirical objective criteria”
(Perkins, 1980, p. 61). To get teachers to be consistent with each other in their scoring,
training is required to create a community of agreement as to what constitutes each score
(White, 1994). Because there is no agreement on what skilled writing is or by what criteria
1t should be judged (Raimes, 1985), such training can devolve into discussions, even
arguments about what shonld be valued in wniting (White, 1994).

Holistic scoring is not only a problem between teachers, but is also a problem
within an individual's own scoring habits. In my own experience of grading placement tests
holistically, my testing coordinator has shown me where | have graded a certain essay
lower on one occasion than in a later retraining session. In guessing how to account for
such a discreparncy, ] can only guess that my particular frame of mind or current teaching
assignment must have affected the way in which I graded the essay. Other teachers concur
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that their mood or current 1eaching situation, whether of writing or-other classes, apparently
colors their essay grading at any given time. The reraining which helps control such
differences between teachers' gradiog cannot prevent variations within the grading of a
single teacher. Thus, IEP administrators have the problem of intra-rater reliability as well
as inter-rater relability,

An instructional problem with holistic grading is this subjectivity of the procedure.
The concepts scored in holistic grading are abstract concepts which are challenging for
teachers to demonstrate and, thus, even more so for students to understand. This is
explained more clearly by White (1994) when he said that it is possible to score papers
holistically; however, it is impossible to teach holistically. Skills must be taught one at a
time. Good instructional rubncs should help provide mnformation (White, 1994) to direct
both students and teachers as to what steps to proceed to in further instruction. This type of
mformation ideally should include the skills they have leamed, have leamed to some
degree, or not learned.

To sum up these problems, because holistic scoring does not list a specific set
of skills, but rather general behaviors or goals of the entire essay, there are often great
differences between what teachers grade even when they are teaching corresponding
classes. This sets different objectives for the same assignment and violates the [EP
business requirement of standardization. [t creates inconsistency within tnstruction as
teachers stress and grade the points of writing they feel are most important. This one
aspect of holistic grading, inconsistency, can cause the most headaches for
administrators who must answer to students when an obvious difference emerges
between classes proclaimed as identical (Eskew, P. 1999. Personal communication.
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ELS Language Centers. Oklaboma City, OK), Thus, holistic grading goes against .
the [EP's business to standardize its class instruction.

If all of this is true, then, why Is this type of grading most popular with IEP
teachers? There is one unarguable benefit to holistic scoring, which is that it is faster than
any other method for scoring essays. This is especially important for 1EPs since teachers
have a mimimal amount of turn-over time from the day of essay production to that of
handing back graded papers. As we can see, however, the benefits of using holistic grading
in an [EP are greatly ourweighed by 1ts drawbacks. lts strongest attribute for an [EP is that
thus type of grading can be performed very quickly. Holistic scoring, while being of benefit
for an IEP teacher in grading quickly, has many drawbacks for the curriculum developer
and administrators. Most importantly, this type of scoring augments the argument for
specific objectives and scoring of those objectives in order to promote quality control of the
[EP product.

Where holistic scoring shows the need for specific objectives, analytic scoring
supplies skills, but still has weaknesses which also reveal a need for specific, essential
skills. Primarily, it is valued for its inclusion of a variety of sub-skills which are each given
a value, Traditionally, these skills would be surface features such as capitalization,
punctuation or grammar. Recently, however, sub-skills include more global abilities like
coherence, or imagination (White, 1994). Each skill is given a particular value and these
values are added up to armive at a grade for the paper. The skills often emphasize lingustic
abilities which are to be used as a basis upon which to build communicative competence
(Celce-Murcia, Dornyei, & Thurrell, 1997) and they can be very broad or specific.
However, unlike behaviors described by holistic rubnics, analytic lists usually are
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composed of items which are much less global. Another charactenistic of this type of -
scoring 1$ that 1t can separate the types of skills ( Wolcott & Legg, 1998) into micro-skills
such as form or mechanics, macro-skills such as content and comprehensibility, and other
skills such as the ability to write a thesis statement. The purpose of these divisions is to
make 1t clearer to the student what the quality of his work is. Wolcott and Legg {1998)
stated thar apalytic grading assumes that the whole quality of the composition 15 a sum of
its parts since it examines how effectively a student has handled each of the features listed
on the rubric. It allows the teacher to point out strengths and weaknesses on each of the
saltent features of the composition in order to show students how they can produce more
effective wnting. Thus ability to pinpoint strengths and weakness is the most important
benefit of analytic scoring and meets instructional needs of curriculum writers.

This type of scoring method can be an effective teaching tool if class objectives are
closely tied to the rubric. It allows teachers to test the different skills considered necessary
for proficient writing. Both the student and the teacher know what areas have been
mastered and which areas still need work or have not been learned at all. Thus type of
scoring helps new teachers to be more confident of the grade they assign students and helps
experienced teachers feel more objective about grades they give.

Analytic grading scales include many types of skills which can be individually
taught. It includes elements teachers feel must contribute to proficient wniting. With
sufficient training for reliability, analytic grading enables both new and experienced
teachers to be as consistent as possible on the reasons for their grades. It has the added
benefit of helping the student to understand why he received a particular grade and in what
writing areas he must improve to improve his grade.
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However, analytical scoring has a major drawback for lntensive English Pragrams.
It is time consuming because it requires a specific number of points for-each objectve in
the scale and, then, that those points be added up (White, 1994), Furthermore, when
marking grades on the rubric, there is often not a pass/fail mark for each skill but "rating
levels--which often include such descriptive degrees as 'to some extent' versus ‘often,’ or
‘weak' versus ‘poor'”’ (Wolcott & Legg, 1998, p. 117). These words are obviously opinions
and not clear evidence of what the problem or strength actually is. In addition, in one
scoring project done on portfolios, an average assessment using an analytic scale took
twenty to thirty minutes while scoring the same portfolios holistically took about five
minutes each (Wolcott & Legg, 1998).

Another problem i1s that there is no agreement in the profession about which skills
or sub-skills should be included on such a score sheet (White, 1994). Some analytical
scoring guides only include micro-skills while others include a gamut of skills from micro-
to macro- and those in-between. Judgments as to what skills are included on the rubric
altow teachers to emphastze their own particular pet skills rather than the same skills other
teachers of corresponding classes are grading, Added to this, the multitude of skitls on an
analytic guide requires so many decisions for the teacher, that confusion easily occurs in
the mind of the teacher while grading. Furthermore, as the students move from paragraphs
to essays, the scoring guide becomes longer and longer, taking more and more time for the
teacher to grade as students become more proficient. This tendency of an analytic scale to
be longer and longer creates grading problems for IEP teachers who have little time to
grade. Sometimes, instead of including every skill used in composing, the descriptions of
the skills become more and more general which adds to the ambiguity of what is actually
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being performed. leading 10 problems similar to holistic problems, Finally, the student may
have so many evaluated elements to comprehend that he may feel overwhelmed and may
just give up trying to figure out how to umprove anything at all (Wolcott & Legg, 1998).
[EP students who fee] that they have no control over their grade are not happy customers.

Using the strengths of these (holistic and analyuc) two opposite types of grading
leads to two other types of essay assessment which should be considered. One attempt to
refine these ermerged as a reaction to problems in holistic grading. As described by
Wolcott and Legg (1998), primary trait scoring is a sconng instrument which is destgned
for a specific task rather than a generic one to be used on any type of written assignment.
This task-based idea 1s much like that of analytic grading’s application to the specific
asstignment. Unlike analytic scoring, the task is the important element as 1t "identfies the
primary trait and provides a rationale as to what the task intends to accomplish in termes of a
specific audience and purpose” (p. 90). The primary trait is not a rhetorical mode, but is a
feature inherent to the task given; such as summarnizing, analyzing, or supporting an
argument. The skills graded would only be those required to fulfill the assigned task.

The benefits for IEPs of this type of scoring are several. The theory recognizes the
fact that different types of writing tasks require vanous types of skills or traits. For
example, 8 narative writing would use much different writing strategies than would a
persuastve essay. Wolcott and Legg (1998) adds that it also takes into consideration the
particular audience or purpose of the task. Because of this, a distinctive sconng guide for
the task would only include writing performances which would likely appear in that
particular type of compositton. The criterion-based scoring of this tvpe allows for greater
reliability both among teachers and within a single teacher's scoring repertoire.
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Furthermore. this criterion eliminates the need to rank-order the essays siace the overall
Impression is not as imponant as performance on the listed traits.

Io addition, this type of scoring has some recommendations for good objectives and
grading. First, it can be used quickly, much as a holistic scale can. Next, its inclusion only
of skills required for the task meets the instructional goal of providing students with
knowledge of what skills they must perform. 1t also clearly defines what skills will be
measured, so that these can be listed on the objectives for the class. This form of grading
suggests the use of various writing tasks and their comresponding skills as the basis of
objectives which could be matched to their appropriate level of proficiency. Primary trast
scoring offers more support for the benefits of a skills-based curriculum and suggests
particular skills for evaluation.

The weakmess of this type of scoring mainly 1s that it is for skills used only in one
particular task. Unless tasks are quite similar, many of the skills used in one task would not
appear in another task. In fact, the skills which would be used in most types of essays are
not the focus of this type of grading, but specialized skills determined by the task. Each
1ask does not build upon the skills of previous tasks which allows them to he forgotten or
diluted. For example, the connectors necessary for writing a compare/contrast paper are
used much more seldom in other types of development, so that the skill of connectors is
quite different in differing rhetorical schemes. Furthermore, unless succeeding tasks are
quite similar or identical, there is no opportunity for practice to improve skills learned.
Overall, this scoring theory 1s too focused or limited to be useful for an Intensive English

Program:
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A variation on the idea behind pnmary-trait grading was suggested by Hamp-Lyons
(1992) which incorporates the strengths of all the three grading approaches-previously
mentioned. It is called multiple-trait assessment. She took the begefits of primary-trait
and holistic scoring (time efficiency) and combined them with the instructional strength of
the analytic rubnic (inclusion of many skills). The traits often considered trivial in analytic
guides such as “spelling, [or] handwriting" (Zak & Weaver, 1998, p. 233) are not present in
this new type of scoring. Here, there are traits of global skills, such as clear main idea or
excellent language control, Jisted on the rubric, and micro-skills are replaced by more
generalized terms, such as structures or choice of vocabulary, which match the type of task.
These would be abilities individualized for a particular type of essay.

This is not a content-specific task rubric as in primary-trait scoring. Each trait or
skill 1s given a value just as in an analytic scale and tells at what leve] each of the features
is being performed (Zak & Weaver, [998), The advantage of this was expressed by Elbow
(1996) in that it provides feedback which students can use to improve and shows teachers a
clear perspective of what needs to be taught. This list of writing skills to be measured in
multiple-trait scoring is the great strength of analytic grading without its inclination to
include all writing skills on every assignment. A multiple-trait scale can be altered to fit
individual assignments to cover only skills which have been taught in a particular class
rather than all skills which are needed for advanced academic writing. Furthermore, it
allows skills to reappear in successive assignments to allow for practice in a way that
primary trait scoring does not.

‘An TEP would find it easy to use this kind of scoring method in a sequenced
curmculum, where beginning and intermediate students have not been taught all of the
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possible elements of good composition. Instead of each teacher grading their preconceived
idea of good writing, the teacher grades the skills within the essay which have been 1aught
within the space of that particular class and its objectives. The student is not responsible
for improving the overall guality of his writing. Rather he is responsible for acquinng the
specific skills taught, performing them in the essay, and practicing them in later essays to
improve quality of the skills. Subsequent essays within the same class, could be evaluated
on the progression of the quality of these acquired new skills.

Multiple-trait scoring enables the reacher to give a clear reflection of the quality of
production of each of the skills listed on a scale for a particular class. These ratings of
skills yustifies for both teacher and student the assigned score and reveals what the
instructional goals for a particular student are for the future. Furthermore, since only
features taught in that class are included, scores are less overwhelming to the student. He
sees not only his weaknesses tn the low scores, but the areas on which be is strong or
moderate, which leads to confidence in his composing abilities.

Another plus of not including all writing skills on a rubric. as in multi-trait scoring,
is that the skills can be grouped into objectives for separate courses and sequenced
according to their difficulty. This meets the need of curriculum writers to make sure that
the teaching objectives can and will fit with the assessment instrument used by teachers.
Furthermore, since the teachers can be given specific objectives coverning the tasks for each
course, the consistency desired by learning institutions can be better mamtained between
classes regardless of the instructor. If raters with contrasting biases grade an essay using a
multiple-trait assessment, they will probable agree on the strengths and weaknesses of the
essay, but they may disagree in their bottom-line, holistic score (Elbow, 1996). Therefore,
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rating only the skills on the multiple-trait rubric ¢an bring more consistency in grading
among teachers,

The objecuions to this type of scoring are several. First, some see the scoring
process tainted by a bolistic halo effect in that if the overall tmpression of the essay is
good, then the features listed on the rubric wili be scored highly. In contrast, a poor overall
view would result in low scores on the traits. This may in fact be a problem, but it 1s this
very problem that the traits listed in the rubnc are trying to combat (Elbow, 1996).

The second objection is more substantial. Most agree that the essential quality of
any assignment 1s not the sum of its parts and, because of this, we should not assign grades
as if it were. However, if one accepts the goal of the composition classroom to be that of
teaching skills rather than creating good writers, this objection is easily overcome. The
scoring 1s not on the entire essay, but on the performance of the skills learned in that class
and demonstrated within the essay. Such a focus is highly beneficial to the writing teacher
and curmiculum writer. [f a teacher is expected to evaluate and grade the skills taught
within one class and not all writing skills, grading is simplified. A composition teacher's
Job becomes the teaching of writing skills or strategies a student can use to eventually reach
that goal of essential quality sought by a professor. If the teacher evaluates how well the
student has learned those skills he has been taught in that class, then the teacher is no
longer responsible for also evaluating skills taught in previous classes. Furthermore, the
curriculum writer can set skills as goals within one class which all students can learn
whether minimally or proficiently. This satisfies the JEP destre to keep their customers

happy since students want assessment which gives "maximum and speedy feedback
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(and)...breaks down the complexity of writing into focused units that ¢an'be leamed in
sequence and mastered by study (White. et al, 1996, p.22).

Of the four types of assessment here, it seems that that of multiple-trait assessmém
fulfilis the needs of IEP's to have a grading method which allows for skills-based teaching.
Once specific skills which are agreed upon, then instruction and assessment can be
matched to the objectives built from those skills. Therefore, asséssment's need for

objectives gives another basis for the establishment of an essential skills list.
Business Requires Objecrives

Because these IEPs are often businesses, students are considered customers who
must be kept happy since they are paying a high price for the service. When customers are
happy, profits increase, and in a business of this type, profits are an important element in
the way education is conducted. One way to keep customer satisfaction high s to provide
the students with pre-determined educational objectives for each class or level to
accomplish in a four-week session. Therefore, I[EPs need objectives for sound business
purposes. The objectives represent the basis of the product that the students are buying;
that is, if they pay money, this is what they will get for their money. Another purpose for
objectives is that students are graded according to whether or not they have mastered the
skills outlined in the objectives. This aliows the student to assess how long he will need to
stay at the school in order to acquire the skills he needs; and, consequently, how much
money he will have to spend on those skills.

This setting of objectives for each class 1s of paramount business importance to
[EPs because it is one way to attract customers. Their customers, who also happen to be
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students, have two 1mportant demands of tbeir chosen institution. The first-is that the
student be able to accomplish his leaming quickly. The second demand:is thatthe school-be
an institution of quality learning. Historically, [EPs have accomplished these by using the
latest research in their teaching methods and telling the student what be will learn at each
level of instruction. This assures the student or customer that specific abilities in English
language usage (objectives) can be acquired both quickly and effectively. Quickness and
effectiveness are the incentives for students to choose one IEP over another and they also
forma one of the strongest marketing tools for this type of business. As a result, objectives
satisfy a sound educational requirement, and are demanded by [EPs in order to offer as
good a product as possible to consumers.

Another sound reason for IEPs' need for objectives is that they form a systematic
foundation for teachers, which is necessary in order for a school to provide continuity and
consistency within and between courses. My first awareness of a need for such a
foundation came from my grading experiences. Through discussions and training sessions
with other teachers, | came to agree with Perkins (1980) when he said that there exist many
diverse ways to deal with assignment of grades in writing classes. In addition, what I came
to understand was that not all teachers value the same elements in grading nor do they
teach the same elements. Other ESL professionals agree. According to Hamp-Lyons
(1991), trained teachers do not agree on which essays are quality, nor do they agree about
which elements within essays makes one better than another or worse than yet another.
Instead, these teachers teach whatever they have deduced to be important through their own
teaching.experience rather than teaching skills which researchers have proven empirically
to improve stodents’ writing. This poses severe problems in an IEP which is supposed to be
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producing the same product at-all of its-centers. :In:order to form a basis for this .
standardization, these IEPs need a curriculum with clear performance goals and & specific
understanding of the sub-skills to be measured at each level (Camp, 1996).

This background has defined writing skills in the context of this research, set the
context for teaching of those skills at short-term Infensive English Programs, and
wtroduced a practical need for essential skills as teaching objectives and grading criteria.
As this research evaluates different elements which contribute writing skills, 1t will be done
1n light of teaching and dealing with the rcquisition of skills as the goal of the writing class.
Skills which are commonly held to be important by writing theories and research, by
professors, students, writing assessment rubrics, curriculum writers, and teachers can be
said to be accepted as skills essential to produce good writing. By focusing on specific
sequenced sets of skills, teaching students to be good writers can become a long-term goal
of writing classes in general rather than the goal of one level. To accomplish this long-
term goal, sub-components of good writing are target behaviors to be taught and graded.
These form the objectives of individual classes; ie. instruction will focus on abilities which
can be used to produce good wnting This more specific new goal, acquisition of wrnfing
strategies or skills, can provide a new approach to composition mstruction for an [EP

learning context.

Goals of the Study
In order to identify skills which could be taught in & skills approach to composition,
this research will examine the following questions:
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1. Which writing skills appear in most composition-teaching literature, including
writing methodology books and textbooks, professors' and students' perceptions of writing
needs, and skills evaluation studies?

2. Which skills are included in many assessment rubrics?

3. Which skills are included in many IEP writing curricula?

4. Which skills are impeortant to practicing teachers?

5. Which skilis are agreed on as being important by all sources?

The next section will seek to address question one above. 1t will examine research
studies which looked at writing skills soggested by writing methodologies and approaches.
Then, it will look at opinions taken from professors and students at universities about
writing skills they felt were needed at a umversity. Finally, studies which have tned to

determine whether specific writing skills actually improved students' writing are reviewed..



Chapter Two

Review of the Literature

Over the years, there has been an ongoing conversation among writig theoreticians
and others about which skills or what kinds of writing abilities should be taught. Before
examining researchers’ findings about skills, it would be helpful to create a foundation by
examining what abilities are included in good methodology and teaching approaches. This
foundation can then be compared withskills which are keld to be important by university
students in their wrtten assignments and which skills, when taught, have been shown to
actually improve student composition. Finally, each of these approaches must be viewed in

hight of the business aims of an IEP.

Methods and Approaches

Many teachers and curriculum writers look to composition teaching methodologies
to form the basis for course work. In composition pedagogy, there are two distinct schools
of thought: product focused instruction and process focused insttuction. Nunan (1991)
gives a general description of these two practices. Product-based teaching emphasizes "the
end result of the learning process” (p. 86). That means that students are expected to be able
to produce a coberent and competent essay as a result of instruction. Process writing does
not emphasize the importance of the final paper, rather it sees activities which develop
students' use of the language to be a more profitable use of instruction.

Product writing came from a view of language leaming which fit in well with the
early philosophies of "structural linguists, and the bottom-up approach to language process
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and produciion” (Nugan, 1991, p. 87). As Nunan (1991) explained, early approaches
which favored the product-orientation espoused acnvities in which students manjpulated
text at the sentence level. They might copy a correctly formed paper or use it as 2 model to
imitate in producing an original compositon. Sometimes students would be asked o
transform these correct models into werks personalized by the student. These types of
activities sought to provide mastery of the language at the sentence level. Often these
activities were gramimar exercises or sentence formation practice. It was believed that once
mastery of these forms was achieved, then coherent paragraphs and essays would naturally
follow.

This type of teaching was partly responsible for the organization established at
Intensive English Programs at their birth. These activities provided a step by step sequence
which was easily defined by both students and teachers for instrucnon and evaluation.
Because this type of teaching held dominance for such a long period of time and is still
reflecied in the teaching in many parts of the world, [EPs have been reluctant to change
their sequential organization that matched so well with this fundamental way of teaching
ESL. However, newer methods and approaches have affected curnicula in IEPs.

As ideas about language acquisition and learning changed to more contemporary
views of language as discourse, this focus on product writing concentrating on sentence
level learming came to be seen as inadequate. This dissatisfaction with product approaches,
along with the new ideas of writing no longer being structural, lead to a new way of
teaching composition. Process writing reflected these changing views. It followed an

inductive theory of language learning and focused on global features rather than local ones.
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Nunan (1991) stated that this proeess:approeach to'teaching-composition. came.about
as ESL teachers and professionals recogmized that good -writers do not-follow a sequential
pattern when wrtting, or cornplete a paper at the first attempt  Instead, it was
acknowledped that good writers follow a recursive process of writing several drafts before
being satisfied with their text  This approach asked students.to put ideas on paper with no
consideration to form or correctness. 1t utilized group or peer reviews and, in ideal
situations, one-to-one teacher/student conferences between drafts . This reviewing and
conferencing was to encourage students to discuss their ideas, so-that others could help the
writer clarify his language or expression in successive drafis.

Because the process approach has become so widely accepted as the best choice of
methods offered, it is the one currently used by most intensive institutions. This choice
serves the business marketing tool of providing the latest newest, most espoused learning
theories in the language program. However, tt is important to look at all teaching methods

and approaches to see which skills they hold as valuable.

Methods' and Approaches' Contribution of Skills

Both of these schools of composition instruction suggest skills which are
demonstrated by good writers. It is helpful to examine the approaches and methods which
were based on these differing ideas in order to isolate critical skills valued by thetr
theorists. The first set of approaches we will examine can be considered to focus primarily
on product. These include the controlied writing approach, the contrastive rhetoric

approach and the grammar-syntax-organization approach.
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During the audio-lingual penod, according toKrapels (1990), writing was seen not
as a separate language skill, bwn as an extension of speaking. Writing- was not a-primary
concern and its purpose was to reinforce speaking. Based somewhart on these ideas of
AIM (Audio Lingual-Method), controlled composition provided models of good writing
which wrrters could imitate. It stressed "accuracy and correctness...avoid{ing]
errors...posinvely reinforc[ing] appropriate second language behavior” (p.44). Discrete
units of language were studied and it was behieved that when these were mastered, then
students would be able to create original compositions. Activities included were
"Imttation, manipulaton, substitutions, transformations, expaasions, completions, sentence
patterns, vocabulary, learned structures” (p.44).

The important-push 1n these methods was on the quality of the final written product
or essay. Raimes (1983) explains that the product oriented approaches emerged from the
audio-lingual method from the 1950's and '60's. In the first of these product-oriented
approaches, controlled composition, students followed a sequence of activities which
allowed few mistakes during specified operations on the given ptece of writing. This
method held that grammar, syntax, and mechanics were the key factors writers should
master in order to become good writers.

A benefit to this approach, which should be noted by curricutum writers, is that it
provided an image for students to follow as they produced unfamiliar rhetorical forms. Just
as a painter could not paint a flower if he had never seen one before, it was assumed, a
student could not write a persuasive essay American style if he had never read one before.
An image to work toward was a teachable goal for ESL teachers and their students in
intensive programs. Furthermore, a given pattern provided a concrete objective that the
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student could erther duplicate or-not. Nevertheless, duplicating-a model did: not allow
students to expand their writng abilities. Becaunse controlled composition focused only on
one small set of writing skills, it did not help students to generate and foous their ideas.

The problem with this approach was that it did not allow students to build skills
which could help them develop the fluency necessary to producing what Kroll (1990) calls
proficiem discourse in composition. The reason for this was, according to Kepner (1991)
that the focus of controlled composition was on micro skills, considered at that time to be
grammar skills, with no incluston of other types of skills which are known to contribute
towards the development of good writers. In fact, Kepner (1991) found that this approach
did not develop the fluency necessary for academic work. Walsh (1991) and Russel (1991)
agreed with Kepner. While controlled coraposition weuld make those professors
concerned with form and students who are secure leamning grammar happy, many ESL
teachers looked for another way to help students become better wniters.

One theory which emerged as a reaction to controlled composition, but was still
product-based, addressed the organization of paragraphs and essays. Based on Kaplan's
(1967) theory of contrastive rhetoric, a technique emerged of building discourse by
learning how paragraphs are assembled and later how essays follow this construction.
Kroll (1990) explains that theorists extrapolated from Kaplan's mode! to develop &
contrastive rhetoric approach on the belief that there are pre-existing formal schema in
English which the writer fills 1n with the content he feels is appropriate. Silva (1990)
described the skills in this approach as constructing and arranging discourse forms and the
elements required to perform these skills. Included in this were different types of essay
development, such as "classification, definition, causal analysis, and so on." Silva (1990)
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descrnbes.this method as students being taught the components of paragraph and essay
construction; for example, topic or supporting sentences, and thesis statements or
concluding paragraphs. These skills built from sentence construction to paragraph
construction and on to the essay. Krapels (1990) explained this in more detail. It
emphasized usage skills in syntax, spelling, and punctuation. A specific paragraph form
including topic sentences, support sentences, concluding sentences and transitions was the
focus of elementary mstruction. This form was expanded for more proficient students to
include essays and longer forms of text. It included outlining and parts of an essay, such as
an introduction, body and conciuston. This was an extensive list of skills for ESL students.
As Krapels (1990) said, the contrastive rhetoric approach taught discourse forms such as:
"description, narration, exposition, argumentation,... illustration, exemplification, compare
and contrast, partition, classificaton, definition, and causal analysis” (p. 46). to leam and
master.

Many writing theorists were not satisfied with this method. Nunan (1991) reports
more current theory sought to develop writers' composing processes and saw such
contrastive rhetoric approaches as one-step, linear exercises which did not reflect the true
nature of good writers. Still more problems with the contrastive rhetoric approach were
suggested by Kroll (1990) who said that thought and leaming were not fostered through
this type of instruction. Furthermore, Stlva (1990) added that it did not develop a wrtter's
sense of purpose or audience, nor allow for the fact that most good writers draft and revise
before ammving at a final composition.. Many ESL professionals believed that this
approach did not teach students the drafting and revising that were the common behaviors
good writers followed in composing. They believed that if habits of good writers were
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omitted from the curriculum then students would: not be able.to develop to-the wtmost of
their writing abilities.

The contrastive rhetoric approach was widely used by Intensive English Programs
for many years. Elements of this approach are, today, still present in many systems. Yet,
as 1t fell into disfavor amongst university and other writing professionals, IEPs came to
agree that there must be & better way to teach composition.

Just as the contrastive rhetonc approach fell short of many ESL professionals’
expectations in the promoting of adequate writing skills, so dud the grammar-syntax-
organization method. According to Raimes (1983) some educators saw the writing product
as a combination of the many parts of previous approaches and from this the grammar-
syntax-organization approach was born. This epproach also focuses on form, but where the
contrastive rhetoric approach dealt with form on a sequential basis, this approach believed
that composition was not composed of separate skills which were mastered "one by one”
(p.8). In this approach, composition is not perceived as a sequence of skills, but many
tasks, which teach students to use organization while they also focus on the required
grammar and syntax. Instead, students were asked to pay attemtion to all three aspects
named in the approach at the same time. For instance, if a student is writing a set of
mnstructions he needs the vocabulary, structures of commands, and approprate organization
patterns to do this. As he prepares for the task, he practices each of the pieces so that when
he is ready to write he will "see the connection between what [he is] trying to write and
what [he needs] to write it” (p. 8). For example, if a student wants to tell how to "operate a

calculator, the writer needs...appropriate vocabulary...an organizational plan based on
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chronology...fand] sequence words” (p.8). This approachiemphasizes the-purpose of the
wrtting task and the forms needed to perform that particular task.

A benefit of this approach is that it emphasizes the purpose of the piece of
composition. Another benefit is that it contains many of the skills incleded m other
approaches mentioned. The grammar-syntak-organizaetion approach offers many different
skills which can be used in objectives. Isolated skills such as how to develop a
compare/contrast paragraph or how to.organize a persuasive essays are a strength of this
writing method. However, later researchers believed that the grammar-syntax-organization
approach did not include the need for awareness of audience which is essential m most
academic writing. In addition, since the skills are tied so closely to the specific task being
performed, the skills may not be as generalizable as needed by most ESL composttions
classes. Because of the lack of widely used skills, intensive schools looked toward
different methods.

As reported by Caudery (1995), many writing professionals expressed
dissatisfaction with this and other tradittonal methods because they did noet recognize that
wnting was truly a many-faceted process. This was the beginning of the second division of
writing theory known as process.

The process approaches took an-opposite direction from those which were product
based. These approaches tried to develop the mental procedure the writer experienced
during the composing and revising of the composition rather than focusing on producing a
perfect end result. The approaches included in this section are free-writing, the process

approach, the communicative approach, and English for academic purposes.
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The free-writing approach was the first of these attempts to-help students expand
and refine their ideas as they wrote. This approach places importance on the quantity. of
writing rather than its proficiency. As Raimes (1983) explained, students are to be
concerned with the content of their compositions more than the form. It was the first
approach to address the processes working in a writer's brain that could produce good
composition. It used brainstorming techniques such as clustering or sustained writing to
encourage students to write whatever.came 10 mind and, then, later, to use these ideas to
compose a paper. Raimes (1983) presented the belief of this approach by saying that if
students could express thetr 1deas clearly, thep mechanics, organization, and other good
writing abilines would gradually develop. This approach worked as a way to generate
ideas, but did not produce the academic-quality product universities required. One of the
activities used in this approach is that of sustained writing, Students are instructed to write
continuously for five or ten minutes without stopping regardless of what they wrte. This
means that even if they write "I can't think of anything to wnite." (p. 7), they must still write
for the full amount of time. The purpose is to make writing more familiar so that less fear
1s involved in the composing process. Students are also told to keep the audience of their
paper in mind. The content of their papers should include subjects which hold their interest
and these, later, form a foundation for writing tasks which are more focused. These steps
of brainstorming for ideas and addressing audience are the strengths of this approach. In
spite of these strengths, it 15 evident that [EPs need more skills for a complete cumculum
than are present here.

Such.irec writing was an initial atternpt to address thought processes and lead others
toward teaching composition in a process approach. According to Caudery (1995), as a
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result of this altered way of perceiving writing and, in an-atiempt to sotve-some-of the
drawbacks of earlier theories, Murray, and others like, him.began a new approach labeled
"process”. It was an approach in which students moved through a cycle of brainstorming,
Writing, revising, rewrtiting, peer and teacher conferencing, more revising, and more
rewriting which lead to a final copy. The emphasis was on discovery of meaning through
drafting and conferencing. As in free writing, the importance was not on form, but on
content.. The goal of the new philosophy was not so much to produce a well-written piece
of literature as to determine what was causing the problems which prevented students from
producing good. written texts and to address those difficulties. As explained, this approach
developed as ESL professionals recognized that writing was not a linear process requiring
specific steps, but a recursive process unique to each writer. Krapels (1990) stated that the
goal of this approach was to encourage thought and expression of both native writers and
ESL writers, and, as such, to help promote learning. Skills included in this approach are:
brainstorming, diagramming, outlining, drafting. Ali of these activities address global
skills which affected the writing process. According to Myers (1997), these activities
helped students understand the nature of writing as requiring revisions and rewriting ip
order to express themselves more articulately.

There are, however, problems with this approach  According to Caudery (1995),
the process approach to teaching writing was adopted by ESL composition teachers not
because of proof that it was effective, but because of anecdotal evidence, amongst
composition teachers in general, that the approach was helpful. Such methodology merely
became popular as teachers saw improvements in their students' writing; altbough there
was little evidence at the outset that this was a sound theory. However, as stated by
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Horowitz (1986), this approach does not adequately prepare students 1o-meet some tasks
required of them at a umiversity. For example, students who-do not-learn well mductively
may not grasp the skills revealed through the self-discovery steps of this process. In
addition, the approeach does not prepare students to write essay tests which are required at a
unrversity. It also "gives [ESL] students a false impression of how university writing will
be evaluated" (p. 142). Where teachers in composition classes may grade the process,
university professors will grade the product. Overall, as Krapels (1990) said, this approach
neglects the socio-cultural context of EAP (English for academic purposes) witing,

In addition, L2 (second language) students are-not usually placed in ESL
composition classes because they have problems coming up with ideas, which was the
reasoning behind process wnting. Instead, as Myers (1997) reported these students have
insufficient control of vocabulary or syntax in order to produce fluid writing. Process
writing does not address these concerns. It is an approach which does not include the skills
which are needed by ESL students, such as the ability to use transitions correctly or to
sequence data in a manner logical to an Amernican. In spite of al] of these deficiencies,
many ESL classrooms promote the process approach to writing because teachers believe,
because of their own classroom experience, that it improves L2 composition proficiency.

There are two major problems with using process approaches in [EPs. There are
logistical difficulties directly applicable to the context of IEPs. One might assume that the
conception of the word "process” implies a strictly sequenced set of activities which would
easily lend themselves to an [EP curriculum. In fact, just the opposite is true, in that, two
fundamental tenets of the process method are that the procedures are recursive and non-
linear. The skills included in this spiraling reappear in writing classes of many levels. This
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may give students the impression that they are being taught the sarne objectives again and
again, which, in an [EP, may lead to unhappy students who do not want to pay to be trught
the same things over and over. Furthermore, Caudery (19935) said the process approach
requires much more individualization and time for drafting than do other approaches. Itis
obvious from the above explanation of an IEP teaching schedule, that time and
individualizaton are difficult at best.

As a consequence, process writing, alone, does not lend itsslf well to an [EP
curriculum. Yet, the global abilities emphasized in the process approach are ones which
help students learn through their writing—one of the abilities desired by professors. This
means that some way of incorporating these skills in the curriclum should be found so that
students will learn to use writing as a learning tool and not just as a way to fulfill
assignments. Furthermore, the process approach adds skills which-teach a writer the
various steps good writers employ in order that they too can develop good writing habits.
This makes them more independent as writers, as well as more responsible for their own
learning.

A version of the process approach which attempted to focus a writer's message was
the communicative method. It tried to join ideas from process writing to the current
philosophy that language teaching should be relevant in the real world. It aimed
instruction at legitimate interactions that students would experience in the world outside the
classtroom. According to Raimes (1983), this method of teaching writing emphasized
actual communication with a particular audience who actually read the composition and
who often responded to the piece. Awareness of audience as well as purpose was stressed.
The skills taught were the ones necessary to fulfill whatever task was assigned and these
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incorporated many of the skills from eartier methods. For-academic writing, rhetorical
forms of development were the target interactions taught to students. There was. no specific
list of skills included in this approach other than the task-types. This approach was well
adapted for tasks such as writing memos or business letters, but only provided thetorical
forms as general goals for academic tasks.

However, these forms, such as compare/contrast or argumentative essays contribute
general goals held valuable by EAP theonsts. The procedure of the communicative
approach was similar to other process approaches, including pre-writing, drafing, and
revising. Like other process approaches, it did not focus on specific skills, but rather broad
behaviors. Nonetheless, if a particular type of essay production, for example persuasion,
was held to be a broad skill, then, a persuasive essay qualified as a communicative act since
it sought to transfer ideas to, or communicate with, a reader in order to persuade him to do
something. Since many teachers felt a more focused approach was needed, further attempts
to develop writing methods appeared. As with other methods, this approach was not
comprehensive enough in providing skills for intensive schools.

To address this, the EAP approach attempted to recreate academic situations for
which students could wrmre actual assignments simtlar to those which could appear in their
future academic work. Silva (1990) described this approach to wnting as a re-creation of
the situations under which studemts will actually produce academic composition; for
example, essay tests, production of academic discourse, and presentation of information in
known academic formats. This method tried to take the benefits of communicative theory

and blend them with purpose and audience for a specific product. Like others before,
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however, 1t 100 did not outline specific teaching methods with skills as objectivesto.leadto
a described goal of good writing: making it inadequate for Intensive English Programs.

Summary of Skills from Methodology

Each of the above approaches or methodologies was trying to mold the teachmg of
composition into a theory which, when used with ESL students, would enable them to
produce a high-quality, articulate prose. Each writing method or approach includes skills
or sub-skills known to appear w1 the compositions of good writers.

Controlled composition can contribute the ability to recognize a model of writing
and the abilrty to reproduce it in order to lead to an understanding of the rhetorical forms
that students will need to produce for content classes. This type of schema is needed by
ESL students because the writing forms in their language are often quite different from the
modes used by English wniters. This skill to reproduce 2 known model 1n a2 composmon 1s
a global skill which bas been shown to improve student writing (Ferris & Hedgcock, 1998),
and, therefore, should be included in an IEP skills hierarchy. It also emphasizes accuracy,
vocabulary, sentence pattern, substitution, transformation, and expansion. Controlled
composition stresses. systematic production of grammar, syntax, and mechanics.

Like controlled composition, contrastive rhetoric provides practical schemata
necessary to producing writing in a foreign language. Using rhetorical forms appropriately
to address a disciphne-specific audience functions as a broad-based skill or long-term goal
of EAP students. Another ability which is useful from contrastive rhetoric is the 1dea that
writing can be learmed in small chunks or skills which can be added together to build better
writers. The sequence of abilities (sentence construction, paragraph construction, essay
construction, etc.) lends ttseif well to the leveled arrangement of IEP writing classes and 1s
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still reflected in the curriculurn of ELS Language Centers course work, This pre-existing
form is concrete and fits nicely within a set of objectives for 2 writing class.

The contrastive rhetorical model includes the skills of paragraph construction,
including topic sentences, supporting sentences, concluding sentences, and transitions;
essay development types such as illustration, exemplification, comparison, contrast,
partition, classification, definition, causal analysjs, essay construction including
introduction, body, and conclusion; and organizational modes like narration, description,
exposttion, and argumentation (Silva, 1990). The other skills offered by this method are
syntex, spelling, punctuation, paragraph forms and transitions, and essay forms (including
outlining, introductions, body paragraphs, and conclusions).

Auother approach which offers a few sklls for the IEP multi-leveled curmiculum is
the grammar-syntax-organization approach. Its idea of applying appropriate grammar and
syntax to rhetorical forms is a skill particularly useful in academics. another ability
suggested by this approach is focus on vocabulary. Skills promoted by the grammar-
syntax-organization approach were assigned according to the specific purpose of the
assignment; ie. the grammar, syntax, and organizational patierns needed to fulfili a
particular task.

The first process approach, freewriting, seeks to develop a writer's fluency.
Through its sustained writing activities writers develop content and ideas. At the same
time, they focus on a particular andience to which they must address these 1deas later in 2
composition.

The process writing approach contains ideas which appeal to curriculum writers for
IEPs because of the populanty of the approach. They include specific abilities which can
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be taught and practiced both during class time and as homework. The process approach of
free writing offers the skills of brainstorming, clustering, and sustained writing. Skilis
attributed to the process approach, itself, by Silva (1990) and Caudery ( 1995) are:
"recursiveness..., diagramming, outlining, and maltiple drafts... peer and teacher
commentary...student-teacher conferences...prewrnting activities...planning and
organizing.. becoming aware of the various composing options...final product...revision...
audience expectations” (Caudery, 1995, p.8 & 9), "adding, deleting, modifying,
rearranging, vocabulary, sentence structure, grammar, mechanics, finding topics,
generating ideas and information, focusing, planning structure and procedure.” {Silva,
1990, p. 15).

The communicative approach contains a restricted set of skills to serve as a
complete teaching method in a skills-based curriculum. However, one important element it
emphasizes much more than other approaches is the consideration of audience. The
communicative approach addresses the skills of purpose, responding, rewriting,
summarizing, content, language, and levels of formality (Raimes, 1983),

EAP writing utilizes the skilts of development of academic discourse schemata,
skills from contrastive rhetoric, essay exam writing, content, analysis, use of source
materials, evaluation, screening, synthesis, organization, presentation of data in academic
form, purpose, and the writer revealing himself as & member of the academic community.
All of these can contribute useful skills for intensive language schools.

As can be seen, these methods offer a broad range of skills from discourse onented
ones to those focused on format or other local considerations. Even though some skills are
duplicated, expanded or refined in different applications, there is no agreement amongst
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any of the existing writing approaches on a particular set of skills writers.need to master.
The underlying problem with each method 15 that there is a focus on specific sub-poiats or
skills of writing; yet, noge of these theones deals with the overall picture, Some identify
skilis which are specific enough to be taught, while others assume one learns to write by
writing prolifically and getting feedback. All omit same components addressed by others,
For IEP wnting teachers and administrators seeking to design curricula, there is no clear
consensus to be found among ESL writing theorists about a complete set of skills necessary
for ESL writing in the manner as has developed for other language areas such as grammar
or reading.

Intensive English Program curmiculum writers employ various of these methods, but
no one method appears to sufficiently meet the need of Intensive English Programs or their
students. Yet, since each method contains skills which are believed to improve student
composition, it seems that an approach which integrates the strengths of each method could
contribute to a new focus in teaching composition which would work for IEPs. This
research seeks to take one step in the direction of creating such an integrated method by
identifying a set of skills which are agreed upon by educated sources to be necessary to
developing good writers.

This discussion of writng theory shows that neither a wholly product approach por
a wholly process approach is ideal for JEPs. Using anything but a process approach has
come to mean the "bad old days" (Myers, 1997, p. 3) when product was the sole means of
teaching composition Yet, the latest research has demonstrated a need for teaching both
local and discourse skills rather than embracing one or the other (Myers, 1997). Kern and
Schultz (1992) believe that composition instruction emphasizing ap integrated method of
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teaching can have a positive influence on students’ writing. This holds very true for [EPs
since both process and product approaches have been shown to contain procedures which
are inherently incompatible with intensive situations. Because none of the specific
methods we have discussed are agreed upon as being the perfect teaching methods, the
goals of the writing program, as White (1994) says, should be decided partly based on
agreement about skills from all of these instructional theories. One specific teaching
approach or method should not be used as the sole contnibutor of wrriing objectives, but
rather a corabination of the skills from many differing methods is most likely to contribute

skills which could be considered essential by most composition professionals.

Professors’ and Students' Perception of Writing Needs

Professors and their students can define which writing skills are academic and, thus,
desired in an EAP program at an intensive school. First, meeting the professor's
expectations is the goal of any learner of composition since the professor is the one who
will eventually determine a student's quality of writing by assigning grades. Because not
all professors agree on which writing skills students need (Hamp-Lyons, 1990), it is
beneficial to consider opinions of academicians in various fields. This will allow a
consideration of skills which should be demonstrated in the final written products. Next,
students’ opinions should be included to gtve more perspective on wnting skills needed
duning the process of composing rather than just product skills. Students' perceptions of
what professors require can lend more substantiation to a list of chosen skills for a

curriculum. These two views about what abilrties are needed at 2 umiversity will help
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determine which kinds of skills should be considered for students whose goal is.university

work.

Professors

The ultimate goal of instruction with university~-bound, JEP students is to provide
them with the necessary composition skills to satisfy assignments at the unrversity and
please the professors enough so that the students receive high grades. Knowing what
writing skills professors value helps detemmine which skills need priority in 2 hmited
curricutum. The next section, then, looks at research which explores the viewpoints of
professors across the curriculum as to what is necessary for good writing in their discipline.

A good place to begin is research done with composition from native speakers of
English and English professors. Russell (1991) tells in his history of writing curricula that
research on native English writers shows late-nineteenth-century university educators
focused on “mechanical skills: correct grammar, spelling, and usage necessary for
transcribing” (p. 7). Previously, Vann, Meyer & Lorenz. (1984) found this also to be true
of professors of ESL students in the mathematical and physical sciences as well as those 10
engineenng. These professors were bothered more by local errors than were those from the
social sciences, education, humanities, biological or agricultural sciences. Indeed, more
recently, Agnew (1994) reported thus focus on surface features 18 still seen as necessary by
professors across the disciplines who report on being bothered by mechanical errors more
than by content deficiencies. In addition, Russikoff (1994) saw the need for ESL students

to perform up to the same standards as those expected of native speakers.

47



Other researchers contradict these findings that local skills-are the ones that. ESL
students need to improve. The science and liberal arts reachers in Fregeau's (1999) case
studies of two ESL students produced eppesite viewpoinis to those professors in the studies
above. Fregeau conducted interviews of two university ESL stndents over opne semester in
regard to thetr L2 writing class and their other content classes. These students’ science and
liberat arts teachers reported that they wanted students to demonstrate that they had
understood the concepts taught. Also, these professors felt that students should be able to
express their ideas about content with clarity. They felt grammar and spelling were of
much less importance. In contrast, the ESL and composition teachers in this study agreed
with the professors discussed above who focused on local skills. Fregeau's two case study
participants reported that their ESL instructors responded to the students' compositions by
correcting surface errors and rewording incoherent text.

Additional research supports the findings of Fregeau in regard to mechanical errors
being less important than global errors for some professors. Santos (1988) looked at how
professors rated language and content in two essays, one of which was written by a Chinese
student and the other by a Korean. Ninety-six professors from the humanrties/social
sciences departments and 82 from physical sciences departments of University of
California at Los Angeles were asked to first identify and then rate the errors found in the
composition they read. The results showed that humanities/social sciences professors were
somewhat more lenient than physical sciences professors as far as surface errors. However,
there was more difference in tolerance between experienced and less experienced

professors. The less experienced ones were less tolerant of these errors.
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In additton to this, Santos (1988) found that professors across-the curriculum,
regardless of age or experience, agreed that content and errors which affected meaning
were the most important types of errors. Although some deparmments' professors were
bothered more by local errors than others, when they compared local and content errors,
professors, of all departments agreed with the science and liberal arts professors in
Fregeau's study that the content errors were more significant than the language.
Furthermore, these professors were more concemed with the ideas in a paper and stated
that they would overlook mistakes of non-native speakers when valuing content.

Professors believed that, even though sentence level accuracy may affect the quality
of writing, mistakes at the content or global level created problems in the discourse,
making the paper difficult to comprehend (Burt, 1975). Santos (1988) and Leks and Carson
(1994) identified some global errors, such as organization and development or support of
ideas, as those which can make content incomprehensible. Another global error problem
was discussed by Sullivan, Lyon, Lebofsky, Wells, and Goldblatt (1997) who found that
professors in mechanical engineering perceive a need for students to have more precision in
incorporating their references in recalling specific information than may be called for in
other areas. This ability to be precise affected the student's ability to commumnicate the
ideas coherently. Lee (1988) added that studies show, overall, that university teachers in
all subject areas see a need for students to develop better organizational skills, use longer
sentences and compositions, use better sentence structure and vocabulary, and improve
usage.

Sullivan et al. (1997) also reported on problems with students' global writing
abilities which were the subject of a task force at Temple University whose purpose was 1o

49

S

J
4

ALIDGZ N JLVLD VilU! Ty



restructure the university's writing program. Before restructuring, professors across the
curmculum were dissatisfied with students’ writing tn general and expressed concern about
the students' inability to convey content. The purpose of the task force was to identify the
source of these problems and reformulate the writing curriculum to rectify them. The task
force worked with the faculty of writing-intensive courses to identify discrepancies
between teacher expectations and student performance. Professors identfied students'
inadeguacies in "selecting and focusing a topic, synthesizing source material, organizing
and developing a paper, revismg their drafts, and responding critically to published books
and articles” (p. 377). The Council of Writing Program Administrators did an evaluation of
the current program and in its report, made recommendations for change. The program
was restructured to mclude discourse skills such as emphasizing audience and analysis of
texts, and teaching students about "how writing 1s produced” (p.382). The result was
improved student writing in content classes across the board.

Another way of examining how professors define the writing needs of their students
is to consider the types of assignments students are expected to perform. By looking at
class syllabuses, Canseco and Byrd (1989) learned more about the writing tasks assigned to
graduate students in Amencan untversities. They examined syllabuses from graduate
classes at Georgia State University in their College of Business Admintstration. They
looked at a total of 55 syllabuses for 48 different graduate courses. The wrihng
assignments assumed that students would be able to interpret and respond to topics
discussed in the class through writing. Professors believed that students’ composition
should both demonstrate an understanding of content of the course and perform the specific
writing abilities required for different writing tasks. This examination of the syllabuses did
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unearth new needs of students in graduate classes, for example "instruction-that focuses on
mterpreting and responding to topics provided by instructors” (p. 312).

Vann et al. (1984) added to the idea that higher-level, global skills affect the quality
of a student’s writing. Professors at lowa State from departroents across the curicnlum
answered questionnaires and responded to 36 sentences containing different types of errors.
Overall, professors graded content; that 1s, the students’ ability to communicate messages,
more strictly than local ecrors. However, global errors which affected the organization of
sentences overall were less acceptable than those which did not interfere with
comprehension. Specifically, some local errors in wating skill, identtfied in the areas of
spelling or punctuation, article and preposition usage, were more acceptable while errors in
agreement of pronouns or subjects with verbs, word choice and word order, and relative
clause usage were considered unacceptable.

Because of the change 1n behef that global skills improve writing more than surface
skills, it is safe to say that ESL composition theory has grown toward less concern with
error and more appreciation of content (Agnew, 1994) in order to prepare students for what
ESL professionals see as the instructional needs of the students. Such global abilities will
allow students to see how to use writing as a leamning tool by revealing assigned
information 1n their compositions(Leki & Carson, 1994). Even though professors in these
studies valued content over correctness, many professors still felt a need for their students
to develop better grammar as well as to improve other local skills.

It seems that professors agree that a variety of skills are needed by students for good
writing performance at a university. Professors cited the micro skills of: spelling,
composition and sentence length, vocabulary, and grammar. Other skills included were:
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usage, development, and precise references. Organization was an important macre skill
mentioned. Professors see a need for better vocabulary, grammar, and organization. They
also included many more macro skills: wring outlines, book reports, term papers. and
text-responsible writing. These examples should be included in a collating list leading to

essential skills.
Students

Research shows that student perceptions adhere closely to the views of both ESL
teachers and professionals from the content areas. Kroll (1978) reported that students in
general listed global skills such as writing outlines, writing book reports, or wnting termo
papers to be abilities necessary in content class writing.

The results Leki (1995) received from in-depth interviews provides more insights
about which skills are beneficial to wnting development. Students in this study suggested
that EAP classes should teach wniting strategies that good students or anyone else could use
to fulfill writing tasks. Leki studied S (three graduate and two undergraduate) ESL students
from a large state untversity in the United States. All had received above a 525 on the
TOEFL (Test of English as a Foreign Language) and were enrolled in classes requiring a
significant amount of writing. Some of the strategies these students employed during their
writing were: clarifying strategies, relying on past wriing experiences, and looking for
models. Being flexible in their ability to choose appropriate strategies to accomplish their
tasks was displayed by all five of the students in this study. Therefore, this study supports
the idea of strategy or skills training in writing classes as being both of value to the students
and of being an element of successful students’ writing process.
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A different study of Leki's with Carson.(1994) surveyed students about their writing
experiences across the curriculum. They did a survey of 128 students who had received”
academic writing instruction and were currently enrolled in a university course requiring
writing. The survey items included things such as.goed grades, perceived success in
content courses, or perceived success on wnting tasks for content classes. Students felt
they needed more practice usimg sources for compositions than therr writing classes had
provided This study identified the foliowing pereeptions: need for voeabulary, grammar,
organization, writing speed, discipline-specific needs, and more challenging assignments.

Another study done by Leki and Carson (1997) reported findings on non-texi-
responsible writing, 1e. writing based not on texts, but only on ideas from the student. This
research found that students believed the need for non-text-responsible writing to be the
venue almost exclusively of the English class. ESL students at a large U.S. university were
interviewed fwice through a qualitative, in-depth process. In the analyses, a framework for
classification of data revealed two divisions: type of writing and academic level of student

Distinct differences were revealed about writing skills required by ESL writing
classes versus content classes. One difference between ESL writing classes and content
classes was the perception that information or ideas used in the writing courses needed to
be clear and concise, but not necessarily correct. However, in their non-English classes,
the content had to be accurate as well as clearly expressed. This means that another writing
skill seen as needed by these students was that of text-responsible writing or writing to
reveal learned material. Content classes usually require responses to reading, summaries of
articles, and evaluations of subject maternal, rather than expository essays, journal wrting,
descriptive essays, or other types of wnting typical of ESL ciasses and which are unrelated
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to 1deas taught in a content class. Therefore, the type of writing students were asked to
perform revealed that students see the need for text-responsible writing as more important
than the type of writing they were required 10 perform in their writing classes.

Leka & Carson (1997) also found differences in student perceptions of writing
needs for content class wniting, according to whether the student was enrolled in graduate
or undergraduate school. While the undergraduates expressed that they were able to apply
what they had learned in the ESL writing classes to content work, graduate students
expressed a need for different abilities; for example Jearning the differences between
general "textual preferences of ...genre" (p. 48) between the English deparunent and other
disciplines. Some disciplinary formats included forms, such as introduction, results, and
discussion, learned in ESL classes, which graduate students found to be transferable. In
spite of this, they felt that they still lacked in their knowledge of professional conventions
for their particular discipline. Also, graduate students felt that writing classes did not teach
thern to transform text in order to avoid plagarism. Furthermore, these students needed to
be familiar with the formats for writing in their discipline, but their writing classes taught
various rhetorical formats which may or may not have helped them later. This is a serious
problem since the rhetonical forms taught in various approaches are not authentic EAP
forms.

Probably, the most important element students felt they needed to wnte good L2
compositions was time. Students said again and again that when writing within a limited
time allotment, they found it difficult to find ideas and vocabulary to express themselves
satisfactorily. Yet, when students were asked to use source texts in their compositions,
time did not pose a probiem since they did not have to come up with content on thetr own.
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In Fregeau's (1999) case studies of two university ESL students, she found
frustration with their L2 composition clesses. Both students felt that their compositions
teachers’ focus on surface level errors did not help them fo improve their writing. These
students felt that their writing class was not preparing them for their content classes t.e.,
they needed writing skills which would help them communicate ideas to their teachers
since this was the emphasis of the content teachers. Furthermore, one of the students noted
that if her writing had improved at all, it was from the practice she had done and she
expressed a desire for more ungraded wrting opportunities. She said that if they were
ungraded she would "have practiced more meaningfu! and sophisticated writing." This
study suggests that students want instruction in higher-level writing abilities which do not
address surface features, but discourse, as well as just more practice writing.

It seems, then, that both professors and students show no overwhelming belief in
the need for any particular type of skills for university composition. Professors, in general,
are imterested in the skills of correct grammar, spelling, correct usage, correct content,
clanty, coherence, correct word choice, logical connectors, organization, development of
ideas, support of ideas, precision in reference, sentence and essay length, vocabulary,
audience, analysis, response, punctuation, agreement of pronouns and subjects/verbs, word
order and relative clause usage. Students expressed the need for the writing skills of
outlining, writing book reports and term papers, introduction, results, discussion, use of a
model, use of sources, vocabulary, grammar, organization, writing speed, discipline-
specific rhetorical formats, text-responsible writing, clarity, conciseness, coherence, comrect

content, summary, evaluation, and paraphrasing. These studies suggest that [EP curricula
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should include a good balance of all of these types of skills when selecting objectives for
classes in order to prepare students for academia.

This section has defined a set of skills from professor and students 1o form a
foundation to which other research can add skills. The next section will examine which of

the skills bave been shown to improve writing and those which are uniquely needed by

ESL students.
Wruing Skills Effect on Written Communicatton

When considering how important certain skills are for teaching, pnmary importance
should be given to those which have been shown to improve L2 students’ writing, Another
consideration are those skills which native speakers of English have that non-native
speakers do not.

While it is relevant to take into consideration opinions of professionals from general
academia, the ESL profession itself, and students as to what skalls for writing are important,
if the skills they name do not actually improve a student's composition, then they should
not be considered as essential as those proven to do s0. In order to do this, this section will
first define a working concept of writing proficiency in order to set a target goal by which

to evaluate skills. Then, it will look at studies which purposely or inadvertently identify
writing abilities which improve or have no effect on students' production of compositions
or their proficiency.
Furthermore, it is necessary to examine how similarities and differences in native
English writers' and non-native English writers' composition skills affect the quality of their
writing. Similar skills can be easily taught by teachers, but where differences occur,
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special skills must be.included so that ESL writers can communicate in a Tnanner more
closely related to native-speaker writing. These identified skills, those that improve writing
and those of L2 (second language) which are similar or different from L1 (first language),
will contribute to this research's proposed list of crucial:composing skills.

Skills Which Improve Writing

If we want to find skills which will make students improve their writing, then we
must have some concept of what we want them to be able to do in their essays. Connor
and Kaplan (1987) explain this as the student's ability to produce "a coherent universe of
discourse” (p. 26). A clearer idea of a coherent universe would be Widdowson's (1978)
description of discourse as the writer providing enough clues in his text so that his intended
meaning is communicated through world knowledge and conventions of language and
usage which he assumes he shares with his reader. When a composition creates such a
universe, the writer has created a text which is proficient and comprehensible to a native
reader (Connor & Kaplan, 1987).

Because early L2 research was based on that done in L1, proficiency in L2 writing,
according to Kepner (1991), was, for many years, defined as the ability to control the local
skills needed to produce an accurate composition. Kepner wanted to determine if in fact
these types of skills improved students' writing. He looked at teacher comments directed at
error correction and those directed at content of the wniter's message. When teachers
corrected surface errors and followed this up with rules, no substantive change was noted 1n
the students' compositions. Students who received comments about their content used
many more higher-level propositions in their journals than did stodents who received
feedback concerning their tack of accuracy . Furthermore, students who were instructed

57



about how to correct errors did not make significantly fewer errors than the other group.
Thas study, then, showed that skalls affechng discourse production rather than surface
features improved the students’ ability to create propositions to communicate coherent
meaning. In addition, feedback concerning content improved content, but not accuracy.
This suggests that elements of discourse ability can be said to improve student writing,
Another study which looked at what types of skills improved student composition
was that of Kern & Schultz (1992). They looked at whether the restructured second-year
foreign language curnculum of the University of California, Berkeley was improving
students’ preparation for upper-division writing. Previously, these classes included writing
tasks which focused on accuracy mstead of on idea development, essay organization, or
the student's ability to effectively express his ideas. The new classes focused on the
developing students' higher-order or global skills and, to a small extent, on accuracy of
grammar. Rather than comparing writing performance of a control and experimental
group, this study looked at how much change in writing performance occurred in these
students. Overall performance did increase, but low ability students made the most
improvement in French Three where they were taught "thesis statement development,
rhetorical organization strategies, paragraph development and the writing of imtroductions
and conclusions"(p. 6). All students showed at least some improvement, but not all ability
levels had the same amount if increase. High ability students did not improve much in
French Three where they received in the fundamentals of writing, but they improved
considerably from the instruction in French Four on in-depth analysis of French texts. This
suggests that when they entered French Three, these high ability students were already
fairly good writers so that the writing fundamentals did not help them much. Middle
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ability students showed the same improvements as low ability, but they never overtook the
high-ability group. Kem and Schultz's research found skills contributing to higher-order
discourse to help improve student wniuing. This study, in addition, contributes actual
components, such as the components stated above which were taught in French Three,
which helped students build writing performance.

The fact that focus on form over content or communication does not improve
writing skills 1s upheld by Fregeau's (1999) study of two universtty ESL students. The first
student received writing nstruction which focused on producing compiete sentences and
paragraphs rather than communicating with a specific audience. For this student, in an
ESL composition class, most of the ime spent was on drafung outlines, sentences and
paragraphs. She felt that the outhining was useless and actually hindered her thoughts
instead of helping her organize. This student regularly wrote her outlines after finishing her
composition and consistently received high grades. This student felt the course was too
simple and did not address her needs. Focusing on form, for her, interfered with her
communication of ideas or content.

The other student in Fregeau's study was in a non-ESL course and was taught
through a traditional system of learing typical of contrastive rhetoric or the grammar-
syntax-organization approach which included both global and surface features. She was
also required to follow several steps of process writing including brainstorming ideas,
drafting, revising and doing a fimal draft The teacher concentrated on the production of the
correct forms and did not place much emphasis on whether the ideas were correct, but only
if they were correctly expressed. This student was often frustrated and felt her course was

much too advanced because her English proficiency made her performance of the global
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abilites insufficient and frustrating. She felt that the concepts taught in this class were
beyond her grasp. However, she did feej that her writing had improved because of the
amount of writing practice she had done with the drafting. Also, she felt that the
assignments were meaningful. As can be seen, even though this student did not feel that
she had leamed new skills, in fact, she did feel that her overall or global wrniting had
improved, while the student who received training in surface features alone did not

Cooper (1981) also idenufied some compopents of meaning-level skills which are
inherent in geod writing. He discussed the fact that as students achieve more complexity in
their syntax, their wrniting is more compact; that is, instead of using several short sentences
to express an idea, they can condense it into one sentence and still retain the meaning. For
example, a less-proficient ESL writer might say, “Disneyworld is in Flonida. It is an
amusement park." Whereas, a more-proficient writer would produce, "Disneyworld, an
amusement park, is in Florida." Such a sentence 1s more concise and more native-like.
Another skill he defined was that of students' developing the ability to paraphrase. These
two skills, production of syntactic compactmess and paraphrases, should also be included in
the list of essential skills.

Along with the studies described above, Connor and Kaplan ( 1987) believe that
sentences must meet specific criteria in order to give meaning or substance to the sentences
as a group rather than as i1solated strings. When teachers can describe such cniteria and
teach it to students they can develop global skills to enhatce their writing. Kepnoer (1991)
affirms this idea that when teacher instruction, in the form of written feedback, focuses on
global abilities, the writing proficiency of college intermediate L2 students is facilitated.
Other studies (Lipp & Davis-Ockey, 1997, White, 1994; Zak & Weaver, 1998, Hall, 1990,
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Vann, et al 1984; Widdowson, 1978, & Cooper, 1981) support these findings: We can
conclude from these studies that teaching and feedback directed at meaning level skills can
develop good writing in ESL students.

Therefore, sentences must not only be understandable 1n isolation, but must also
create relationships among themselves which provide meaning to the reader: these are
propositions. Widdowson (1978) agrees that the global skill of creating propositions from
semences is a necessary quality to writing, rather than just the ability to produce clear
language in each sentence. Furthermore, any text outside of known writing conventions is
difficult or even impossible to understand (Widdowson, 1978); therefore, other skills
students need is the ability to operate within accepted rhetorical guidelines and the ability

to create and link propositions.

LI and L2 Writing

Now that a knowledge of some elements which improve students' writing has been
determined, it is necessary to consider which of these should be of more importance to ESL
teachers specifically. Many studies showed that, in a broad sense, writing in & second
language is similar to writing in a first language (Valdes, Haro, & Echevarriarza, 1992;
Caudery, 1995; Arndt, 1987; & Hall, 1990). They have also revealed differences which
must be taken into account by the curriculum writer for ESL programs.

Silva's (1993) comprehensive study of native English writing and non-native
English writing collated numerous research reports. In this study, L1 and L2 writers,
overall, were found to be similar in that the recursive composing processes of "planning,
writing, and revising, to develop...1deas"” (p. 657) are the same. Furthermore, the research
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agrees that good writers follow a simtlar process of “recursive composing process™ (p. 657)
m both their L] and L2.

Another of these studies which looked at L1 and L2 similarities was Hall's (1990)
comparative study which looked at the revising processes of four advanced ESL students at
the University of Wyoming. Hall found common behaviors in the native language and
English composing processes of these advanced ESL students. He found that, in both
groups, "revisions focused on single words...[the}next most frequent level was the phrase. ..
(p. 53) [other revisions were] substitution... addition.. [and] deletion” (p. 49). These four
students were able to use a single system of revising in both languages.

In spite of the fact that 1.1 writing has enough similarities to ESL writing (Krapels,
1990) to help research begin to define the needs of L2 writers, studies have also found
persistent differences between the writing of native and non-native speakers of English.
Differences can suggest skills which L2 students need which L1 students may not. The
differences that Stlva's (1993) study found were in the quality of the processes that ESL
students followed. For example, while both native-English students and ESL students plan,
the L2 students focused on more local details instead of global aspects of the composition.
In the writing stage, the 1.2 students had more difficulty generating ideas, fewer of these
ideas appeared in the text produced, and there was more difficulty in organizing the
matenal. The revising steps also had distinct differences. There was less reviewing of the
material, more focus on grammar and mechanics, and less reflection on texts than with
native English writers. Other difference were: 1.2 studens' transcribing or actual writing
of the text was not as fluent or productive; L2 writing was less fluent overzll; their texts
contain more errors, and L1 texts were more effective that L2 texts.
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These L1/1.2 studies suggest that while both English and noo-English speaking
students need many of the same skills for writing, their ability in performing those skills
are not equal. Non-pative writers expenence more difficulty overall with both global and
local abilities. Specifically, these studies show that ESL students need extrs focus on the
skills of the writing and composing process, fluency, accuracy, text effechiveness,
generation of 1deas, content, organization, and general global skills manipulaton.

The purpose of this section was to establish a definition of writing proficiency that
would serve as a goal 1o which wrrting skills might contribute. It examined studies which
suggested writing abilities that would have a positive effect on students' writing
proficiency. Finally, similar and different skills needed by native English and non-native
writers were discussed.

As seep above, the study of composition has progressed away from the old
perception of composition teaching as control of surface skills. Rather 1t has been shown
that teachung writing abtlittes which conmibute to student production of global skills does
improve student composttion. The studies above include the following skills as those
which improve student writing: thesis statement, rhetorical forms, paragraph development,
introduction, conclusion, in-depth analysis, organization, coherence, cohesion, content,
grammatical accuracy, brainstorming, drafting, revising, final draft construction, creation
of propositions, linking of propositions, adherence to wrifing conventions, conciseness,
paraphrasing, syntactic compactness, and all skills which affect discourse production.
These studies recognize that “coherent texts are mghly complex systems of macro- and
micro-structures” (Kem & Schultz, 1992, p.1) which are components of comprehensible
text. Control of these components can be said to improve students' composition.
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In conclusion, it seems that there is-much disagreement about which skills students
need o order to become good writers. In order to find some agreement, the first step was
to define "essentialism" as i1 applies to how integral a skill 1s to good writing as defined by
methodology, professors, students, and researchers. It was shown thar once specifications
have been clearly defined at the outset of a program, there will be less confusion when
teachers are calied upon to determine where a student falls within the specified parameters
(White, 1994). Instructional methods contributed opinions as to which skills are seen as
most essential to composition theonists. Abilinies vaiued by professors and students at
universities have been discussed and analyzed as to their contributions in terms of whether
the skills are needed academically. Finally, skills which actually improve writing and those
specifically needed by ESL students were discussed.

The next step in this process was to look at opinions of those most knowledgeable
in the field. Any consensus there would be a move toward establishing skills needed by

second language leamers in order to become a good writer.
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Chapter Three
Methods and Procedures

Purpose

The goal of this research is to idenufy essential acaciemic writing skills
which could clarify writing instruction for English for Academic Purposes in
short-termn Intensive English Programs. This study will cross-reference skills held
to be tmportant by professors, students, assessment rubrics, curricula, methodologies,
current composition research, and teaching professionals in order to establish skills

which are essential to good writing.
Methods Overview

This research gathered data in several different ways. The first method was a
collation of skills which had been the focus of a study from current composition literature
regardiess of the positive or negative results of the study. Also included in the literature
skills were those skills which were explicitly taught in textbooks (see Appendix A). Then
skills were taken from assessment instruments which came from standardized tests, ESL
methodology textbooks, and ESL classrooms (see Appendix B). Next, skills were
included from the curricula and ob)ectives of various types of composition programs; from
university LEP classes, long-term IEPs, and short-term IEPs (see Appendix C).

All skills collated from the literature or research were cross-referenced with each
other, compared, and a count kept on each skill to show how many times that particular

ability was mentioned. The counts designated the frequency of skills within one source of
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data. In addmon, skills were taken from in-depth interviews of classreom teachers: who
teach in two types of post-secondary, teaching situations; [EPs and university LEP
composition classes. The skills from these interviews were collated, counted, and tabulated
1n the same manner as those from research. Next, skills from the lnerature, assessments,
carricula, and interviews were cross-referenced and counts tabulated to give the frequency
of skills across sources of data. Finally, weighted skills from assessment, curricula, and
teacher data were collated to determine which were scored highly. It was assumed that
those scores reflected the relative importance of the skill. These scores were then cross-
referenced within the three data collections. This gave the most-heavily weighted skills.
These results were compared to the other two sets of data (most common skills within a
data source and most common skills across sources). The number of counts each skill
received or its frequency within one source of data, plus the frequency of agreement across
databases plus the weightedness of the skills determined each skill's level of necessity
according to all sources investigated.

The data collection was based on a convenience sample as 1t was limited to the
studies, assessment rubrics, composition theories, and curricula I located during my search
for information. The reports of the contexts and methodological considerations could not
be random because ] collected this data from available, previously published research and
not research of my own. These data, therefore, reflect each of the studies cited in my
review of the literature.

The manner in which the data were extracted from the literature was selective.
Skills which were the focus of a research study were included whether results of the study
were negative or positive. Because specific grammar skills were ofienr combined with
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writing instruction in many of the sources, these were distinguished as separdte skills and
as components of the global skill ef "grammar”. Skills which were specifically discussed
in TESL textbooks were included. Finally, skilis which were taught in ESL writing
textbooks were included.

Skills were recorded in descending order of importance as acknowledged by most
counts to least counts. Frequency was reported by figuning quartiles of skills grouped
from most 10 least counts (See Table 6 under Litsrature Source Data below). This showed
the skills mentioned most to least often within each of the four groups of data (curricula,
assessment, literature, and teachers). Then, a different frequency was found by looking at
the occurrence of skills across the dats. This was reported by quartiles, with ocourrence in
three or four separate data sources considered significant. Finally, the weighting of skills
in the data from teachers, assessment, and curricula was reported by converting the
weighted score from the data into a percentages of the total possible. Again, quartiles were

taken from the percentages with the upper two quartiles being significant.

Data Collection from Assessment Instruments, Curricula, and Literature Sources

Assessment instruments used to collect data for this research came from three
different areas of assessment: proficiency instruments from standardized tests,
achievement instruaments from IEPs, and sample scoring rubrics suggested by theoreticians
in the assessment field of study (see Appendix B). Of these, ten were standardized tests
used to measure proficiency and usually used to place students in a educational program.
Thirteen were from assessment texts where they were given as examples for different types
of assessment. Three were from IEPS and their purpose was to measure achievement after
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teaching. These came to a 10tal of 26 assessment instruments. First of all. assessment tools
which had received acknowledgment from teaching professionals and TESL (Teaching
English as a Second Language) researchers as reliable, valid rubrics were chosen, Since
proficiency testing has a different aim than achievement instruments, instructional grading
sheets actually used in intensive schools were also included in the data collection. Finally,
scoring samples from assessment methoedology textbooks were added to include the
theoretical and researched overview of the general types of scoring taught in TESL
preparatory classes.

The skills from the data were collected by randomly selecting one assessment
instrument from amongst the rubrics available, and recording all skills mentioned in this
first scoring sheet. Then, another instrument was chosen at random. Any skills included
here, which were already recorded from the first rubric and were also included in this
second instrument, were not recorded a second time, but given a count or tick to indicate
that the skill had been mentioned for a second time. Any skills in this second instrument,

which were not in the first instrument, were added to the Jist. All skills from other scoring

rubrics were added to the data in this same manner.

One assessment instrument is shown in Table 1. This was the third instrument from
which skills were elicited. Some of the skills listed here were not yet on the collation of
skills list. These skills were written into the list alphabetically. Any skill which was
already on the collation list was given a tick or mark to count it as being shown again. The
collation list 1s also shown in Table 1 with all skills from the assessment rubric already
added. Each mark beside a term represents one curmiculum where that term was mentioned.
Therefore, if there is a term followed by two marks or ticks, that term was present in three
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curricula. If the term is followed by one tick, then it was mentioned in two curricula. If
there are no tcks or marks following, then it has only been mentioned in one of the three
curricula's skills included on this collation list. The assessment came from Faigley, Cherry,
Jolliffe, and Skinner, 1985.

Table |

Assessment and Collation List

| Diedenich's analytic scale.

Low Middle High
10
10

Ideas
Organization
Wording
Flavor
Usage
Punctuation
Spelling
Handwriting

et ek bt et b e N DD
MR NDNDDN A D
LWLwwwuwoo
oAb A oo oo
Uh b by b Ly

Collation List
arguments punctuation 11
capitalizanion 11 sentence structure accurate
| conclusion spelling ]
content demonstrated 1 1 thesis |
details ] usage
examples wording
explanations
flavor
genemalizations
grammar accuracy 11
handwriting
| organization 11

The collation of skills from curricula and literature sources was done in the same
manner as that done with assessment instruments. Forty-seven research studies or
textbooks were chosen upon the basis that the focus was on academic composition and its

contributing skills. The studies were selected because they looked at specific skills and
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their effect on compositon quality and they are those listed in the bibliography. Four
textbooks were used, 17 TESL studies books, and 26 research articles were included. In
the TESL books, skills were drawn from the chapters which addressed writing quality or
skills. Several textbooks which were available at my place of work were also used because
they overtly tanght writing skills (see Appendix A). All of this literature was used as
foundation information for this research or were directly reviewed above.

An example of how skills were deemed integral to a study can be seen tn the
following excerpt from Kern and Schultz (1992). Here, the study pinpointed skills in the
scoring procedure used m the data collection for the project being discussed in this article.
It states, “A group of eight research assistants scored the essays holistically on a six-point
scale based on critenia established for content, organization, coherence, cohesion, and
grammatical accuracy.” All five of these skills were an inherent part of this study,
therefore, they were seen as being mentioned as important skills to add to the collation of
skills.

Curricula were received from sixteen English programs with levels ranging from 2
to 9 (see Appendix C). Of these, six were proprietary schools operating on a four-week
systern. Eight were intensive programs operated by universities functioning with various
time lengths, from six-weeks to 15 weeks. The last two were university LEP English class
curricula lasting 15 weeks.

An example of one curnculum from the data is in Table 2. From each set of
objectives for writing, items which described writing skills as cited above were first added
to a list. For example, in Level 3, in Table 2, number one "...simple, compound, and
complex sentences" were added to the list since this was the first time any of these skills
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was mentioned in any curricula thus far. The skill in Level 3 number 2 of "complete
sentences” had been included once before in a different curriculum so that this term was
already on the list. Therefore, 2 tick was given to this term oo the list to show that this was
the second mention of this term i a curmculum .. If this term appeared in any other

curricula, a tick or count would be added to it for each successive appearance. The set of

Table 2

Sample Objectives from Curmniculum Source

Level 3 Composition objectives:
By the end of this course, the students should be able to:
f {. review construction of simple, compound, and complex sentences.
l 2. distinguish between sentence fragments and complete sentences
by identifying basic sentence parts.
3. review parts of speech as needed for effective revision techniques.
4. use all tenses in the construction of all types of sentences.
5. maintain writing journals focusing on expressing opimons in
English.
6. review paragraph construction.
7. know and use a basic plan for building academic essays.
8. continue to develop an awareness of subject, audience, and purpose.
9. consider cohesion, coherence, and unity when drafting paragraphs
and essays.
10. write a vaniety of paragraphs and essays:
informative essay and paragraph
. narrative paragraph and essay
classification paragraph
summary/reaction
reaction paper
cause/effect paragraph
11. continue to develop and practice pre~writing and revision strategies
12. practice strategies for completing timed essays
13. understand the need for and use transitional devices within para- !
graphs and essays '
14. introduce MLA documentation

"o QO oW
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objectives came from the Intensive English Language Program at Findlay Unmversity. The
program has four levels and these objectives came from Level 3 of their program.

Writing skills were collected from the four areas of sources (literature, assessment
rubrics, curricula, teacher commentary) mentioned in Chapter One  After recording skills
from all data, three general catepories, each with sub-categories emerged. The three main
categories were Local Skills, Global Skills, and Organization Skills (see Table 3). The
Local Skills were divided further into rule-based skills, and usage skills. These were skills
which occurred in one place, like a sentence or paragraph, and followed a rule which could
be taught or was the application of an 1dea in one place in the essay. They could also be a
rule of format or a particular element included in overall mechanics. The Global area was
separated into abstract, concrete, and usage. All of these skills dealt with material
throughout the essay. The concrete skills were similar to rule-based but global rather than
local. Here, the skills addressed adherence to rules, form, or the visible performance of a

skill throughout the essay. The abstract skills were those which could not be physically

Table 3

Categories and Sub-Divisions of Skitls

| Local Skills Globa) Skills ! Organization Skills
rule-based abstract | introduction
usage concrete { body

, usage 1 conclusion

| | paragraph

| | thetorical forms

demonstrated. The usage skills were similar to those in the local category, but here applied

10 the entire essay. The Organtzation division had further sub-categories: introduction,
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body, cosclusion, paragraph development, and rhetorical forms. These-were skills which
denoted the types of ideas required for development of essay structure, Table 3 is.an in-
depth look at these different categories.

The first category was that of Local Skills. The ruling characteristic of these was
that these skills could be taught through grammar rules or were the usage of some other
kind of rule. Furthermore, these skills affected one specific area-of the text rather than the
entire essay making them a local skill rather than a global skill which would affect the
entire essay. Therefore, if the rule were violated, the meaning of the entire essay would not
be affected, but only the meaning of one place in the essay. Rule-based skalls were those
which could be taught by rules of grammar, punctuation, capitalization, or other such
concrete rniles. An example of the rule-based skills would be: if a subject and verb did not
agree, then the student did not follow the rule that subjects and verbs must agree in English.
In addition, if a citation were done mcorrectly in one sentence that would be a rule violated
in one place. Other examples would be where word order rules were followed incorrectly
in a sentence or when a subordinate clause was used alone rather than attached to a
dependent clause.

The usage aspect of Local Skills identified skills which recognized how a writer
used and applied his knowledge of rules to create his own unique composition. Things like
word order or the differing arrangements of words a writer could possibly choose could be
performed accurately, but the manner in which they are used adds to the wniter's style. The
usage sub-section deals not with how accurately skills are used, but with the manner in
which the niles are manipulated. Transitions, for example, must be used between specific
types of information. If they were used io between the wrong type of sentences, they
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would make no sense. However, one transition misuse wonld not cause a coimplete
misunderstanding of the entire essay. Further examples of local skills were word choice
aud the appropnate use of idioms. Word choice could affect how precise or general the
meaning 15 of a particular sentence, yet does not affect the entire essay. ldioms, if used in
the wrong situation, could present incoherence within a paregraph, but net within the essay.
Because these skills affected a small area oftext and not the message of the whole
composition, they were considered local skills.

The next set of skills were global concepts presented in the entire text. This was the
category of Global Skills. These were grouped together because they dealt with the entire
essay and not just a part of the essay. Where some.of the global skills concerned the ideas
in the essay, others did pot, but they still were characteristics of a writer's style which were
present throughout the essay. For example, the vaniety of sentence structures or vocabulary
in all parts of & paper demonstrate one writer's unigue way of expressing himself The
unity of an essay is a function of all sentences and paragraphs, so that unity is a global skill.
Another example of a global skill 1s mechanics which relates to whether or not formatting
rules have been followed throughout the essay. Some of these skills addressed content and,
the others concerned form or essay structure. They all dealt with 1deas throughout a paper
so that this category was holistic or global in character.

The sub-sets of skills in the Global category were Abstract, Concrete, and Usage.
Some Abstract Sklls were those which could not be demonstrated visually or taught by
specific rules. For instance, the skill of coherence does not match one visual pattern that is
unchanging in the way that spelling or capitalization has a visual, concrete pattern. When
someone looks at a word, he knows whether or not it is spelled correctly. In contrast,
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coherence is an interacnon between the reader. and writer that is intangible. 1t.cannot be
seen. Concrete skills were those which could be observed visuaily or.followed rules which
could be taught, These skills did follow a visual pattern which, although not idenncal,
were similar enough for students ro see. For instance, an outline can take on many forms,
but the basics steps and requirements for each step are standardized. The "I" is a larger
idea than the "A" or "B" would be in any part of the outline. Also, under any Roman
capntal letter there can be any number of sub-topics other than one. Another example
would be that grammar accuracy is rule-based since it requires rules to be followed
Grammar accuracy, here, designates the accurate application of grammar rules throughoat
the paper rather than a particular instance of one, specific rule followed correctly in one
sentence.

Usage skills were those which related the way in which the writer might convey
ideas as in the Local category, but, in the Global category, these skills addressed the
impresston that the essay produced for the reader. For instance, variety of vocabulary used
throughout an essay demonstrates the writer's particular voice. The ability to transform
knowledge also is apparent by the way the writer presents or uses the leamed material to
author original text. Usage skills, then, were skills which demonstrate how a writer
manipulates his knowledge within a complete composition.

Skills which fell under the Organization heading concerned the placement of ideas
within an essay or paragraph i.e., the organization, as well as the sufficiency (both number
and pertinence) of ideas, and the development of ideas within both paragraphs and
complete compositions. The organizational skills were accepted structural text
characteristics determined by American English writing conventions or rules for the
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various rhetorical forms used for academic wniting. These skills were again rule-based
gkalls. The rules here, however, are not.grammar rules, but rules that determine-the form
of an essay for writers of American English. These rules are unlike grammar rules, in that
it is understood, that these rules are not as nigid or unchangeable as the rules in the Local
category. For example, wnting conventions require a thesis statement tn an expository
essay. The way in which the thesis is performed has various versions which all fulfil) the
same function. One writer may produce a thesis statement which explicitly states the sub-
topics of the body paragraphs. Another may only give one general statement which shows
the purpose for the paper. Yet another writer may use several sentences to explain what the
purpose and the sub-topics of each body section. All three of these would be acceptable
thesis statements, but all are different performances of the skill. This rule of composition,
then, the requiremer of a thesis statement, is unlike grammar rules which can only be
performed one specific way. For this reason, although these skills are rule-based, they are
not included with those previously mentioned with the Local Skills category.

In addition, the Organization Skills affected a part of the essay rather than the
entire essay making them distinct from the Global Skills. The sub-components of the
Organization category were rhetorical forms and rules for introduction, body, paragraph,
and conclusion. The rules skills were those skills which used the rule-based skills as an
inherent element, but had no acouracy element as described under usage above. Yet, they
affected a larger part of the text than did a Local skill. They specifically enumerated the
structural parts of a typical essay. For example, American expository writing reguires an
introduction, body, and conclusion; in that order. With these, the components present in
the introduction are only at the beginning of the composition and the conclusion
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components are only at the end. For paragraphs, topic sentences require-supporting
sentences and often have concluding sentences. A vanety of placements of topic and
supporting sentences is allowed. Thus. the rules can be mampulated, to some extent, 10 stut
the tastes of the writer, untike an agreement rule which must always be performed the same
way and only affects the particular sentence imo which it falls. Rhetorical forms were
those types of essay development suggested; for instance, compare and contrast or
argumentative. These were put under the organization category because they require
particular types of information-orgauization and grammatical structures regardless of the
type of content. For example, a compare/contrast essay requires many companson
structures and 1s often organized with all similanties together and all differences grouped
together. The type of essay determines the way the information is put together in the text.
Most skills also fell under the character of three types of skills. First, the Content
Skills were identified as those which could have an element of accuracy if the writing
prompt asked for specific, learned matenial which was taught in the course work. In this
tyvpe of skill, a student must relate learned matenal correctly in his paper. The second type
of Content Skill had no accuracy element. If the content was of the writer's choice rather
than the choice of the prompt, then there was no accuracy involved. These Content Skills
reflected creativity or onginality of ideas within the essay. Furthermore, both of these
looked at ideas throughout the essay as well as an idea present in only one piece of the
essay. These types of skills were those favored by the process approaches to composition
which were focused more on ideas than on the presentation of the ideas. Content skills are

shown in bold type in al! tables below.
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The next characier of skitls' were rule-based skills, those which followed. a particular
rule of English grammar or syntax or some other type of rule which applies to composition.
These addressed skills such as punctuation, capitalization, and other types of mechanics as
wel! as rules such as citation format or specific grammar rules. Like content skills, these
skills were distinguished between local and global as well. This allowed mechanics to be
considered a global skill, describing the performance of many sub-skills and its sub-
components such as punctuation or capitalization to be considered local. Rule-based
skills are shown in italics in the tables below.

The last character of skills was that of essay structure. These skills are considered
by sorae to be content skills and by other to be format skills. For this research, skills which
reflected the manipulation of ideas were considered content. For example, the skill
"narrows idea tn introduction” concerns how the idea 1s presented in the introduction. In
contrast, the skill “introduction format" denotes the presence of the elements required in a
format rather than whether the ideas present actually do what the student behieves they are
dotng. The student may say that he has included a thesis statement when, 1n actuality, the
semence he considers a thesis does not contain ideas necessary to make is a true thesis
statement. Therefore, the student has written the essay skill of "thesis statement” as a parl
of "introduchon format”, but he has not necessarily mastered the content which needs to be
present if the skill is performed completely satisfactorily. Essay structure skills are shown
in parentheses in the tables below.

Many terms were collapsed when it was determined that a previously coined
concept was being given a new name by a different interviewee or other data source. An
example of this 1s one source using the term "fluency” and another using “communicatrve
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quality”. Here, "fluency” was used. The terms “elaboration and paragraph-expansion"
were both cited under the description "expand idea”. Other instances where different words
conveyed the same message were: paragraph development was changed to.topic sentence
supported; comprehensibility became coherence; "shows new idea in new paragraph”
became "paragraphing appropniate”. There were 25 terms which were collapsed m this way
(see Appendix E). In most cases the term which was shorter, which was more frequent, or
which was a more precise description was preferred over others for the same concept.

Other terms were left as separate entities even though they may have seemed
stmilar. One example of thus is the two terms "supporting sentences” and "topic sentence
supported”. The first refers to whether or not supporting sentences are present or whether
there is more than one semtence In a paragraph. The second term pinpoints whether the
supporting sentences In a paragraph actually expand or explain the topic sentence or not.
Another group of terms aliso refers to supporting sentences, but-were left as distinct
categories because they were so often mentioned separately in many instances rather than
being encompassed by the term supporting sentences. There were: examples, details,
facts, description, evidence, and anecdotes. One other term which 15 similar to “topic
sentence supported”, but kept separate was “expand ideas". This was done because it was a
specific way to support a topic sentence and other ways were not referred to by the source
enough to conclude that any type of supporting sentence was really intended.

Several other skills listed may also appear to be the same. The skill "organization"
1s not under the Organization category because this skill means that a writer has
demonstrated all components needed to organize a paper, like introduction, body, and
conclusion. Within the category, the separate parts of organization are demonstrated, not
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throughout a paper, but in a particufar place in the essay. The same situation was tepeated
with the skill of "grammar accuracy” so that this represented the accuracy demonstrated by
the entire composition and not the specific pieces of accuracy called for under the category
of Local/Rule-based skills. Another set of terms which seems similar were "compound
sentences” and "coordination” and "subordination”. The first item refers to whether this
type of sentence was present and the latter two concern the accuracy of the forms
produced. Also similar to "compound sentences” was the term “combining sentences”. A
distinction was made to establish the students' ability to combine-sentences from one draft
to another rather than just include compound sentences in a paper. This is why these two
terms were listed separately. Finally, the three terms of "vocabulary,” vocabulary
uniqueness,” and "precise vocabulary” were separated because when most mentions of
vocabulary arose. "Vocabulary" referred to the academic quality of the words.
Uniqueness identified how routine the vocabulary was. Precision described the ability to
use specific rather than general words; for example, the use of strol! rather than walk.
These three groups of skills, Local, Global, and Organization, emerged from the
data and were not determined prior to the collection of skills. The same three categories
were used in the data collection from the in-depth interviews. However the data coliection
itself was different. The next section explains how data from the in-depth interviews of

writing instructors was obtained differently from the other data.
Data Collection from [n-depth Interviews

Since writing instructors' knowledge and expertise does not coroe only from
scientific research, but from actual classroom expenience, teachers' input is invaluable for
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its insights into the application of the top-down delineations of teaching methods or
curriculum directives. An in-depth interview was a good way to get these acknowledged,
subjective reports of teachers' encounters and applications of the teaching methods they
learned while getting their teaching degrees. Using an objective, random selection of
imterviewees would not serve the aim that this research has of gathering opinions from
professionals from various teaching contexts. Therefore, using a non-random sclection
process in selecting subjects for my interviews was necessary. In this way, I could choose
teachers available and qualified (see Appendix D). Because the definitions of writing skills
and the areas of writing selected were non-random, it was necessary to establish that these
teachers were, in fact, qualified to give input as to what they believed essential wnting
skills were.

Thirteen writing teachers from both universities and intensive schools were
interviewed. Eleven of those were from IEPs and two were adjuncts from universities. To

Table 4

Teacher Qualifications

Teachers with 0-2 years experience ]
Teachers with 3 - 5 years experience

Teachers with 6 - 10 years expericnce

| Teachers with 11 - 30+ years experience

' Teachers with at least 2 years teaching
experience in writing

Teachers who held BA in TESL or related field
Teachers who held at least an MA in TESL 7
or English

Qo |w—

—
o

[o 3}

ensure professionalism, background questions (see Appendix J) were used to pinpoint each

teacher's educational history and teaching experience (Kroll, 1979). Those with at least
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masters' level training or more than two years' teaching experience in an [EP were
considered qualified. A definition of wnang skills as defined in this paper was given to
orient the interviewee. Then, specific questions were asked (see Appendix J) and furtber
questions (if any) needed to direct or clarify the answers received were added to individual
INIETVIEWS.

Subjects chosen to be interviewed for the study came from two separate sources.
The first group were professionals with whom 1 am acquainted as a result of my job. The
second group were teachers from my professional organization activities; teachers | met at
Oklahoma Teachers of English to Speakers of Other Languages (Oklahoma TESOL)
meetings, and also from International TESOL agreed to participate as subjects. All of the

subjects were chosen based on number of years taught, and credentials (see Table 4).

Weighted Skills Collection

Finally, the skills which were weighted were collated from assessment instruments,
curricula, and teacher ratings. In order to determine which skills were most cntical
according to weightings, the data from these three sources were chanped 1nto rankings.
Second, these rankings were collated. The rankings from the three types of data were done
as follows.

First, skilts from curricula were ranked for weightedness by looking at how many

times they occurred across one curmculum. Skills which were included 1n more than one

level of a curriculum were considered to be weighted. An example is in Table 5. Here,
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Table 5

Extraction of Weighted Skills from a Cumculum

vocab. | edit | sentence | capital-| organi- summa- trausi- = para- | thesis
! _ combining| ization | 2ation | rizing | tions | graph |
1 h | |

Level 1| x X | X x | x | x

Level 2| =x | X ‘; ' T x x
Level 3 X X .' '

Level 5

Level 4| x| ! x | x | . !
|
i

Level 6! x

#<
>
FRE N E A

Level 7 i

N NS S S

Level 8 i j X

Leve! 9 ; : : | X

the skills of vocabulary appears in 4 out of 9 levels, so that means it was in 44 4% of the
levels. "Paragraph" fell into 5 levels or occured 56% of the time. Al skills occurences
were figured as percentages and ordered from most to least according to the percentage.

An example for this conversion of skills in Table 5 is in Table 6. These

Table 6

Weighted Skills in Percentages and Quartiles

paragraph 56% highest quartile
vocabulary 44 4% high-middle quartile
sentence combining 33.3% low-middle quartile

transitions 33.3%
summanzing 33.3%

edit 22.2% lowest quartile
capitalization 22.2%

organization 22 2%

thests 22.2%
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rankings were then divided tnto quartiles to.allow the data to be combined with the other
quartile data. The two highest quartiles were considered significant and used in the data
compilation from other weighted sources.

In order for teachers to rank skills, data collected from all four data sources
(assessment, ltterature, curricula, and teachers) and highest frequency skills were
determined. Then, highest frequency skills were determined from across all four data
groups. These two collections of highest frequency skills were collated into one list.
Initially, these highest frequency skills were measured according to whether they occurred
within two ranges: highest was between 50 and 100%; next highest was between 30 and
49%. The list of skills which fell into these two ranges was collated and given to the
teachers to rank according to how critical each was in contributing to good writing.

A scale of one to five was used for the rankings with five being the most important.
Teachers were asked to rank each skill on the list of high frequency. All scores were added
and divided by the total score possible. Eight of the thirteen teachers responded with
rankings for a total possible of 40 for each skill. For example, if a total of 33 points was
given to fluency out of a possible 40 points, then this skil) would receive an 83%. Then,
like the curricula scores, these rankings were divided into quartiles.

Skills from assessment mstruments were collated and the weighting of each was
converted into a percentage. These percentages were converted into quartiles in the same
way as the curricula and teachers' rankings. For example, on an assessment instrument, if
content could receive between 27 and 30 points out of a total of 100, this was taken as

30%. All skills were arranged into percentages in descending order and then the quartiles

were figured.



When all rankings from the three groups were converted into quartiles, these were
cross-referenced and the top quartile was taken as the most beavily weighted. The top rwo
quartile skills were also considered to be heavily weighted. The next section discusses the
data results from these procedures. Finally, it discusses the relationships between the data

and its use for Intensive English Programs.
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Chapter Four

Results and Discussion

The results are shown below in three parts. The first section shows a separated
overview of the data; one from all assessment rubrics, one from all literature sources, one
from all curricula, and one from all teachers. This includes all sub-sections or categories
which were the same for each set of data as discussed above. These were: Lecal Skills
with the sub-sections of rule-based and usage; Global Skills with the sub-sections of
abstract, concrete, and usage; and Organization Skills with the sub-sections of introduction,
body, paragraph, conclusion, and rhetorical forms. The second half of the results below
compares the skills across the four areas of data collection. These skills are analyzed to
determine which were : 1) most frequent within one type of data, 2) most common across
sources. Next, these two were cross-referenced to determine which skalls were in both
categories (separate data and across data). This determined which skills were the most
frequent overall.

The last section showed the ratings of skills which were weighted in assessment
instrurnents, in curnicula, and by teachers. Finally, a cross-reference was done between the
most frequent skills and the most highly weighted skills to suggest a list of critical skills for

writing, which was the goal of this study.

Literature Source Data

Table 8 shows a portion of the skills collected from the 47 research or pedagogical
literature sources as discussed above. A complete list of all skills mentioned is in
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Appendix F. The skills collated from this data were those which were either being
examined by a particular study, were explicitly taught in a textbook, or were the focus of
discusston in a TESL textbook. No regard was given to whether the implications of the
skill were negative or positive. The table includes only those skills with a count of three or
more. There were 121 distinct skills mentioned across all the sources examined. Because
there were 47 sources, the highest possible count any one skill could receive was 47 if it
were mentioned tn every source. The skill which was mentioned most was the skill of
grammar accuracy, which attained a count of 13.

In order to determine which were most common, all scores were listed and the number
of skills which received that score corresponded with them (see Table 7). Then the total
number of scores was divided by four. If the number was not evenly divisible by four, then
the higher scores contained a broader range.

Table 7
Lrterature

10 different counts divided by 4

counts # of skills counts ¥ of skills counts # of skills counts # of skills
13, 1 8. 2 4 o 8 2 e 24
1o, 1 B, 5 3, 16 | SRR 53
19 1 L YTTUTTUT 11

The highest quartile of skilis received between 9 and 13 counts and contained only
three skills: grammar accuracy (13), coherence devices (11), and word choice (9). The
second highest quartile contained 18 skills with counts ranging from 5 to 8. The next
quartile skills scored either 3 or 4 for a total of 24 skills. The lowest quartile contained 77

skills, which received either 1 or 2 counts. The lowest quartile had the highest number of
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skalls. This means that there was very little consistency in which specific skills were
mentioned in the data from the literature sources.

However, little consistency 1s what might be expected from this type of data
because these studies are not looking at a multitude of skills in the same way that an
assessment rubric or curriculum developer would. Literature sources data would be

expected to focus on a few skills for each study, so that consistent focus on the same skills

Table 8

Skills from Literature Sources

Local Skills Giobal Skilis Organization Skills Organization Skilis
Rule-based Abstract Introduction Body
5 modifiers 8 coherence 8 "thesis statement” 4 axplain main ideas
5 edt 4 cohesion 3 "introduction format’ 3 support of thesis
4 t-units 3 conveys tone
3 verb tenses Conclusion Rhetoncal Forms
3 clauses Concrete 6 restatement 5 “process”
13 grammar accuracy 6 gives ciosure 5 "definition"
Usage 6 "organization” 3 "conclusgion format” 5 "compare/contrast”
11 coherence device 6 drafting 5 "classification”
9 word choice 5 revision Paragraph 5 "cause/effect"
5 transitions appro 4 prewriting 6 examples 4 "chronologicai order”
S combining sent. 3 syntactic complexity 5 “supporting sent." 4 “case study”
4 connectors 4 "topic santence" 3 "rgsponse”
3 wording Usage 3 toplic sent. supporl 3 "physical description’
3 content demonstrate 3 generalizations 3 "narration” "
3 detalls 3 "analysis" |

in all the research data would, in fact, be surprising. This is borne out by the results that
53 skills received only one count and 24 received two. Except for grammar accuracy, all of
the skills with a high frequency in this table dealt with content. Furthermore, in looking at

the top two quartiles, 17 skills were the ideas tn the essay and only four were about essay
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structure or rules. This group of skills, from the literature sources, was the one where there

was the Jeast amount of agreement from consistency the sources.

Assessment [nstruments Dala

Unlike skills in the literature, skills from assessment would be expected to
encompass all aspects of an essay. Because of this nature of assessments, any skill
appearng on an instrument was mmcluded in the count. The weighting encountered on
many instruments in dealt with later in the data collecton.

Skills collated from assessment instruments, with the exception of the one- or two-
count skills, are reported by Table 9, below. A complete table is listed in Appendix G.
There were 19 different scores for these skills; therefore the quartiles were determined by
dividing 19 by 4 leaving four scores in the lowest quartile and S in the highest three
respectively. The possible high score for this data was 26. In this data, there were six skills
in the top quartile or the most common rating. These fell into a range of 17 to 22 mentions.
They were organization (17), spelling (18), details used (18), punctuation (19), clear
expressiop of ideas (21), and grammar accuracy (22). Thts higher rate of agreement was to
be expected since assessment instruments are all looking at a piece of writing as a whole
and evaluating all of its characteristics. Because all assessment instruments are evaluating
the whole essay, we expect more similarities. It is interesting to note that of the six skills
with the highest counts, "details used" and " clear expression of ideas” are content skills,
whereas, the other four address structural aspects of the essay. Furthermore, in the next

lower quartile were eleven skills which addressed ideas and six addressed form or essay
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structure. These received counts between 10 and 15. This lends support for the opinion

that ESL professionals believe that content is more important than form. The third quartile

Table 9

Skills from Assessment Instruments

[LOCAL SKILLS GLOBAL SKILLS ORGANIZATION SKILLS
' Usage Usage Rhetorical Forms
11 precise vocabulary used 21 clear expression of ideas 05 "argument”
10 transitions appropriate 12 variety of vocabulary used
08 complex structure 11 addresses prompt {atreduction
05 simple structure 05 "ideas balanced with support”
05 content demonstrated Body
Rule-based 14 support of thesis
19 punctuation Abstract 10 generalizationse
18 speiling 10 unity 06 ideas smoothly change
15 accurafe senfence structure 09 fluency
12 capitalization 05 vaice Paragraph
05 SV agreemant 05 succinctness 18 details used
0S5 purpose 15 toplc sentence supporte
04 cohesion 11 sequence logical
04 audience 07 expand ideas
| 03 synthesize 05 “supporting semences”
I
Concrete Conclusion
22 grarmmar accuracy 07 "conclusion format"
17 "organization"”
08 paragraphing appropriate
0B mechanics
! 04 variety of sentence structura
| 04 paragraph length

skills received between 5 and 9 counts and there were 15 skills in this division.

The lowest quartile of skills had a range of between | and 4 mentions for a total of
41 skills. Unlike the data from the literature, the number of skills in the bottom quartile did
not overwhelru the numbers (n the other three quartiles. Even though it did not produce

overwhelming numbers, there was still a large amount of disagreement amongst assessment
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nstruments as to what skills were being valued; even though agreement was considerably
higher than the literature data. This is not what is desired amongst assessments. We would
hope that assessments are rating similar skills, Because there 1s much variance, this
supports the notion suggested above, that there is much disagreement about what good
writing is and what skills are required for it. These results reinforce the necessity for this

study'.
Cwrricula Data

Table 10 displays the abilities included in the data taken from the curricula of
intensive centers. Skills were taken from the objectives for each level. The fact that some
skills appeared in more than one level is accounted for in the data collection of weighted
skills later in this research.

As in the previous tables, no skills receiving one or two counts is displayed. A
complete table is in Appendix H. Similar to the two previous collections, a high number of
skills ( 46 out of 103) from curmcula were mentioned by merely one or two institutions. In
fact, 30 of these were only included by one school and 16 skills were included by only two.
Quartiles were determined by dividing 13 (1otal number of scores) by 4 so that all quartile
held 3 scores except the highest which had 4. Since the Jowest quartile from the curricula
skills contaiped the highest number of skills, 58, it becomes evident that most of the skills
in this lowest quartile were those with between ] and 3 counts. This gives even more
support than did the assessment for the assumptions made above that there is little
agreernent upon which skills writers need to learn to become good writers. The second
quartile contained 14 skills and received between 4 and 6 counts. 25 Skills receiving
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between 7 and 9 counts fell into the third quartile. The following six skills in the top

quartile, or the most common skalls, were topic sentence supported (16), transitions

Table 10

Skilis from Cumcula

(Local Skilts
Rule-based

11 reference cited app.

08 punctuation

06 spelling accurafe

06 accurate sent.struc.

05 edit

05 capitalization

04 SV agreement

Usage

03 vocabulary

03 simple sentences
03 connectors

03 complex sentences

Global Skilis
Usage

Abstract
09 summarize
07 paraphrase
07 audience
06 purpose
06 pre-writing
04 unity
04 style

12 transitions appropriat«04 coherence
04 compound senfences 03 synthesize
03 word usage accurate 03 fluency

03 cohasion

Concrete

07 "organization"

07 “outlining"

07 grammar accuracy
05 paragraphing app.

05 ravision
04 mechanics

03 essay /ength

Organization Skills
Rhetorical Forms

10 "causse/effect”

09 "compare/contrast”

07 "narration"

07 "description”

07 “argument/support”

06 "“process”

06 “classffication”

05 “persuasion”

05 “essay format*

04 “analysis"

03 “response assay"

03 "expository”

03 “definition essay™

Introduction
11 "“introduction format"
09 "thesis statement"

04 narrow subject in int:

Body
0B "body developed"
08 support of thesis

Organization Skills
Paragraph

16 topic sent. aupp.

06 "topic sentence"

06 sequence logical

05 examples

06 detalls

04 “concluding sent.”

04 expand ideas

Conclusion
11"condlusion format'

appropriate (12), reference cited appropnately (11), introduction format (11), conclusion

format (11), and cause/effect (10). These received between 10 and 16 counts.

Finally, the curricula skills fell overwhelmingly in the content area if one looks at the

two upper quartites. Of these skills, 25 concerned content issues while only five addressed

did not. Again, this reflects the results of the literature data very closely. This agrees with



the data from the literature and assessment which shows more impornance of content skills

than those directed at structure or form.

Teacher Commentary Data

Table 11 includes the skills from the data collected from teachers. Skills collated
here were taken from the first mention of the skill in each interview. There were skills
which were mentioned more than once by the same teacher. In order to account for the fact
that some skills seemed more important than others, a weightedness rating was done by
teachers after the interview as discussed below.

This table also is not 2 complete list as it omits skills with scores of one or two.
These are shown in the complete table in Appendix I. This data contained 10 different
scores so quartiles were arrived at in exactly the same way as the literature quartiles were,
Again, there were six skills in the top quartile. These six skills occurred between 10 and 8
times. These were fluency, topic sentence, thesis statement, word order, vocabulary, and
support. The high-average quartile of the teacher data contained 17 skills having scores
between 7 and 5. The low-average quartile held 36 and had scores of 3 or 4. Asin all
other data sources, the quartile with the most skills was the lowest with 67 skills. These
were skills only receiving one or two counts

The data here are similar to the assessment data. This could be perhaps because
there is a close relationship between what is taught and what is assessed; whereas teachers
do not always teach what the cumculum tells them to teach. Furthermore, fewer teachers
are aware of research trends or varieties of textbooks than are curriculum writers. Out of
the top two quartiles, six of the skills dealt with form or essay structure while the other 17
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Table 11

Skills from Teacher Commentary

LOCAL SKILLS GLOBAL SKILLS ORGANIZATION SKILLS |
Rule-based Abstract Introduction
09 word order 10 fluency 0S "thesis statement”
06 clauses 06 paraphrase 06 attention getter
05 punctuation 05 unity 05 narrow subject in intro.
05 capitalization 05 substance 04 introduce topic
04 spelling 04 write clearty 03 "background”
04 refsrences cited app. 04 coherence
03 verb tenses 03 generating ideas Body
03 modifiers 06 support of thesis
03 edit Concrete
07 paragraph length Paragraph
! Usage 06 grammar accuracy 09 "topic sentence”
08 vocabulary 05 summarize 08 “support”
06 transitions appropriate 04 academic language 04 sentence order logical
05 word choice 04 essay length 04 "paragraph form"
05 complex sentence 03 variety of structures 04 "concluding senternce”
04 accurale sent. struc. 03 "practice” 03 explain
04 repetitions 03 "outlining" 03 examples
04 hooks
03 simple sentance Usage Conclusion
03 compound sentence 04 integration of sources 06 gives closure
03 complete sentence 03 plagiarism 05 restatement
03 content demonstrated 04 "conclusion format"
03 addresses prompt
Rhetorical Forms
05 "essay format”
03 "descriptive"
03 "compare/contrast”
| 03 "causs/effect”

concemed content matters. It 1s noteworthy that assessment also had six skills with form
and essay structure which exhibits an even closer relationship between teachers and
assessment. As far as the type of skills showing most agreement, teachers favored content
skills over other abilities. This makes all four data sources agree with the methodological

trend away from form and toward content; supporiing process approaches over product.
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Skills Found in High-Middle Quartile of One Data Source

Table 12 contains skills found in the high-middle quartile of one data source. For

Table 12

Most Common Skills in High-Middle Quartile of at Least One Data Source

iLocal Skills Global Skills Organization Skille = Organization Skills
' Rule-based Abstract Introduction Conclusion
word prder fiuency “thesis statemant” "conclusion format”
reference cited app. summarize “introduction format"  restatement
punctuation unity narrow topic in intro. gives closure
speliing coherence attention getter
accurate sent. struc. paraphrase Rhetorical Forms
capitalization audience Body "cause/effect"
modifiers substance support of thesis "compare/contrast”
edit body devsloped "process”
clauses Concrete generalizations "definition"
grammar accuracy “narration”

Usage "organization” Paragraph “description”
transitions app. “paragraph length” details used "argument”
vocabulary drafting topic sent, supported 'essay format"
precise voc. revision '"topic sentence"
coherence devices  “outlining” "support"
word choice sequence logical
combining sents. Usage
complex sents. addresses prompt

example, the skill of "fluency" was the highest scoring skill from the teacher commentary.
Therefore, it fell into the top two quartiles of that data source. Of the skills found on Table
Seven, thirty-two of these skills came from the assessment instruments. The cumculum
data contributed 20. Twenty-three skills came from the teacher commentary, and 21 were
from the literature data. Many of these were found in more titan one type of data.

Altogether there were 54 skills which fell into the top two quartiles of the data. These
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fifry-four skills were used with the top quartile skills in Table 12 10 sarisfy this section’s

contribution toward identification of criacal skills.

Most Common Skills in Highest Quartile of One Dara Source

Table 13 included only those skills in the first quartile of one type of data. In the group
of skills from teachers, a count of eight was sufficient for inclusion in this table. For
assessment, 2 count of 17 was considered the beginning of the top quartile. A score of ten
in the curriculum group was needed. In the literature data, five was the number required.
When we look only at the top quartile of data from each source, it must be noted that skills
concerming form had very similar numbers; six skills are mentioned in both teacher and
assessment data, five skills are in the top quartile in curmicula, and in the literature, four.

These two tables, Table 12 and 13, show the skills found in the top quartile of one
data source and skills found in the top two quartiles of a single data source. They represent
a comprehensive list from the first section of my analysis for critical skills. These are the
skills which were used for the final data analysis with cross-referenced skills and weighted

skills.
Most Common Skills Across the Four Sources of Data

The next set of data, in Table 14, cross-references all four databases to
determine the amount of consensus across data types, regardless of how often the skill was
mentioned in any single source type. A single mention of a skill was sufficient for it to be

included, if it was mentioned at least once in the three or four source types. Those skills



found only in one or two sources of data were excluded as this corresponds to the lower

two quartiles of the data. Only those skills in the top two quartiles were considered

Table 15

Most Common Skills in Highest Quartile of at Least One Data Source

local Skills
Rule-based

punctuation

spelling
reference cited
app.

Usage
transitions
appropo.
word choica
vocabulary
coherence
devices

Global Skills
Abstract
fluency

Concrete
grammar accuracy

"organization”

Usage
writes clearly

Organization Skilis

Introduction

“introduction format”’

narrow subject in
intro
introduce topic

Body

support of thesis
generalizations

Organization Skills
Paragraph
toplc sentence

supp.
details used

Condlusion
"conclusion format"

Rhetorical Forms
"cause/effect”

common Therefore, if they were found in three or four data sources, the skills were

included. There was a significant gap in the number of skills included in the group

appeanng in three or four databases and those included in only one or two of the sources.

This gap is why | determined to consider those included in the three or four group to be

significant.

Table 14 shows the skills which occurred in all four areas of source information. Of

the Local Skills, five were found in all four sources of data. Furthermore, 14 skills from

the Global area were mentioned in all four groups of data. An additional nine skills from

the Organization category were also included in all four sources. These 28 skills can be

said to bave the highest consensus at 100%. Eighteen of these were content skills and the
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other 10 were format or structure skills. This set of dam supports one argument cited 1o the
review of the Jiterature that professionals feel more strongly about content than form.
There were other skills in Table 14 which only appeared on this table. These were

skills which had a low frequency within a parucular database, but which had a high rate of

consensus when all sources were cross-referenced. Included in this group were:

Table 14

Skills Occurring in All Four Sources of Data

Literature, Teacher Commentary, Assessments, Curricula

LOCAL SKILLS GLOBAL SKILLS ORGANIZATION SKILLS
Usage Usage Rhetorical Forms
transjtions appropriate addresses prompt "argument”
wording demonstrates content “assay format"
Rule-based Abstract introduction
references cited appropriate fluency narrow subject in intro,
edit purpose
cohesion Body
audience support of thasis
style
coherence Paragraph
details used
Concrete expand ideas
grammar accuracy "supporting sentences”
paragraphing appropriate  "topic sentance"
mechanics
vanety of sentence struc. Conclusion
"outhning" “"conclusion format”
revision restatement

addresses prompt, demonstrates content, cohesion, style, wording, edit, advantage/

disadvantage, synthesize, voice, modifiers, verb tenses, connectors, coordination,

subordination, and chronological. Of these, eight address content skills and the other four
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are grammar skills. Again, there ts support here for the change from importance of content

over form.

Most Common Skills Across Three Sources of Data

The second group of skills which indicated consensus across the data were those
which occurred in three of the four source areas. These skills are shown in Table 15, 1tis

mteresting to note that of the sub-skills listed, four only contained one skill which qualified

across three sources and one sub-skill had none. The three largest sub-skill areas were

Rule-based skills, Rhetorical Forms, and Abstract Skilis. The first of these had eight

Table 15

Most Common Skills in Three of Data Sources

LOCAL SKILLS GLOBAL SKILLS ORGANIZATION SKILLS
Usage Abstract Introduction
connectors unity aftention getter
paraphrase "thesis statement”
Rule-based voice
punctuation succinctness Body
spalling summarize
capitalization synthesize Paragraph
word order style topic sentence supported
subordination seguence logical
coordination ORGANIZATION SKILLS “supporing sentences”
verb tenses Rhetorical Forms "condluding sentence"”
modihars "compare/contrast” exampies
"cause/effect”
GLOBAL SKILLS "“process" Conclusion
Usage "persuasion” gives closure
integration of sources "narration”
“chronological”
Concrete "advantage/disadvantage”
"organization”
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listings while the following two held seven skills. There were 33 skills total included. Of
these, only nine addressed form. These were: punctuation, spelling, capitalization, word
order, organization, subordination, coordination, verb tenses, and modifiers. All of the

other skills withan this category concerned content or the way that content was used.

Most Common Skills

1n order to have a comprehensive list of most common skills from both types of data
analysis done above, I combined the four data charts shown above: Table 12, 13, 14 and
5. This combination of skills is contained 1o Table 16. Eight skills were included in the
top quartile of one data source and across the data. These were transitions appropriate,
references cited appropriately, fluency, grammar accuracy, narrows subject in introduction,
support of thesis, details used, and conclusion format. The next highest frequency skills
were In four of the data sources and in the high-middle quartile of one data source. These
18 skills were transitions appropriate, references cited appropriately, edit, addresses
prompt, audience, coherence, grammar accuracy, outlining, revision, argument/support,
essay format, narrows subject in introduction, support of thesis, details used, conclusion
format, and restatement. Also, in this second group of most common skills were those
which were found in three data sources and in the top quartile of one data source. There
were only four of these: punctuation, spelling, organization, and cause/effect.

The next or third most common group were skills which were in the high-middle
quartile of one data source, and which also occurred in three of the data sources. The
sixteen which fell into this description were word order, modifiers, unity, paraphrase,
summarize, compare/confrast, process. narrauorn, attention getter, thesis statement, topic
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sentence supported, sequence logical, supporting sentences, examples, and gives closure.

These three groups of high frequency skills are shown in Table 16.

These data, Table 16, collate information from the first two sections of the data

analysis. It combines the highest frequency skills found in each individual source of dats

with those skills which either three or four of the sources had 1n common.

Table 16
Most Common Skills Cross-Referenced from

Separate Data Groups and Across All Data Groups

Local Skills
Rule-based

clauses

punctuation

caplitalization

spefling

reference cited app.

sentence structure

word arder

adit

modifiers

verb fenses

coordination

subordination

Usags
transttions

appropo.
word cholce

complex sentence

vocabulary
wording
connectors

combining sents.

precise vocabulary

coherence devices

Global Skills Global Skilis Organization Skllls
Absgtract Usage Conclusion
unity addresses prompt gives closure
substance demonstrates content  restatement
coherence vrites clearty “conclusion format"
paraphrase
audience Organization Skills Rhetorical Forms
purpose infroduction “narration”
fluency attention getter “description”
summarize narrows subject in intro. “argument"
cohegion introduce topic "process”
style "thesis statement” "persuasion”
succinctness “introduction format" "essay format”
synthesize “chronologicat”
Paragraph "advantage/disad".
Concrete expands ideas "causeleffect"
grammar accuracy sequence logical "compare/contrast’
“organization” "concluding sentence™ "definition”
“outlining” “topic sentence"
paragraphing app. examples Body
revision details used aupport of thesis
mechanics topic sentence support generalizations
paragraph fength "“supporting sentsnces” body developed
drafting
vanety of sent. struc.
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Weighted Skills

Another consideration which must be taken into account 15 that all skills are not
given the same importance by assessment jnstruments, by teachers, or within curmicula, Of
the 26 assessment rubrics examined here, four had weighted scoring, All of the curricula
used had skills which were repeated at two or more levels. Furthermore, when teachers
were interviewed, many of them stressed certain skills or repeated some skills indicating
that they felt some were more important than others. In order to capture this difference in
emphasis, an actual rating sheet was filled out by the teachers after the interviews were
conducted (see Appendix K). Table 17 shows the results of the most heavily weighted
skills.

The majority of the top quartile skills deal with the structure of the essay. Seven of the
thirteen skilis in this division concern the manner in which an essay 1s constructed rather
than the ideas contained within it. These are shown in parenthesis. Six skills, transitions
appropriate, summarize, compare/contrast, content demonstrated, gives closure, and
introduces topic concern the transmission of ideas by the writer. ‘These are shown 1in bold
type.

[n the group of the 2nd quartile skills, 2 minority of 5 skills out of 26 deals with
essay structure. Six of these are skills which can be taught by learning or following a rule
so are rule-based skills shown in italics. The last group are content skills. Therefore, these
two groups of weighted skills leave contradicting conclusions. The top quartile skills

suggest that essay structure holds approximately the same importance as content, while the
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Table 17
Most Heawvily Weighted Skdlls

from Assessment, Curmicula, and Teacher Commentary

Top quartile 2nd Quartile 2n0 Quartile cont.

Content Skilts Ruie-Based Skills Content Skills cont.

content demonstrated references cited appropnately integration of sources

support of thesis sentence structure word choice

introduces topic edit generalizations

transitions appropriate grammar accuracy cohesion

summarize verb fenses synthesize

gives closure word order writes clearly
narrows subject in

Essay Structure Skills Content Skills Introduction

“body developed" audience

"thesis statement” paraphrase Essay Structure Skills

"conciusion format" pre-writing "essay format"

“introduction format" substance “argument”

“organization” coherence "paragraph form"

"compare/contrast” sequence logical “narmation”

“topic sentence" vocabulary “cause/effoct" [

2nd quartile of skills seems to suggest that content skills are more ymportant than either

essay structure skills or rule-based skilis.

I'requency and Weightedness Data Combined

The final step in the data analysis was 10 combine the charts of highest frequency
Table 16 and that of most heavily weighted skills, Table 17. This gives a final combination
of skills which were considered significant according to the criteria set out for this research.
This final cross-referencing of skills ts displayed in Table 18.

All of the 38 skills from Table 17, the most heavily weighted skills, were also
found in the highest frequency table, Table 18, except for four skills. These were: thesis

statement, pre-wrnting, integration of sources, and paragraph form. When doing an
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opposite comparison, there were many more skills on.the most common table than were on
the weighted compilation, 75. Forty of these were not included amongst the weighted
skills. Because the appearance of so many skills from the weighted results are those on:this
final cross-referencing table, no new conclusions can be drawn. Manry of these skills fit the
definition of manipulating text defined in the introduction to this paper. However, some,
for instance the abstract skills of cohesion and substance, are not abilities which can be

defined as the manipulation of text. This proposes the problem of whether or not all skills

Table 18

Most Common & Most Highly Weighted Skills

Local Skilis Global Skilis Global Skilis Organization Skills
Rule-based Abstract Usage Conclusion

references cited substance demonstrates content  gives closure

app.

sentence structure  coherence writes clearly "conclusion format”

word orger paraphrase

edit audlence Organization Skills Rhetorical Forms

verb tenses summarize introduction "narration"

cohesaion narrows subject in intro. "argument”

Usage synthesize introduce toplc "essay format’
transitions "introduction format" "causel/effect”
appropriate
word choice Concrete "compare/contrast”
vocabulary grammar accuracy Paragraph

“organization” sequence logical Body
“topic sentence” support of thesis
generalizations
body developed

included in the data are, in fact, skills as defined by this paper. Perhaps some skills good
writers acquire, they acquire from exposure to good text and practice in writing rather from

overt teaching. 1t seems that these skills should be included in a skills based curriculum



because of their importance, but that they must.be reserved for students whose language
proficiency is more advanced, thus, allowing them to understand these abstract concepts.
This final list comained in Table 18 can be said to be those fitting the criteria for
this study of most critical skills. In fact, the final:data from the two types. of data
collection, frequency and weightedness, may be more representative of skills held

important by all concerned.

Summary and Discussion

These findings substantiated the supposition that there is little agreement amongst
educated sources as to what constitutes skills needed for good writing. Furthenmore, they
also upheld the idea that the two distinct schools of thought in composition theory, that of
product versus process, still holds a significant sway on what skills are present in
classrooms and research. Because both content skills and those dealing with form or essay
structure were found to be linked with product and process theory. In addition, they lend
support for the foundation of a skills-based-formula option for composition curriculum
writers. These types of skills were present as most common skills in one data source, as
rnost common skills across data sources, as most bighly weighted sources, and as skills
resulting from the final cross-referencing of all three of these data. These four collations of
skills may be used to outline a nine step, recursive, skills-based curmculum suggested for
short-term Intensive English Programs.

A structured curricuium can be sequenced by the availability of the lists of skills
collated above. Such sequencing seems justified by some researchers. The ACTFL
Proficiency Guidelines define a sequence of global abilities many professionals feel L2
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students follow in their development (Valdes, et al., 1992). Sequencing.of skills was also
suggested by Kem and Schultz (1992) whes they found that French students who' were
writing in English acquired "coordination first, then subordination, then clause reduction”,
Cooper (1981) also found that syntactic complexity occurs in a rough sequence. These
reports support schools which are based upon sequencing of classes from least to most
difficult. Furthermore, since skills mastered in sequence is the basis of matriculation,
curriculum writers must ensure that there 1s some type of progression of skills.

In using the skilis from the table (Table 18) of most commeon and most heavily
weighted skills to design curricula, one must also add skills which are components of skills
contained here. it is impossible to teach the skill “sequence logical" without including the
teaching of supporting sentences and perhaps concluding sentences. Because of the global
nature of many of these skills, it is necessary to include other skills from the lists which led
to this final one. Another reason to include more skills than those contained in Table 18 1s
the fact that there are not enough skills bere to encompass nine levels of writing mstruction
as is found in many intensive programs. Therefore, by including the skills which
contribute to the final hist of skills, a complete set of objectives for these multi-leveled
schools can be attained.

In the list of skills in Table 18, there are many grammar rules' skills which should
be confined to Level 1 and 2 classes. Of course students make many grammatical mistakes
throughout their writing development. However, this research seeks to address those
specific skills which are normally taught in writing classes where grammatical skills are
often taught ir classes separate from writing. Therefore, the following suggested
curriculum addresses mostly non-grammatical skills from the list of most common and
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most heavily weighted group of skills (Table 18). It also draws skills from Table 16 and 17
for those skills needed to form the foundation of Tabie 18 skills or contribute to the
teaching thereof,

Most skills are recycled at least once in another level to ensure practice of learned
skills and to reinforce the idea that all skills should be added to those previously leamed.
Skills in bold are pew skills for that level. By baving a combination new and learned skills,
students can begin writing as a continuation of the last class they had rather than as an
entirely new course. This gives thern confidence and more comtrol over what their grade is
since they are not only relying on new information to earn a grade but they can also rely on

previously formed schema as they often do in other types of classes.

Level 101 Level 102
sentence structure/word order sentence structure/word order
combining sentences topic sentence
simple connectors supporting sentences
narration/paragraphs seguence logical
generalizations physical description/paragraph
examples process/paragraph
physical description/modifiers compare/contrast/paragraph
capitalization editing
punctuation connectors
spelling coordination/subordination
editing paragraph length
verb tenses unity

topic sentence supported
paragraph form

Level 103 Level 104
topic sentence intreduction format
supporting sentences attention getter
unity narrows subject in introduction
topic sentence supported introduces topic/generalizations
sequence logical thesis statement
cause/effect/paragraph essay format - 1 body paragraph
advaptage/dis/paragraph conclusion format

persuasion/argument/paragraph restatement
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editing

COnNectors

paragraph length

expand ideas

details used

concinding sentence

complex sentences
combining sentences/revision

Level 105
essay format/intro/body/concl
thesis statement
support of thesis
body developed
organization/outlining
parrative/chronological essay
descriptive essay
addresses prompt
writes clearly
paraphrase
summarize
cohesion
vocabulary
edit
revision
paragraphing appropriate
advantage/disadvantage essay

Leve] 107
essay format/intro/body/conc)
thests statement varieties
demonstrates content
paraphrase
summarize
writes clearly
transitional devices
coherence devices
audience
substance
precise vocabulary
wording/revision
edit
cause/effect essay

108

gives closure
compare/contrast/intro/concl
description/intro/concl
ad/dis/intro/concl
canse/effect/intro/concl
persuasion/argu/intre/concl
edit

revision

Level 106
essay format/intro/body/concl
thesis statement
support of thesis
addresses prompt
demonstrates content
process essay
compsare/contrast essay
paraphrase
summarize
writes clearly
cohesion
precise vocabulary
edit
revision
paragraphing appropriate
word cheice
variety of sentence structures
transitional devices
organization/outlining

Level 108
essay format/intro/body/conc]
thesis statement varieties
synthesizes content
paraphrase
summanze
writes clearly
integration of sources
references cited appropriately
purpose
audience
substance
argument/persuasion essay
precise vocabulary
wording/revision
edit



Level 109

essay format/intro/body/concl wording/revision
thesis statement varieties fluency
synthesizes content style

paraphrase succinctness
summarize - definition essay
writes clearly edit

integration of sources precise vocabulary
references cited appropriately substance

purpose audience

The above skilis, whether considered essential or not, are a first step 1n providing
cumculum writers and teachers with a furmer foundation of specific elements to teach
writing students. They provide clearer objectives for students as they try to improve their
writing by understanding where their deficiencies lie as well as their strengths. These
skills, furthermore, provide a more dependable, consistent way to assign grades in &
manner that enbhances instruction and leads to confidence for students in their wniting

abilities.

Conclusion

This final list from Table 18 1s not in reality, final. Rather it is a preliminary list of
skills which can be expanded 1ndo a structured curmculum teaching writing skills as
strategies in the manner that reading skills are taught. We do not try to grade a student's
reading comprehension because we can not teach him to comprehend. We teach ham
reading skills and then grade his ability to use those skills. In the same manner, we should
not grade the students’ abilities to produce comprehensible output because we can not teach

him how to be a good writer.



We should teach him writing skills and then grade his ability to-exhibit these skills
In his composition. "An assessment of written expression needs to consider each of the
components of wntten expression that a student has been taught” (Bradley-Johnson &
Lesiak, 1989) and not skills which have not been specifically addressed in that class or in
prerequisite courses. In addition, curmicnlum writers should also take into consideration
what type of evaluation methods or testing that teachers will use in the courses being
designed because of the effects of backwash. Historioally, there has been much talk about
teaching to a test, and yet, is it really fair not to specifically teach all elemems which are to
be graded? This is especially true for grading writing where typically all elements of &
good composition are graded on every assignment whether these traits have been taught in
that class or not. Yet, in a grammar class, no one would ever consider putting grammar
which had not been taugbt in the class on a test. Grading all composition elements seems
extremely unfair for beginning and intermediate classes where students have not been
exposed to all aspects of English academic writing. Therefore, curriculum writers should
provide objectives which can fit easily into a well-structured sconng rubric and only skills
which have been taught should be on that rubnc. Only in advanced classes where students
have been taught all possible writing strategies should a composition be graded as 2 whole.

The overall goal of this research, then, was to identify the abilites which
composition professionals believe are necessary to produce good writing for an Intensive
English Program cumiculum. [dentification of these skills contributes to defining
objectives for classes so that there is some control over what is taught in the classroom. In
addition, some consistency among teachers and courses can be maintained. It, furthermore,
allows for control of grading and teaching time which 1s severely limited in an [EP.
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While these constderanons are true for all language schools, this paper focused
specifically on IEP schools. Critical writing skills obviously are important for every
composition program, but the special context of IEPs severely limits the number of
concepts which can be taught within any class. Therefore, it becomes even more important
that all of the most crucial writing skills be covered and the less crucial saved for extra time
when possible. Furthermore, in considerng these essential wnning skills in the same
manner as reading skills, a more efficient outlook on instruction and assessment has been
suggested. In conclusion, a list of critical writing skills has been initiated by this research
in order to begin the basis for a more concise, theoretically sound, and easily usable

composition curniculum.
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APPENDIXES

APPENDIX A
Textbook Contmbutors of Skills to Literature Data

The Process of Composition
The Process of Paragraph Writing
Write to Be Read
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Appendix B

Contnbutors of Assessment Data

Assessment instruments from TESL text books for graduate students:

Holistic Scoring, (Cohen, 1994)
Analytic Scoring, (Cohen, 1994)
Primary-Trait Scoring, (Cohen, 1994)
Multi-trait Scoring, (Cohen, 1994);

Assessment instruments from articles or books from the review of the literature above:
Advanced Reading and Composing for Nonnative Speakers Scoring Guide for Timed
Writing 3 (Fernis & Hedgcock, 1998)

ESL Paragraph rating scale (Ferris & Hedgcock, 1998,)

ENSL 1405--Advanced English Writing Skills for the Social Sciences: Evaluation
Criteria for Revised Writing Assignments (Fems & Hedgcock, 1998)

Essay Rating Profile (Ferris & Hedgcock, 1998)

Holistic Scoring Scale, (Wolcott & Legg, 1998)

Diederich's analytic scale, (Faigley & others, 1985)

Individual Student Analysis Version, (Florida, 1990)

Sconing Guide, (Wolcott & Legg, 1998)

Peter Elbow's grid, (Elbow, 1993)

Boise State University grid, (Leahy, 1992)

Science Portfolio Assessment Guide for Elementary School, (Legg, 1994)

Sample Holistic Scoring Guide, (White, 1994)

Standardized writing tests for placement of LEP students:
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Oklahoma School Testing Program Overall Score, (Oklahoma, 1994)
Oklahoma School Testing Program Amratytic Scere, (Okiahoma, 1994)
The Direct Writing Assessment, (Direct, 2001)
International English Language Testing System Academic and General Training
Wnting Exam, (IELTS, 2000)
The Language Assessment Scales Writing Component, (Duncan & de Avila, 1988)
Michigan Writing Assessment Scoring Guide, (Hamp-Lyons, 1991)
The TOEFL Test of Written English, (Test, 2001);
Achievement assessments for classroom use:
Final Exam Evaluation Sheet, (Final, 1999)
ESL Composition Profile, (ESL, 2001)
Checklist for Composition (Frank, 1990)

Composition Evaluation, (Composition, 1999)
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APPENDIX C

Contibuting Intensive English Programs

The schools which contributed curricula were :
Propnetary Schools with a 4-week cycle and 9 levels.
ELS Language Centers, Oklahoma City University
Edmond Language Institute, University of Central Oklahoma
Tulsa Language Institute; Tulsa University
Shawnee Language Institute, Oklahoma Baptist University
Chester Language Institute, Widenour University
Orlando Language Institute
Semester programs at unjversities with_a 15 week cycle.
Intensive English Language Institute, University of North Texas (7 levels)
American Language Program, Ohio State University (6 levels)
English Language Institute, The University of British Columbia (3 levels)
Amencan Language Institute, Califorrua State University - Long Beach (Jevel 6)
Intensive English Language Program, The University of Findlay (4 levels)
Intensive English Language Institute, Utah State University (6 levels - only level 3 and
level 4 included here)
Intensive English Language Center, The University of Nevada - Reno (4 levels)
Semester university LEP programs with a 15 week cycle
Okliahoma State University (2 classes)

Lewis & Clark College (2 classes)
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Appendix D
Interviewed Teachers' Qualifications
Teacher A
Teaching assistant at Oklahoma State University
Teaching LEP freshman English
BA 1n English working on MA o TESL
experience unknown
Teacher B
University professor at intensive language center at University of Nevada, Reno
Teaching LEP students in preparation for university entrance
Ph.D.in English
experience 13 years
Teacher C
Senior instructor at proprietary intensive program at Oklahoma City University
Teaching LEP students in preparation for university entrance
BA in French with minor in English
experience 10 years
Teacher D
Instructor at proprietary intensive program at Oklahomna City University
Teaching LEP students in preparation for university entrance
BA in English
experience 5 years
Teacher E
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Adjunct at Oklahoma Citv Untversity
Teaching business English to LEP masters level students
BA in English, MA in TESL
expenence 4 years
Teacher F
Instructional Specialist at intensive English program at Oklahoma City University
Teaching LEP students in preparation for university entrance
BA 1n English and Drama, MA in Drama
experience 35 years
Teacher G
Director of Courses at intensive English program at Oklahoma City University
Supervise ESL teachers and program
BA in English with hours of graduate work in TESL
experience 28
Teacher H
Instructor at intensive English program at Oklahoma City University
Teaching LEP students in preparation for university entrance
BA in English, MA in TESL
experience 2 years
Teacher |
Instructor at public middle school
Teaching English, ESL, and vocal
BA in English, MA 1o voice
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experience 7 years
Teacher J
Instructor at intensive English program at Oklahoma City University
Teaching LEP students in preparation for university entrance
BA in clementary education
experience in elementary education - 25 years, ESL - 3 years
Teacher K
Adjunct TESL instructor at Oklahoma City University
Teaching masters TESL clagses
BA in religion, MA 1n TESL
experience 8 years
Teacher L
Adjunct ESL writing instructor at Oklahoma City University
Teaching LEP undergraduate writing
BA in secondary English education, MA in TESL

experience 15 years
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APPENDIX E

Collapsed Temms

Local/Grammar Skills (Rule-based)
1. able to reference sources > references cited appropriately; 2. Agreement > SV
agreement; 3 adverbs and adyectives > modifiers;

Local/Grammar Skills (Usage)
4. Signal words > transitions appronate;

Organization Skills (Introduction)
5. Thests of opinion or intent > thesis statement; 6. Perspectve begins broad and
focuses > narrow subject within introduction;

Organization Skills (Body)
7. Thesis statement development > support of thesis;

Organization Skills (Conclusion)
8. Paraphrasing in conclusion > restatement;

Organijzation Skills (Paragraph)
9. Specifics used > details; 10. Controlling idea > topic sentence; 11. Explain main
1dea > topic sentence supported; 12. Elaboration and paragraph expansion > expand
idea; 13. Supporting techniques and supporting opinions > supporting sentences; 14.
Evidence and emphasis > supporting sentences; 15. Paragraph development > topic
sentence supported,;

Organization Skills (Rhetorical Forms)
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16. Situation/problem/solution/conclusion and problem solving > case study; 17.
Persuasjve > argument/support; 18. Narration technigues > parration; 19. Description
techniques > description: 20. Demonstrates expected format > essay format;
Global/Content Skills (Abstract)
21. Comprehensibility > coherence; 22. Communicative quality > fluency; 23.
Rhetorical connectedness > cohesiory,
Global/Content Skills (Usage)
24. Report information or other peoples' ideas > integration of sources;
Global/Content Skills (Concrete)

25. Shows new idea in new paragraph > paragraphing appropriate.
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Appendix F

Skills from Literature Sources

Local Skills Giobal Skitls cont. Organization Skills
Rule-based
5 modifiers Concrete Introduction
5 edit 13 grammar accuracy 8 thesis statement
4 t-units 6 organization 3 introduction format
'3 verb tenses 6 drafting 2 background information
3 clauses 5 revision 1 narrow subject within
introduction
2 verbals 4 prewriting
2 subordination 3 syntactic complexity Boay
2 references cited appropriately 2 variety of sentence types 4 explain main ideas
2 passive voice 2 use of comrect spelling 3 support of thesis
2 coordination 2 paragraphing appropriate 1 body
1 use of reporting verbs 2 outlining
"1 paraltel structure 1 variation of discourse patterns Conclusion
{1 agreement accuracy 1 revise {0 change meaninp 6 restatement
' 1 succinctness 6 gives closure
Usage 7 mechanics 3 conclusion format
11 coherence devices 1 control of articles 1 allHnclusive statements
9 word choice 1 conforming to conventions 1 connect concl. {o body
5 transitions appropriate
§ combining sentences Usage Paragraph
4 connectors 3 content demonstrated 6 examples
3 wording 2 show complete thought 5 supporting sentences
devetopment
2 referential identity 2 sentence length 4 topic sentence
1 use of hyperbole 2 integration of sources 3 topic sentence supported
1 stylistic devices 2 present solutions 3 generalizations
1 hooks 2 paragraph reordering 3 details
1 explaining terms 2 paragraph refining 2 expand ideas
1 defining terms 2 clarifying information 1 concluding sentences
1 comparative language 1 use personal experience 1 facts
1 clarifying terms 1 use of altemate arguments
1 asserting 1 propositional devalopment Rhetorical Forms
1 anaphoric siement 1 persuasive language 5 process
1 oversimplification 5 definition
Global Skilie 1 omate language 5 compare/contrast
1 language with precision 5 clasasification
Abstract 1 knowledge transformation 5 cause/effect
8 coherence 1 hedging 4 chronological order
4 cohesion 1 essay langth 4 case study
3 conveys tone 1 connact reading to experience 3 response
2 semantic link as 1 addresses prompt 3 physical description
cohesive device
2 purpose 3 narration
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2 paraphrase

2 audience

1 use of symax 10
influence meaning

1 synthesize

1 summarize

1 stating a rationale

|1 signal members of group

1 polishing

1 fluency

1 conveys style

1 conveys perspective

1 conveys flavor

3 analysis
2 argument
1 persuasive

1 essay formats

1 description

1 demonstration

1 analogy

1 advantage/disadvantage
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Appendix G

Skills from Assessment Instruments

LOCAL SKILLS GLOBAL SKILLS ORGANIZATION SKILLS
Usage Usage Rhetorical Forms

11 precise vocabulary 21 clear expression of ideas 05 argument/support

10 transitions appropriate 12 variety of vocabuiary used 01 illustration

09 complex structure 14 addresses prompt 01 analysis

05 simple structure

02 vocabulary uniqueness
02 connectors

01 transitions routine

01 thesis statement
I unigueness
01 impressive structures

01 wording
01 cohesive devices

Rule-based
19 punctuation
18 spelling
15 sentence structure
12 capitalization
05 SV agreement
03 syntax accurate
02 word order

01 subordination
01 edit
D1 coordination

05 ideas balanced w/support

01 varied transitions

01 thesis development routine

01 ideas balanced

01 ideas , conflicting ones
balanced

01 explores issues thoughtfully

01 demonstrates content

Abstract
10 unity
09 fluency
05 voice
05 succinctness
05 purpose
04 cohesion
04 audience
03 synthesize

02 references cited appropris02 style
01 view point, altematives used

01 point of view

01 coherence

01 agreement of content and
sentence design

Concrete
22 grammar accuracy
17 organization
08 paragraphing appropriate
08 mechanics

04 variety of sentence structure

(4 paragraph length

02 register used appropriately
02 outlining

01 revision

01 essay format

introduction
02 attention getter
01 nanmow subject in introduction

Body
14 support of thesis
10 generalizations
06 ideas smoothly change

Paragraph
18 details used
15 topic sentence supported
11 sequence logical
C7 expand ideas
05 supporting sentences
02 topic sentence

Conclusion
07 concdlusion format
01 restatement

01 opens from focus
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Appendix H

Skills from Curmicula

iLacal Skills
' Ruie-based

0B punctuation
06 spelling accurate

05 edit

05 capitalization
04 SV agreement
02 word order

02 verb tenses

02 subordination
02 parallel structures
02 coordination
01 verbals

01 reporting verbs
01 passive voice
01 artticles

01 modthers

Usage
12 transitions appropriate
04 compound ssntencas
03 word usage accurate
03 vocabulary
03 simple sentences
03 connectors
03 complex sentences
D2 cohaesive devices
01 wording
01 word repetition

01 idioms appropriate
01 handwriting
01 combining sentences

Global Skilis

Usage
02 addresses prompt
01 variety of vocabulary
01 use of simile

01 routine content
02 integration of sources

11 reference cited appropriat

01 use of discourse markers

01 use of academic support

01 knowiedge transformatior

Global Skitls cont

Abstract
09 summarize
07 paraphrase

06 accurate sentence struct. 07 audience

06 purpose

06 pre~writing
04 unity

04 style

04 coherence
03 synthesze
03 fluency

03 cohesion

02 writes clearly
02 voice

02 clustering
01 tone

01 perspective
01 letter writing
01 freswriting

Concrofe
07 organization
07 outlining
07 grammar accuracy

05 paragraphing appropriate

05 revision
04 mechanics
03 essay length

02 variety of sentence structures

Organization

Paragraph

16 topic sentence supported

06 topic sentence

06 sequence logical

05 examples

06 deftails

04 concluding sertences
04 expand ideas

02 facts

Organization cont.
Rhetorical Forms

10 cause/effect

09 compare/contrast

07 narration

07 description

07 argument/support

06 process

06 classification

0S persuasion

05 essay format

04 analysis

03 respongs essay

03 expository

03 definition essay

02 enumeration

02 critique

02 chronological order

01 problem-sotving

01 listing

01 informative

01 exemplification

01 advantage/disadvantage

Introduction
11 Introduction format
09 thesis statement
04 narrow a subject in intro.
01 attention getter

Boay
08 body developed
08 support of thesis

Conciusion
11 conclusion format
01 give closure
01 restatement
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Appendix |

Skills from Teachers

LOCAL SKILLS

Rule-based
0S word order
06 clauses
05 punctuation
05 capitalization
04 spelling

GLOBAL SKILLS
cont.

Abstract

10 fluency

06 paraphrase

05 unity

05 substance

04 write clearly

04 references cited appropriat 04 expand ideas

03 verb tenses

03 modifiers

03 edit

02 phrases

02 indentation

02 combining sentences
01 write on iines

01 use of ot al, ate

01 parts of spaech

01 no use of first person
01 front of paper

01 fragments

01 articles

Usage
0B vocabulary
08 transitions appropriate
05 word choice
05 complex sentence
04 sentence structure
04 repetitions
04 hooks
03 simple sentence
03 compound sentence
03 complete sentence
02 idioms
02 high level transitions
01 wording
D1 original thesis

Global Skilis
Usage
04 integration of sources
03 plagiarism
03 content demonstrated
03 addresses prompt

04 coherence

03 generating ideas
02 style

02 purpose

02 freewriting

02 cohesive

01 voice

01 simplicity

01 conciseness

01 audience

01 appropriateness
01 academic expectations

Concrete
07 paragraph length
05 summarize
04 essay length
04 academic Janguage
03 syntactic complexity
03 variety of structures
03 practice
06 grammar accuracy
03 outlining
02 revision
02 drafting
01 MLA/APA format
01 paragraphing appropriate

Organization
introduction
09 thesis statement
06 attention getter
05 narrow subject in intro.
04 introduce topic
03 background
01 no thesis thesis

ORGANIZATION SKILLS cont.

Paragraph
09 topic sentence
08 support
04 sentence order logical
04 paragraph form
04 concluding sentence
03 expiain
03 examples
02 description
01 sequence logical
01 evidence
01 details
01 anecdotes

Conciusion
06 gives closure
05 restatement
04 conclusion format
02 no new ideas

Rhetorical Forms
05 essay format
03 descriptive
03 compareicontrast
03 cause/eftect
02 newspaper articles
02 letter forms
01 spatjal
01 short stories
01 research paper
01 random
01 process
01 postcard
01 postry
01 persusasive
01 narrative
01 expository
01 dialog
01 defense paper
01 classification
01 chronological
01 argumentative
01 argument
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02 text responsible writing 01 agree/disagree

02 practice Body 01 advantage/disadvantage
02 mechanics 06 support of thesis
01 vanety of expression 01 multiple paragraphs

01 use of alternate arguments
01 journal writing

01 continuity of thought

01 concrete ideas

01 abstract ideas
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Appendix J
Questions for Interviews
DEMOGRAPHICS
1. Name
2. name of employer
3. description of scheol
4. job or position
5. description of job duties
6. education/experience

PREFACE
We are talking about L2 students who can not pass the TOEFL and are enrolled in

a multi-step intensive English program.
What 15 2 writtng skill to you?
I explain my definition so that they know what I'm referring to when 1 say skills.
Definition: The manipulation of text, whether of reading the text or writing the text, as
well as processes which take place in the writer's mind in order to lead to the manipulation

of text are considered here as writing skills.

QUESTIONS
What writing skills are required by the curriculum at the institution where you teach?
Of these, which are the most important to you?
What skills are essential for false beginners?
If they master these skills before they advance, what other skills would you teach?
Of all the skills you've mentioned (read list), what skills must students have
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before they advance to the next fevel/they- will fal without these skills?
What skills are essential for intermediate students?
If they master these skills before they advance, what other skills would you teach?
Of al] the skills you've mentioned (read list), what skills must students have
before they advance to the next level/they will fail without these skills?
What skills are essential for advanced students“?
If they master these skills before they advance, what other skills would you teach?
Of all the skills you've mentioned (read list), what skills must students have
before they advance to the next level/tht;.y will-fail without these skills?
If you were going to rewrite or change vour mstitution's writing curriculum, what are
three things which would be critical to include?
What abilities are absolutely essential for a student to master before entering a university

or beginning university work?
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Appendix K

Rating Sheet Given to Teachers to Weight Skalls

Instructions: Rate the following skills according to their importance overall for
good writers to possess in order to produce good writing. 5 = very imponant, 4 =

important, 3 = average, 2 = less important , | = somewhat important.

Local/Grammar Sklills Global/Content

Rule-based
clauses
punctuation
capitalization
spelling

sentence structure
word order

edit

modifiers

verp tenses
coordination
subordination

Usage

word choice
complex sentence
precise vocabuiary
vocabulary
|wording
connactors
coherence devices
combining sents.

reference cited app.

transitions appropo.

Skilis
Abstract
unity
substance
coherence
paraphrase
audience
purpose
fluency
summarize
cohesion
style
succinctness
synthesize

Concrete
grammar accuracy
organization
outlining
paragraphing app.
revision
mechanics
paragraph length
drafting
variety of sent. struc.

Gilobal/Content Skills

Usage
addresses prompt
demonstrates content
writes clearly

Organizstion Skills
introduction
attention getter

narrows subject in intro.

introduce topic
thesis statement
introduction format

Paragraph
expands ideas
sequence logical
concluding sentence
topic sentence
examples
details used
topic sentence support
supporting sents.

Organization Skills |

Conclusion
gives ctosure
rastatement
conclusion format

Rhetoncal Forms
narration
description
argu/support
process
persuasion
essay format
chronological
advantage/disad.
causel/effect
comparel/contrast
definition

Body
support of thesis
generalizations
body developed
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