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KEY QUESTIONS 
k how to write? ► What does it mean to now . I uage curriculum? . ► What is the role of writing in the sernnd/fore1gn :::chers need to know about writing to design ► What do English as a second or foreign language 

and teach a writing course? 

EXPERIENCE 
. . course in an intensive 

Elizabeth teaches a ':ntnJ t prepare students to 
English progr~m des1_gne ity oHer 16 students come 
enter an Amencan umve_rs1 . dare interested in dif- 

diff . t countnes an < from 11 iueren b . ss to mathematics to 
d. . 1· s from usme . . ferent 1sop me ' . El" beth divides . . As class begms, iza 

the social soences. ·f c - and gives each group . -oups o 1ou1 . the class into g1 . f different umver- . . . ss1gnments rom 
a set of wntmg a d ·graduate business from an un er sity courses: one . fr·om environ- 

f U S history, one 
course, one rom · · f- psychology. Elizabeth 

l • and one rorn mcnta science. ts of audience, . 1 of the concep . 
remmds the ~ as~ and asks the groups to identify 
purpose, and gerne k The groups quickly get to 
each in the set of tas s. . Elizabeth asks them 

f b ut five minutes. 
work; a ter a o . ·1 rities and differences among 
to report on the ~11111 a . - res onses on the board 
the tasks. She wntes then r t ~he verbs used in the 
and then asks the class to is p e analyze) and then 

( discuss corn ar. , 
assignments e.g., '1· • several of such verbs. . 1 handout isung gives stuc ents a d ith partners to make 

d. the han out W1 Students iscuss 1 bs Then Elizabeth d - t nd all tne ver . 
sure they un e1 s a . c - a ,vriting assignment 

h · trucuons 101 
Presents t e ms k. over· the next several ·11 b or mgon that students wi ~ w . nment, she highlights 
weeks. In introd:1cmg tl~e ass1g d then proceeds to go 
the verbs in the mstruct10~1s an 

·1 f the assignment. 
over the detai s o - . his class wanting to learn 

An ob_serv~~- ~n ~ni ·ht notice several features 
about teachmg "½ ntmg g h ollaborative class. 
about it. First, it is very muc a c 

_ he ace of the class and 
The teacher c_o~1~rolsb~1t d!ring most of the class 
directs the activ1t1e~, t. 1g with each other. 

d -e 1nterac 11 ' 
the stu ents ar . i·eading as a first step 

d d nts are usmg Secon , stu e _. t" ng In this instance, 
1 · - future w11 1 • 

to inform t 1en . . p1·01n1Jts though in 1 ing wntmg ' . they are ana yz b ading about and dis- l rhev may e re another c ass 1 • that thev will be writing • t" cular topic 1 
cussmg a par 1 1 _ • ng that the expecta- 

Tl . d they are ear ni 
about. .nr , - ·11 different disciplines will be 
tions of reader s i t necessarily transfer 
different and that they cabnnot vriting in one sub- 

. 1 know a ou v, everythmg t .iey . 1 _ Fi· nallv this class · · . 111 anot 1e1. 1' 
ject area to wn~mg . f 1 bal issues in writ- 
involves a cons1derat1on ~hi~: about one's audi­ 
ing, such as the need to_ . 1 deciding how 

d - e in wntmg w1en h 
ence an pm pos 11 s local issues, sue • ssay as we a · to orgamze an r , . fie verb forms appropn- 
as being able to use speo - . n it is clear 

h rt obse1vat10 , . 
ately. Even in a very ~ o d la11guage (L2) is . ·t 1n a secon . 1- that learmng town e . l es a mult1p ic· 

1. ted endeavor that mvo v a comp 1ca 
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WHAT IS SECOND LANGUAGE 
WRITING? econd 

1 d lace in the s 
Wl-iting has always 1a a p . the twen 

· 1 but m foreign language curncu um: . an L2 maY. 
bT t to wnte m 1· au first century the a i i y - Globa iz 

even more important than s:vce~. as the rise 
and technological advances 

the Internet have made written communication 
across languages and cultures not only possible 
but essential in business, education, and many 
other fields. More and more people are seeing 
the need to learn to write in a language that is not 
their mother tongue, whether their purpose is to 
transact business, interact on social-networking 
sites, or pursue academic degrees. Thus, whereas 
writing was once seen as a skill that was primarily 
taught to reinforce other language skills such as 
listening, reading, and grammar, in many settings 
writing has moved to a more central place in the 
curriculum (Reid, 200 I). As a result, many teach­ 
ers will find themselves needing to teach writing 
and may not feel well prepared to do so effectively. 
The purpose of this chapter is to present some of 
the most important concepts in teaching writing 
and provide guidance on planning and delivering 
an effective writing curriculum. 

To teach writing effectively, we first need to 
understand the nature of L2 writing ability. We 
can look at this ability from two perspectives: as a 
cognitive ability (i.e., a set of skills and knowledge 
that reside within an individual) and as a sociocul­ 
tural phenomenon (i.e., as a means of communica­ 
tion within a particular setting aimed at achieving 
specific goals). Both of these perspectives are 
important in the teaching of writing. 

From a cognitive perspective, second lan­ 
guage writing can be seen as some combination 
of writing ability (perhaps learned in one's first 
language [LI]) and L2 proficiency. Even in one's 
native language, composing a text is a highly com­ 
plex task that involves the consideration of many 
factors at the same time. Writers have to keep in 
mind their overall message, the major points and 
subpoints to be included, how these points will 
be organized, and a representation of the likely 
readers: what they already know or believe about 
the topic, what sorts of information they will find 
persuasive, and how they might react. v\Triters need 
to be able to plan their writing, monitor and revise 
What they have already written, and keep focused 
on the process until they are satisfied with the end 
product. When an L2 is added to the mix the pic- 
~ b ' . ecomes even more complex because wnters eed to £ 

Ocus some of their attention on finding 
e appropriate language to express their ideas early and 
d . accurately as well. It seems reasonable, 
Indeed r _ h l . d esearc 1as shown it to be true that 
ents who have learned to write in their LI can 

transfer these skills to a second language; hmvever, 
a certain level of language proficiency is required 
before such transfer can occur. For students at 
every level of proficiency, a writing course provides 
opportunities to learn and practice new language 
forms and structures and thus contributes to lan­ 
guage learning. For students with lower language 
proficiency, this focus on language may need to 
be emphasized, while for advanced students, more 
emphasis can be placed on the composition pro­ 
cess. In short, both writing ability and language 
proficiency are important factors in L2 writing 
ability, and both need to be included in a writing 
curriculum. 

From the sociocultural perspective, writing 
is seen as part of a socially and culturally situated 
set of literacy practices shared by a particular com­ 
munity. From this perspective, the process oflearn­ 
ing to write is the process of becoming a member 
of a discourse cornrnunity, a group of people ( e.g., 
biologists, politicians, or even fans of a particular 
musical genre) who share values and assumptions 
about using language and also have certain ways 
of using language ( oral or written) for particular 
purposes. In academic writing, for example, there 
are different conventions for publishing articles in 
different disciplines, and certain linguistic or sty­ 
listic choices, such as the use of the passive voice, 
may be considered good writing in one discourse 
community or discipline but not in another. 

Learning to write means learning to par­ 
ticipate in one or more discourse communities, 
whether this means participating in an online 
social network, writing medical laboratory reports, 
or writing academic papers. From this perspective, 
focusing simply on improving language proficien­ 
cy or studying strategies for composing and revis­ 
ing does not necessarily lead to good writing unless 
considerations of the broader context in which 
writing will be used are also taken into account. 
In addition, a crucial insight from the sociocul­ 
tural perspective is that written texts do not exist 
in isolation; rather, the texts that writers produce 
are shaped by and responsive to other preexisting 
texts. This notion is important when we consider 
the role of reading in the writing classroom, dis­ 
cussed later in the chapter. 

These two perspectives together provide a 
useful framework for the consideration of writing 
instruction. The cognitive perspective helps us 
remember that individual students need to acquire 
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e and skills-about language and abou_t 
knowledg . . while the sociocultural peI­ 
the process ofwntrng- -·t· g is always done for 

. · d us that WI i 111 
spective reu:iind_s_ cted at a specific audience, and 

·pose is n e . h . a puI , - d t of literacy practices t at is is art of a broa er se . 
p articular culture and settmg. . 

shape;hby ao:nitive and sociocultural perspectives 
e c understand the difference between 

can also help us . . . n irn ortant distinction for 
speaking and wntmg,Fa p purely mechanical 

t chers rom a language ea . f . t" g takes longer than . tl act o wn 111 
perspective, 1e_ d leaves a physical trace that 
the act of speakmg an l t date Oral commu- 

f - d to at a a er . 
can be re erre "th ut the help of technology, 
nication, at le_ast w~ ob th participants (speaker 
typically reqmres t at o t the same time in the 

1. ) be present a and istener f nonverbal and l d allows the use o 
same p ace an l d meaning; furthermore, 
contextual clues f~r s rare f dback from their lis- 

k - t contmuous ee d spea ers ge h re being understoo 
teners about whethder t e:_ aini·stakes if necessary. 

l ·-i:., an repan . and can c an, J 1 es and immediate . . th se contextua cu 
In wntmg, e d th s a writer must choose 
feedback are abs~~~l ~~ av:id misunderstandin?s. 
words more care 7 k. ·s contnb- . . h 11 e of spea mg i 
The cogmtive c_ a ~~:~ourse without time to plan 
uting to an ongomg . . hallenge of writing . the cogmtive c 
out what t~ say, k" . to account the existing 
is anticipatmg and ta nd1g_mt ests of one's likely 

d als an 111 er knowle ge, go ' , 1 oice of words and readers and tailoring one s c ~ 
_ to that audience. 

sentence structuies l d"fferences between 
The fundamenta i . 

. . . the cognitive domarn are 
speaking and wntmg 111 d for differences in "bl great egree ~, responsi e to a . . ritin is used for 
the sociocultural domadmf. F~~s~~:s th!n speaking; 
d. cc t purposes an u iueren d d leaves a I)ermanent • be planne an . because it can · where preo- 

d ·t tends to be used for functions 
recor , i . rtant such as contracts. 
sion and accuracy are unpo ' - c .nal use 

ends to be mm e torr ' 
Written language t d be more carefully 
more complex struct~res, an which tends to be 
planned than spoken anguagtee,nces or frag1nents, 

• d by shorter sen . charactenze d • _ Correctness is 
nd repetitions an repans. . 

pauses, a . . . tl an in speaking; thus 
more highly valued m wntin? ible in speaking are 

· ht be permiss1 errors that mig . . . . (See McCarthy & 
often more stigmatized m wntmg. 

O'Keeffe, this volum~-~ is not simply speaking in 
In summary, wntmg i . ·1d· 

. While the same basic bui mg 
another modality. d mrnar are essential 
blocks of vocabulary an gra 

"t" is frequently used for different 
to both, ':n mg - ires different linguistic struc­ 
purposes; it thus Iequl aking and calls for a 
tures and functions t 1anfspegnitive and metacog- 

h t different set o co 
somew a . . . teachers must have an 
nitive strategies. Wntilng - pectives to plan and 

d. of bot1 peis 
understan mg. l t addresses the writing needs 
deliver instruction t: her these students are not 
of their_ stuld~1~tL\ :r :~e transferring advanced Ll 
literate m t .ieu 
writing skills to their L2. 

CONCEPTUAL UNDERPINNINGS 
. 1 considered the nature of l · pomt we rave 

U~ ~o t11s_ . its relationship to speaking, and the 
wnt~ng ~bihty, ua ·e ability and writing 
distmct10n b~twee1: lan~ d!cuss several areas of 
ability. In this section,_ . h - should be 

d best practices that teac eIS 
research an h ·t· effectively. First, teachers - of to teac wn mg 
awaie d h their students want or 
hould understan w y l s . d. 1 certain student c 1arac- d to wnte an 10w .. 
ne~ . 'Ll literac ) affect their abihty to 
tenstics ( e.g., yh _ 1eed to be familiar . . L2 Next teac eis I . 
w~·1te i~ an - h. on ;he writing process, tha_t is, 
with Ieseaic . - about creating wntten · enced wnteis go . 
how expen t this process in novice 
texts and. how toI ds':ppor two issues that contrib- 

. Fmally iscuss . wnters. ' . . f best practices 111 · appreoat1on o 
ute to a_ growm_g . ( 1) connections between read- 
writing ms~r':ct~_on. d (2) the role of grammar and 
ing and wntrng, an .. 
error correction in wntmg. 

Student background and needs . 
• l st start wirh 

The goals or~ writindg cur~~~: ~:mming, and 
the needs of the stu ents. , 
Silva (2008) state: . 

_ .. · are also circumscribed 
Curricula for WI itmg . le are learning. 
by the purposes for which peop . ciety 

fl th status m a so 
These purposes re . ect ~ d the functions 
of the language bemg leaI ne , as well 
and values of literacy ~n tha~ languar;tatuS of 
as the characteristics, mtenti?ns: an . 1 which 
the learners and of the institutions 11 
they study. (p. 76) tio 

. l e and educa .. 
One important factor is t 1e a? n need wriu 
background of the writers. Child_r~ skills alo 

l · g wnung o: for school and are earnrn dult \ear 
. . k"lls whereas a with other cogmtive s i , 

come equipped with many of these cognitive skills 
but may not actually need writing for their jobs; 
furthermore, while many adult L2 learners have 
good or excellent writing skills in their Ll, others 
may not have had much formal schooling and 
may not be literate in their Ll. Such students may 
need to be taught the basics of writing, starting 
from practicing how to hold a pencil and learning 
the alphabet. Another difference that impacts 
how writing is taught is the difference between L2 
learners and foreign language learners. L2 learners 
either need English for school or work, whereas 
foreign language learners may be studying English 
for a variety of reasons: for personal enrichment, 
as a requirement for school, for further study, or 
for career reasons. 

In the North American context, one distinc­ 
tion that is frequently discussed is the difference 
between "eye" learners ( typically, those who 
have learned English through formal education 
and thus primarily through reading and gram­ 
mar instruction) and "ear" learners ( those who 
have learned English informally through oral 
interactions; Reid, 1998a). Many ear learners 
emigrated from their home countries as chil­ 
dren and speak a language other than English at 
home; such learners are sometimes referred to 
as "Generation 1.5" (Harklau, Losey, & Siegal, 
1999). Research suggests that many of these 
U.S.-educated multilingual writers graduate 
from high school without the academic reading 
and writing skills needed for success in higher 
education (see Doolan & Miller, 2012, for a 
review and discussion of error patterns made by 
these writers). Although the eye/ ear distinction 
may be an oversimplification, it is clear that the 
needs of students with different educational and 
l~nguage learning backgrounds will be quite 
diverse: "eye" learners have strengths in formal 
;ocabulary and explicit knowledge of grammar, 
Ut may lack the fluency and naturalness of ear 
earners. Teachers will have to adjust their les­ 
ons to accommodate the needs of these differ­ 
t learner types. 

In addition to considering the background 
students d l . an t 1e1r development as writers in and L2 ·t · . , i is important to distinguish between 
rners wh d . . th O nee to wnte for academic reasons 
er ose who need to write for professional or 

reasons M h · uc of the pedagogy of second 
age Writing d - . 1aws on the literature m first 

language composition (see Matsuda, 2003b, for 
a historical overview of second language writing 
instruction, particularly in the North American 
context). Much of this literature assumes that 
students are writing for academic purposes; this 
may not always be the case, however, particularly 
in English as a foreign language (EFL) contexts. 
Increasingly, writing is used in the workplace, and 
students need to learn the appropriate genres and 
discourse conventions for different areas of work, 
such as resumes, business letters, emails, and web­ 
site content. 

To summarize, the variety of English language 
learners throughout the world, their linguistic and 
educational backgrounds, and their different writing 
needs make it impossible to prescribe a single 
approach to the teaching of writing because so much 
depends on the particulars of the local context. 
However, there are some general principles of 
writing that are of value to teachers in all contexts, 
and it is to these principles we now turn. Specifically, 
teachers should be aware of research in such areas 
as what proficient writers do when they write, what 
distinguishes good writers from weaker writers, and 
what the specific writing problems of English as a 
second language (ESL) learners are likely to be. 
Research (Peiiuelas, 2008; Sasaki, 2000; Weigle, 
2005) has shown that, for expert writers in particu­ 
lar, writing is not a linear process but involves going 
back and forth among planning, writing, rereading, 
and revising. Furthermore, compared to novice 
writers, expert writers spend more time planning 
and revising their writing and editing their writing 
for content and organization than they do making 
small surface changes to their texts. Expert writers 
are able to hold in mind numerous considerations 
simultaneously and have a greater understanding 
of their own limitations, a greater understanding of 
the needs and expectations of their audiences, and 
more highly developed schemata for different genres 
than novice writers. All this does not mean that 
writing is less effortful for experts than for novices, 
however: Expert writers are more likely to set great­ 
er challenges for themselves and to use a strategy of 
"knowledge transforming" (using writing to create 
new knowledge) rather than "knowledge telling" 
( expressing what they already know) in writing 
(Bereiter & Scardamalia, 1987, pp. 9-10). 

Comparing Ll and L2 writers, Silva's (1993) 
extensive review of the literature concludes that 
L2 writing is "more constrained, more difficult, 
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and less effective" (p. 668) than Ll wntmg, 
although the general processes are similar. L2 
writers in the studies that Silva reviewed tended 
to be similar to less experienced native speaking 
writers in focusing prematurely on sentence-level 
errors rather than global issues of rhetorical 
organization and were less likely to engage in 
knowledge-transforming rather than knowledge­ 
telling strategies (Bereiter & Scardamalia, 1987). 
Learning to write in a second language is further 
complicated by the fact that genres differ across 
languages and cultures, so writers may not be able 
to transfer their rhetorical knowledge from their 

first language to English. 
The implication of this research for teaching 

writing is that L2 writers need more of every­ 
thing: more practice writing, more opportunities to 
develop effective writing strategies, more familiar­ 
ity with genres, more practice with vocabulary and 
grammar, and more feedback. ,,vriting teachers 
need to be aware that their students will not become 
experts over the course of a few weeks or months 
and need to develop realistic expectations regarding 
what can be accomplished in a single term. 

It is well known that language proficiency, as 
it relates to writing, develops slowly over a number 
of years and depends on extensive exposure to dif­ 
ferent texts in different genres. Certain elements 
of grammar, for example, appear to be resistant to 
explicit instruction and acquired late, such as the use 
of relative clauses and the English article system (R. 
Ellis, 2005). However, other aspects of writing seem 
to be independent of language proficiency and ame­ 
nable to instruction with more immediate results. 
For example, Roca de Larios, Murphy, and Marin 
(2002) suggest that several writing strategies can be 
effectively taught within a relatively short time frame, 
including problem-solving strategies; goal setting and 
organization; having a sense of audience; and plan­ 
ning, monitoring, and evaluating performance. 

The process approach 

I 

I 

approaches, they all have certain features in com­ 
mon. Specifically, instead of producing several 
different single-draft essays that are turned in for 
a grade, often with a primary focus on linguis­ 
tic accuracy, students produce more than one 
draft of each piece of writing for feedback and 
evaluation, and emphasis is placed on supporting 
students through the various stages of writing, 
including pre-writing (e.g., brainstorming or 
outlining), drafting, giving and receiving feed­ 
back, and revising (see Table 1). How a process 
approach is implemented in practice is discussed 

in the next section 

Reading and writing connections 
Another important theoretical consideration for 
writing instruction is the connection between 
reading and writing, skills that scholars now consider 
complementary elements of literacy rather than 
separate, discrete skills. This connection between 
reading and writing is one that has received a great 
deal of emphasis in recent years (see Belcher & 
Hirvela, 2001; Carson & Leki, 1993; Hirvela, 2004). 
There is a growing recognition that reading and 
writing are intimately connected and that one can­ 
not easily be taught without the other. In fact, 
problems with student writing can often be traced 
to problems with reading (Hin,ela, 2004); for this 
reason, the writing teacher must also be prepared to 
teach certain aspects of reading. 

Hin,ela (2004) provides a convincing ratio- 
nale for including reading as an integral compo­ 
nent of the writing classroom, primarily through 
three main areas of reading-writing connections: 

I Reader respoJ:\Se theory. This approach empha· 
sizes the reader's active participation in under· 
standing a text and ways to develop effective reading 
strategies. For example, instead of asking students 
simply to discuss their understanding of a particular 
text, teachers can ask them to reflect on the strat· 
egies they use for reading, what problems they 
encountered, and how they dealt with those pro 
lems. In this way students are encouraged to se 
themselves as active meaning-makers. Reflecting 

0 

reading processes can lead to an understandi~? ,
0 

composition processes as complementary acuviu 

to reading. 
Writing to read. This approach involves usi 
writing as a way of interpreting and under

5
lan 

Research on the writing process has led to 
what is now the dominant paradigm in writing 
instruction, the process approach. Historical 
overviews of writing instruction that have led 
to the preeminence of process approaches can 
be found in numerous sources (e.g., Ferris & 
Hedgcock, 2004; Matsuda, 2003b; Raimes, 1991). 
Although there are many variations on process 

Table I. Phases of the Writing Process 

Pre-writing 

Writing 

Response 

Revising 

Editing 

Post-writing 

Definition.._ Phase 
Structured activities to . 
content, fluency, langua:;~~

1
:c:i:otivation, 

First draft 

Reaction of a reader or listener 

:::f~eing or rethinking content; second 

Refinement d . . an attention to writing 
conventions, including grammar and 
vocabulary; third draft 

f
':"_haht students and teachers do with 
ims ed pieces 

Htodw teache~s and/or students assess 
s u ent writing 

Adapted from California State U . . ruversrty, Stanislaus (n.d.}. 

Evaluating 

Examples ofTea h" c mg and Learning Activiti 
Structured language practice readin . . 
brainstorming webbi '. . gs, films, discussions • ing, outlining ' 

Focus on content, getting ideas on paper 

Peer review, partners or small ro written feedback g ups, teacher conferences, 

Reorganizing, adding details, adding support f or arguments 

Checklists gra 1 ' mmar ogs, exercises, proofreading practice 

Display, share onli . me, compile class writing into a booklet 

Rubrics, conferen If ces, se -evaluation, portfolios 

a text. Examples of writing-to-read . . . . 
writing about a top· . activities mclude 

. JC 10 preparation for - cl' 
about it and response acti 't' rea mg Vl res such as J. - 1 
response papers. Writin b ourna s and 
students create a dee g ~ oudt what they read helps 

• per un erstandin f 
which will in turn help th . . g o texts, em 10 their further -· · , wntmg. 

Readmg to write Tl . • 'us appr h · reading as a source of. . . oac_ involves using mputm creat · 
In reading to write, students _11~g a written text. 
search for knowled e ab e_xphntly and actively 
can be rhetorical ( gl ko_ut wntmg; this knowledge 

wnat mds of - · · terns are com1110 . h' organizational pat- 

( 
n m t is type f _. • . what words l _ 0 wntmg?), linguistic 

, pnrases ors t useful?), or styli . , en ence structures are 
kind ofwriting?)i~tic (how formal/informal is this 

Attribut' 
P
l . . ion of sources and 
agtansm 

In acad · . em1c writing ir . ead111g as part f _.1. particular, an emphasis on 
ue of appro r~a w11t11~g n_aturally brings up the 
ecter of plagpi· _te attribution of sources and the 
" ansm. Stud - _use your own wor " ents are frequently told 
iousness of pl .· cl~ and are warned about the 
t te agiansm cl · 
d 

achers are f an its consequences 
en o ten fr , ts seem ustrated because th .. 

en to have dif en and how to , a i ficult time knowing 
paraphrase. In fact th . , e issue of 

appropriate source use in writin .. 
complicated issue th . fi g is a much more an it .irst ap _ 
are both cognitive and cul - pears to ~e. There 
and writing teacl - tural factors involved .iers need t cl ' 
these issues are so th o un erstand what ey can hel l · 
learn to incorpor t P t .ietr students a e source m t .· 1 • 
writing appropriatel S cl a ~11a s 111to their 
fj 

. y. tu ents wit! r . cl 
ioency have limited l' . . 1 irrute pro­ 
need to rely more l 111g~nstic resources and may 
lexical and - ~eavily on scaffolding (both 

grammatical) from 
because they ma)' not k h source materials · • now ow to exp· · 111 a different way Re - h . r ess an idea • sear c sugge t 1 dents have diffic lt . ·l s s t .iat many stu- u y wit 1 sentence sim lif . 
and paraphrasing . th P i icanon . . wi out chan r· l , 
original intent· fu ·ti - g111g t 1e authors . , r 1e1 more so . cl sider copying a 1 .· . ' me stu ents con- egitimate strat , f (Shi 2004) si·m·l I eg) or composing· 

' · 1 ar cu tur I · use of source text I . a issues regarding the 
anguage hav b Pennycook (1996) h e een noted by 

• ' w O was ainon ti fi 
pomt out that the idea tl . . . g 1e irst to 
and words is a peculiarl 1~111dividual~ "own" ideas 
not be prevalent in otly estlern notion that may 1er cu ture c . 
on the lack of fit b t . s. omment111g e ween 111s tructo - cl 
perceptions Starfield (2007) r an student ' noted: 

:~herea~ _lecturers view the issue as being about 
e correct referencing of 

cl 
. sources for t 

ents plagiarism . 1· k cl , s u- . is 111 e to th . - cl 1 . 
identities as writers and th . _eil1 . eve op111g eir re ative lack of 
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. . , . the authority of academic 
authonty vis-a-vis 1 x process of learn- 

d · part of a comp e 
texts an is . . familiar norms and 
ing to write a~cordmg to un that is often not 
conventions m a language 
their primary language. (p. 880) 

. f intertextuality (Bakhtin, 1981; 
The notion o f ld 2007) is frequently 
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predictable: designing/implementing a syllabus, plan­ 
ning individual class sessions, providing opportuni­ 
ties for writing, and responding to that writing. The 
novice teacher often finds it difficult to know how to 
put this list into practice; the following suggestions 
may provide some guidance. 

The syllabus provides a road map for both 
students and teachers and also helps to clarify 
expectations and class policies. Designing a 
syllabus provides an opportunity to think through 
the overall goals of the writing course and the 
major learning activities that serve those goals. For 
this reason, a critical step in creating a syllabus is 
articulating learning outcomes or course objec­ 
tives. As far as possible, learning outcomes should 
be written in the form of observable behaviors and 
products so that it is easier to determine whether 
tliese objectives have been met by the end of the 
course. For example, a vague learning outcome 
such as "Students will improve their writing in this 
course" is less useful than the following outcome 
statements (taken from a low-intermediate writing 
course in an academically oriented intensive 
English program at a U.S. university): 

I 

I 

I 

Produce organized paragraphs (7 sentence 
minimum) with topic sentences, supporting 
details, and concluding sentences through a 
process of drafting and revision 
Use the language of narration, exempli­ 
fitation, process, comparison/ contrast, or 
description 
Demonstrate coherence using repetition of key­ 
words, pronouns, synonyms, and signal words 

Note that these outcomes specify both the 
product and the process of writing, along with 
Indications of the type of language needed to com­ 
plete the writing tasks. Students have a clear idea of ~h . 

at is expected of them, and teachers can readily 
certain whether students have achieved these out­ 
mes W · : _ntten learning outcomes are also useful 
desi~111ng scoring rubrics, or written criteria for 
Uating the _. . ·1 d 'fi . wr 1tmg, ta1 ore to speo 1c assign- 
~~- For example, a rubric for paragraphs based 

e outcome statements could include points 
content a d . . 

f 
11 orgamzation, such as the presence 

e fective t · ffiai . opic sentence, details that support 
d In 1?ea, and an appropriate conclusion; it 
a so tnclud · of h . e issues of language ( such as the co es1v d · e evices and the appropriate use 

of the discourse mode). Finally, the rubric could 
include a consideration of whether students have 
successfully incorporated feedback from peers or 
the teacher in improving their writing. (See the 
Appendix for an example of a writing rubric used 
in a low-intermediate composition course in an 
intensive English program.) 

A useful way to begin formulating objec­ 
tives is to write down in as detailed a fashion as 
possible what you hope students will know and 
be able to do by the end of the course and how 
students will demonstrate their knowledge and 
skills through observable behaviors or products. 
Elsewhere (Weigle, 2007) I have suggested an 
exercise that may help teachers to articulate 
learning outcomes: 

Imagine the best piece of writing that could 
come from one of your students, and write 
an imaginary endnote to a student saying 
what you like about it. As you do so, you will 
articulate in words what you are hoping to see 
in student writing, whether it is precise use of 
language, vivid details, or a strong thesis with 
good support. Each of these descriptions can 
be used to create learning outcomes. (p. 197) 

For a w1iting course, it is useful to think of 
three components of objectives: (1) a description 
of the performance itself, or what the student is 
expected to write ( e.g., essays, descriptive para­ 
graphs, or business memoranda); (2) the conditions 
under which the wi-iting will be done (e.g., at home 
or in class, and with or without feedback between 
drafts); and ( 3) the level of performance that will be 
deemed acceptable, that is, the criteria for evalua­ 
tion in terms of such considerations as organization, 
use of vocabulary, or sentence types (adapted from 
Mager, 1975, as cited in Ferris & Hedgcock, 2004). 

Specifying objectives in this way goes hand in 
hand with articulating the major assignments for 
the course and determining how they will be evalu­ 
ated. For example, in a 14-week term a teacher 
might assign three or four major papers, depend­ 
ing on the level of student proficiency. The first 
step in filling out the details of the syllabus, then, 
is to set deadlines for these major assignments at 
appropriate intervals during the term. 

Outcomes written in tl1is way have the added 
advantage of helping teachers discern what aspects 
of writing they need to focus on in their teaching. 
For example, one learning outcome in an adult ESL 
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setting might be "students will write short informa­ 
tional notes of request to a teacher, landlord, or 
other community member." Teachers wanting stu­ 
dents to meet this outcome will need to make sure 
students know appropriate basic vocabulary, routine 
greetings and closings, question formation, writing 
conventions such as indentation and paragraphing, 
and politeness strategies. Thinking through these 
learning points will help teachers determine what 
activities to focus on in any given lesson. 

Lesson planning 

learning, preview /warm-up, lesson core (instruc­ 
tion, procedures, and participation), closure, 
and follow-up/reflection. These components are 
important no matter what phase of the writing 
process is being focused on in any given lesson. In 
planning out a lesson, teachers should be mindful 
of maintaining a balance between teacher-centered 
and student-centered activities, providing enough 
time for students to practice and apply concepts, 
and leaving time at the end to make sure that stu­ 
dents understand whatever homework is assigned. 

Turning now to a discussion of the types of 
activities that are appropriate for writing classes, we 
can divide them into the stages of the writing pro­ 
cess: pre-writing, writing, feedback, and revising/ 

editing. Once the major assignments for the course are 
determined, planning must be done on two levels: 
in terms of the writing cycle for each major assign­ 
ment and in terms of the individual lesson. In terms 
of the writing cycle, there are three phases that 
need to be considered: pre-writing, writing, and 
revising/ editing. The pre-writing phase includes 
setting up the assignment; providing input for 
students to work with in the form of texts, visuals, 
videos, or other content; introducing and practic- 
ing specific points of grammar or vocabulary that 
are important for completing the assignment; 
and various activities for brainstorming and idea 
generation. The writing phase must include time 
for drafting in class (where appropriate), feedback 
from peers and/or the teacher, ample time for 
incubation and rewriting, and continued work 
on troublesome areas as they come up. Finally, a 
polished draft must be submitted; teachers need to 
consider how much time to devote to grading and 
evaluating, and what other means of dissemination 
might be appropriate for sharing student work. 
Specific suggestions for each of these phases are 
given shortly; first, however, I discuss some general 
principles of lesson planning. 

Most experienced teachers will confirm that 
a written lesson plan is essential for every class 
period. A written lesson plan can be as simple as 
a few notes or quite formal, with each step written 
out in detail. (See Purgason, this volume, for an 
extended discussion oflesson planning.) However, 
as Ferris and Hedgcock (2004) noted, "whatever 
form a lesson plan takes, it should be readable, 
convenient to refer to in class when needed, and 
usable as a future record of what took place" 
(p. 99). Ferris and Hedgcock divide the typical 
writing lesson into five phases: activation of prior 

Pre-writing activities 
Anyone who has ever stared for hours at a blank 
sheet of paper or computer screen recognizes that 
one of the greatest challenges in writing is getting 
started. Writing teachers need to have a variety of 
strategies to help students get over their initial anxi­ 
ety, begin planning out their ideas, and start writing. 
Pre-writing activities can be targeted toward linguis­ 
tic development, fluency, idea generation, building 
up knowledge about a topic, or a combination of all 
of these. For example, activities such as freewriting 
(writing for a set period of time without stopping), 
generating lists of ideas or thoughts associated with 
a topic, and making a mind map of related con· 
cepts are appropriate at all levels of proficiency and 
experience. Additional pre-writing activities may 
include targc;:ted lessons on specific aspects of 
writing, inclu\ling strategies for using dictionaries 
or other reference materials in writing, and identi· 
fying and analyzing rhetorical structures of texts, 
such as the activity described in the opening exp 
rience section of this chapter. Detailed sugge 
tions for activities for pre-writing activities ~a~ 
found in Ferris and Hedgcock (2004) and W1lha 
(2005). Such activities serve to help students fil1
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Writing tasks 
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approaches to res u de~1ts and allow for multiple 
. . pon mg to the 
mstrucuons should b .· . prompt, the 

b
. e w11tten 111 de . cl 
iguous language and tl a1 an unam­ 

cri teria on which ~h _.1: task_ should include the 

F 
. . . e wntmg will beJ·udgecl 

01 maJor · through a proc aessss1gnfmd~nft~, where students will go o ra tmg and .. 
useful guidelines a1·e .c 11 rev1s10n, some as 10 ows: 

■ Make sure that the sco e of . . . 
within the time allott pd the task is feasible 
S e . 
tructure the task to reduce the . . . 
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during the class period itself that many teachers feel 
they cannot sacrifice class time for writing. Students 
who are paying for instruction may also feel some­ 
what slighted if they perceive that the teacher has 
not prepared instruction for a class period. In this 
case, teachers will need to communicate their ratio- 
nale for devoting class time to writing. 

\ 

round) on language issues. One or both of these 
feedback cycles frequently involve peer feedback 
instead of or in addition to instructor feedback. 
Peer feedback has the obvious benefit of reducing 
the teacher's grading workload, but it has other 
benefits as well. Some of the benefits of using peer 
response include (adapted from Williams, 2005): 

■ Students have an authentic audience to write 
for other than their teacher and can try dif- 
ferent writing approaches. 

■ The process of reading others' work develops 
critical reading skills that can transfer to stu­ 
dents' own writing, in addition to improving 
other L2 skills. ■ Peers may focus on issues that teachers do not 
have time to comment on or choose not to 

address. 
On the other hand, teachers should be aware of 
potential drawbacks to the use of peer feedback. 
Research on peer feedback in L2 classroom has 
revealed two main issues: ( 1) students do not always 
give good feedback; and (2) students frequently 
resist or disregard peer feedback activities as not 
useful. Both of these issues can be dealt with by 
sufficient preparation on the part of the teacher, 
including rationalizing the procedure, modeling 
the process, and providing materials such as check­ 
lists or peer-response guides that target only certain 
features for students to fill out while responding 
to their classmates' writing. Additional guidelines 
for implementing peer review successfully in the 
second language writing classroom can be found in 
Ferris (2003) and Liu and Hansen (2002). 

Turning to the specifics of providing feedback, 
another issue, is whether to provide oral comments, 
written comrtlents, or both. Written feedback, in the 
form of endnotes or marginal comments, can rein· 
force the strengths of a paper or indicate areas where 
improvement is needed. However, written commen 
can be very time-consuming and are often open 
misunderstandings and different interpretations. 
alternative is individual conferencing with studen 
during office hours so that teacher and student 
discuss the strengths and weaknesses of the P~P 
However, this may not be possible in some setun 
if there are no office hours, or if students are una 
able outside class. Fortunately, new techn°

10
lc 

have opened up new possibilities for feedbaC 
the form of podcasts or other digitally reco 
means. The advantages of recording cornrnents 

Feedback, revision, and editing 
In a process approach to teaching writing, once 
students have a working draft of a paper, they need 
to receive feedback ( the third phase in Table 1) 
and then revise and edit their paper (for global 
and local issues, respectively) on the basis of this 
feedback ( the fourth and fifth phases). While there 
is general agreement among students, teachers, and 
scholars that good feedback is essential to revision, 
there is less consensus on how feedback should be 
given, when, by whom, and what sort of feedback is 
most useful. Since providing feedback to students is 
potentially one of the most important yet difficult 
and time-consuming activities that writing teachers 
engage in, it is important for teachers to know what 
experience and research have shown to be the most 
useful ways to provide feedback to students. 

Most resources for writing teachers (e.g., 
Ferris & Hedgcock, 2004; Williams, 2005) recom­ 
mend commenting primarily on content before 
commenting on language issues, despite it being a 
natural tendency for language teachers to focus on 
sentence-level accuracy. There are several reasons 
for this recommendation. As noted earlier, inex­ 
perienced writers tend to revise at the sentence 
level more than at higher levels of organization 
and often need to be explicitly taught to revise on 
the rhetorical level. In addition, a premature focus 
on language may stifle students' processes of idea 
generation. Furthermore, there is little point in 
making detailed language comments if the overall 
content and organization are going to be revised. 
On the other hand, if language errors impede 
communication to the extent that it is impossible 
to discern the meaning, clearly these errors need 
to be addressed right away. 

Based on this notion of content first, a com- 
mon practice in writing courses is to require three 
drafts of a paper with two cycles of feedback and 
revision: the first focusing primarily on global 
issues of content and organization, and the second 
(assuming adequate improvements from the first 
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for using feedback- ·ksh 
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· d. ym O s and abb • · · 111 icate types of . . l r eviauons to errors that st d themselves (for e 1 u ents can correct xamp e WFf . " Tfor "t ") ' 01 word form" ense . However hil . or 
itively appealing practi~: _1 e this may be an intu­ 
to be effective (T , it has not been shown 

ruscott 1996) · f 
such coding systems can b; . , -u~·thermore, 
consistently and difficult to nnplement 

may overwhelm b h 
and students with th . ot teachers eir comple . t ( . 
Hedgcock, 2004). xi Y Ferns & 

If self-correction is not an . 
ularly when several t d option, and partic- . s u ents are h · d" 
with complex struct . . . av111g ifficulties 
tive to conduct a mes, it is generally more effec- 

grammar · · I . 
consisting ideally f mmi- esson 111 class . o text analysi /d" ' ties, a brief ded . s iscovery activi- 

. ucnve explanati f 1 
point in question a d . . on o t 1e grammar • . . , n p1 actice and 1- . 
acuvines (Ferris & H d app icauon 

2005) 
e gcock 2004· wun 

• However te h ' , n 
1 

1ams ac ers may h ' 
errors, it is important th - c oose to deal with 
explain their systems cl 1 at they be consistent, ear y, and be explicit about 

Advantages and o· d rsa vantages of Differe nt Types of Teacher Feedback on W .. nting 

Advantages 

En_dnotes and margin comments can 
reinforce strengths of a · d' paper or 
in icate where improvement is needed. 

The_se provide an opportunity to 
clarify and n • d' . egotrate meaning through 
,scuss,~n; they may be less time- 

consuming than .d. feedb k prov, mg clear written 
ac. 

May be faster than providing . 
feedb I . written 
listentc <; provides opportunities for 
I' ng comprehension; students can 
tsten to comments multiple times· 
~:~;erfbal _information (inflections 'and 
. o voice) can promote a .. 
1nterpretat' f pos1t1ve ,on o comments. 

Disadvantages 

Writing is time-consuming; written 
comments are op .. en to mtSlnterpretation. 

Teachers and/or students ma 
avai_lable outside class; stude:rs n~: be 
willing to attend off h Y not be 
not be ·w ,ce ours; students may 

w, mg to admit when th d 
understand the teacher' ey o not s comments. 

~ ec~nology may not be available; some 
eac ers or students m b 
with recording eq . ay e uncomfortable u1pment. 
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how they want students to respond to feedback on 
errors; see Ferris (2011) for a thorough discussion 

of responding to errors. 

FUTURE TRENDS 

online concordances such as the Virt'Ual Lan[sUage 
Centre (n.d.) can be used to investigate the differ­ 
ence between words like interested and interesting 
by providing many examples of how these words 
are used in authentic texts. Again, this is an area 
where teacher education is needed so that writing 
teachers are aware of the possibilities and limita­ 
tions of using corpus tools for teaching. 

Finally, improvements in natural language 
processing have led to the introduction of auto­ 
mated systems for scqring and providing feedback 
on writing, a trend with potential to save time 
and resources but one that is controversial among 
writing teachers (see Weigle, 2010, for an overview 
of automated scoring for ESL writing). Proponents 
of automated assessment (e.g., Shermis, Burstein, 
Higgins, & Zechner, 2010) point out the increased 
speed and reliability of using computers to score 
writing compared to human raters. Ideally, comput­ 
ers could take over some of the more arduous and 
time-consuming aspects of providing feedback to 
students, such as identifying grammatical errors, 
leaving teachers with more time to attend to higher­ 
order concerns such as content development and 
rhetorical organization. Self-access programs can 
allow students to submit samples of their writing for 
automatic feedback without the potential loss of face 
involved in giving their writing to another person for 
evaluation, and such feedback can be immediate, 
allowing the student more opportunities to prac­ 
tice. Indeed, a recent article reports that in at least 
one institution this is indeed the case: students find 
turning in multiple drafts to their teachers "correc· 
tive, even punitive" and much prefer to revise using 
e-rater (Jaschik, 2011). 

On thf other hand, many writing teachers 
are strongly ~opposed to the use of automated 
essay feedback programs because they contradict 
the very nature of writing, which is a form of corn 
munication ( e.g., see Cheville, 2004; Herrington 
Moran, 2001). Computers obviously cannot ~e~ 
they can only count things. Thus students wnu. 
to a computer are not writing with an audience 
mind. Consequently, aspects of writing tha~ c 
be judged only by getting a sense of a text in 
entirety, such as the persuasiveness of an argulllb 
or a sense of authorial voice, cannot be judged . 
computer. Another objection to automated sco . . . that err 
systems 1s that they reinforce the notion 
can be defined objectively instead of contextU5 . f rrns 
For example, nonstandard linguistic 

0 

Numerous changes in writing instruction have been 
brought about by the rapid expansion of technology 
over the past 20 years. Writing increasingly involves 
keyboarding, a skill that can be taken for granted in 
some contexts but may need to be taught in others. 
Social media networks such as Facebook and online 
discussion boards, blogs, and wikis can be exploited 
in the writing classroom, providing opportuni­ 
ties for genuine interaction with an audience that 
goes well beyond the teacher and fellow students. 
(See Sokolik, this volume, for an expanded discus- 
sion of the role of technology in second language 
teaching.) Warschauer (2007) discusses three main 
technological issues with regard to writing instruc­ 
tion: synchronous (real-time) communication, such 
as chats and instant messaging; asynchronous com­ 
munication formats, such as emails or web-based 
bulletin boards; and hypermedia authoring, such 
as designing webpages. Warschauer notes that, for 
many second language writers, electronic media 
provide more access to authentic communica­ 
tion along with expanded opportunities to under­ 
stand and use a wider range of language functions 
and structures than does face-to-face interaction. 
Electronic media can thus be a tremendous asset to 
writing courses. However, teachers must be trained 
to use these new technologies to exploit their advan- 

tages in the classroom. 
In addition to these new media for writing, 

an important development that has been brought 
about by the revolution in information technology 
is the availability of large language corpora, which 
can be a useful tool for teachers and students to 
investigate the uses of specific linguistic items. 
For example, Cortes (2007) and Lee and Swales 
(2006) describe courses for international graduate 
students that use corpora as teaching tools for rais­ 
ing awareness about the genres that these students 
will need to master in their professional lives. (See 
also McCarthy & O'Keeffe, this volume.) Charles 
(2007) outlines procedures for using controlled 
corpus searches to improve students' awareness 
of and control over specific linguistic choices to 
fulfill particular rhetorical functions. For example, 

as double negatives whil f . . ' 1 e o ten 1naIJP - .· . 
acadenuc writing are ·£ 1 ropriate m 
less formal genre~. pe1 ect y acceptable in some 

Asimilardevelopmentwith re - 
and writing· is th · _ . gaidtocomputers e mer easmg use of 
ware for detecting plagia . automated soft- nsm or text • J b · 
such as Turnitin (Turnitin 2010) u~ . orrowmg, 
nents of such software pro . '_ · .iile propo- . • gr ams note thei 
JJ1 reducmg the incidence f h 1 r success 0 w o esale bo - · 
source text materials in student _. . I rowmg of . wntmg som I I 
ars caut10n against the un _. . I ' e sc 10 - cntica use of such - 
grams by educators. Howard (2007) _ pr a­ 
argues that the use of antipl .· _. ' for example, • agiansm software f- 
comphcated issues of text I b - . I ames 

f
. . . ua onowmg sole! . 

terms o individual student ethi _ h Y 
111 

. l res rat er than eng . 
mg teac rers and students ii d . . ag- 

d I 
1 pe agog1es that he! 

stu ents earn to use textual . 1 P . . matena appro .· . 1 
111 their own writing as all s f 1 . pnate Y ' uccess u wnters do 

Whatever the obiectio . . · . ~ ns, it 1s not like! th 
technolog1cal advances su I Y at . d . . c 1 as automated s - 
mg an plagiarism detectio ·11 . . cor- 

1 
- n w1 go away; It is u 

to teac rers, then to educate ti P , , 'iemselves as t h 
most app~opriate uses of such technol o t e 
guard agamst misuses. ogy and to 

CONCLUSION 
As the world becomes mar . - ing is the skill that ma I . e interconnected, writ- y u timately be tl .. 
cal, and the need for skilled '_. . . 1e most criu­ 
only increase It . 1 wr 1t111g teachers will . is c ear from ti . b _. . . . 
that writing 1·s a 11s I ief overview comple bili · eration of a .d x a I tty mvolving consid- 

w1 e rang f · that teachers need t edo issues and subskills, and 

d
·rr O evelop ex · · 
I rerent areas t b peruse 111 many · 0 ecome effecti • · mg. Writing is -J ve at teaching writ- 
. per 1aps the 1 Ume:consuming skill most c rallenging and 
plex1ty, but it is als to teach because of its com- 

a one of the most rewarding. 

Writing is both langut cori:i~lex activity that involves 
W 

• . ge ability and c . ntmg t 
I 

ompos111g ability 
eac 1ers d . · cognitive (ind· .d nee to consider both the 

sociocultural t1 ual) aspects of writing and the 
Writing tea l contextual) aspects of writing 
f c 'iers n d . o other Ian ee to understand the role 

and guage skill · grammar . . I s: particularly reading 
' m the writing process. 

► 

► 

Writing teachers need to £ f . . ocus on the pro- 
cess o writing as well as on the 
both in instruction d . product, 

d 
an in responding t 

stu ent writing. o 
New technologies are alread . . 
role of writin . . . y 1mpact111g the 
writing· tea hg ~n society and the teaching of 

, c ers must be ab! t d 
and evaluate these tools to e ok un l erstand 
effective use of them. ma e t 1e most 

DISCUSSION QUESTIONS 
1. Why is it im - fro pm tant to understand . 

m both a cognitive and wnting 
perspective? a sociocultural 

2. What is the relationship between second 1 
guage pr fi · an- o inency and writing abil' ;> 

3. Do you use elements of a - ity. 
in your own writing;> H p1oc~ss _approach . ow can th111kmg ab 
your own process be hel f . . out 
ing to your students? p ul 111 teach111g writ- 

4. What are some of the wa . . . and writ' - ys 111 which read111g 
mg a1 e connected and ,1 d 

writing teacher need t k ' "' 1at oes a 
teach writing ft· . lo now about reading to e ect1ve y;> 

5. What are some f h b to peer review ~ t e enefits and drawbacks 
class? 111 a second language writing 

6· Why is it pr bl · o emat1c to correct o - . 
every grammatical - - . . I po111t out error 111 a piece of writing? 

SUGGESTED ACTIVITIES 
1. Look a~ Table 1 on p. 227. 

a. ~pes1l?n al lesson plan for a writing class that 
P ies t1e steps of th · · 

d 
. e wntmg process pre- 

sen te 111 the tabl B e. e sure to de · 
the students' - fi . s1gnate d dl. p10 inency level, assignment 
ea ines, and so on. 

b. Prepare a scorin - b . . g I u nc that you would 
give to students to make - . . ria clear to st d your g1 admg cnte- 

. u ents at the beginning of the 
assignment. Refer to th th A • e sample rubric in 

e ppend1x for ideas. 
2. Work with an ESL/EFL t d four · s u ent for two to 

sessions on writing Ask tl 
to bring samples of 1 . · 

1
e _s~udent 

work on to ·l 11s or her wntmg to 
get 1er. Decide on . 

for suggesting improvements on a b~~~;t;!: 
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rhetorical level ( content and organization) 
and on the sentence level (grammar and 

vocabulary). 
3. If you are working in an academic context, 

interview several teachers from different con­ 
tent areas about writing in their field and 
teaching ESL students. Some questions you 
might ask include: 
a. What types of writing assignments do you 

give your students? 
b. Are there specific features of writing in 

your field that students need to know 
about that they might not learn in a typical 
English writing class? 

c. To what extent do you grade writing on con- 
tent, organization, and language? What is 
most important? Why? Least important? Why? 

d. If you have had non-native speakers of 
English in your class, are there specific 
strengths or weaknesses that such students 
tend to display? 

4. If you are currently teaching a writing class, 
imagine the best possible essay that could 
come from one of your students. Write an 
endnote to the student describing the areas in 
which the student has succeeded, such as the 
content, the paragraph development, or the 
use of vocabulary. Using your endnote, draft 
learning outcomes for your course. 

FURTHER READING 
Ferris, D.R., & Hedgcock,J. S. (2004). Teaching ESL 

comjJosition: Purpose, process, and j1ractice ( 2nd ed.) . 
Mahwah, NJ: Lawrence Erlbaum Associates. 

This is a comprehensive book that provides practi­ 
cal guidance for teaching composition. It is partic­ 
ularly appropriate for teaching in North American 
contexts at the university level. 
Hirvela, A. (2004). Connecting reading and writing in 

second language writing instruction. Ann Arbor, 
MI: University of Michigan Press. 

This volume provides a theoretical rationale and 
practical advice for incorporating reading into the 

writing classroom. 
Leki, I., Cumming, A., & Silva, T. (2008). A synthesis 

of research on second language writing. London, 
UK: Routledge. 

This volume is particularly useful for anyone inter­ 
ested in research and its implications for teaching 
writing, particularly in the ESL context. 
Williams, J. (2005). Teaching writing in second and fm" 

eign language classrooms. Boston, MA: McGraw Hill. 
This volume addresses writing issues for both 
second and foreign language classes. It is fairly 
short and accessible to teachers in training and 

practicing teachers. 

APPENDIX: SAMPLE SCORING PARAGRAPHS, LOW-INTERM RUBRIC FOR OUT-OF-CLASS EDIATE LEVEL 

Scoring rubric ( J 00 points total) 

- . 
Content, organization d I • , an c ar1ty 
• Paragraph includes specific content . (50 points) points. 

• Paragraph includes a topic sente ( nee a sentence that tells the . . 
• All the sentences relate to th . . main idea). e main idea and are in logical order 

• Ideas are explained clearly. · 

• Paragraph gives enough information and . I d . me u es specific examples. 

Grammar, mechanics and It , ,ormat 
Sentence structure (50 points) 
• Complete sentences (subject and verb) 

Problem: __ no verb . -- no subject 

• Correct use of capital letter d . Problem: -- run on s an periods_(.) to divide sentences 
-- comma splice 

Other grammar for the level/ . 
C 

assignment 
• orrect word order 
• Correct word forms: nouns verbs . . object, possessive) , , adjectives, adverbs, plurals, pronouns (sub· 
• Correct use of verbs [ect, 

Problem: verb tense . 
b f
- - incorrect use of be = . 

_ver orm _ subject- b am, ts, are ver agreement 

Format 
• Indents the first line of the paragraph and 
Spelling and mechanics uses correct format for other lines 

Problem: _ spellin . g - punctuation - capital letters 

Final grade 
Note: Points obtal d ( I 00 p • t ) Copyright Gear i me on the rough and final drafts are avera e . 01n S _/ I 00 _/ I 00 

• • '"" """""" '""""" '"""h e • ' " "'"""h• ""'' w•••· " me ""'" ' . .-/ I 00 rogram. Adapted with permission rat IS not turned in on time IO po· t . , m s are subtracted. 

_/10 _/10 

_/10 _/10 

_/10 _/10 

_/10 _/10 

_/10 _/10 

_/10 _/10 

_/10 _/10 

_IS _IS 
_/5 _IS 

_/10 _/10 

_15 _/5 

_/5 _IS 
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