KEY QUESTIONS

el
» What does it mean to know how to write!

» What is the role of writing in
» What do English as a secon
and teach a writing course!

EXPERIENCE

Flizabeth teaches a \A.rriting coux"?e ::ea?mlgems =
English program dem.gnec} to pl‘ei)(5 tu.d udens
ter an American university. Her .'s e | et
?mel 11 different countries and are intereste m
ffm'm disci 4lines, from business to lpathelnat}c§dto
ilel;(icial scpiences. As class begins, Elizabeth dw~10 ues
tth(; class into groups of four and leEF fﬁ;ﬂﬁfﬁivef—)‘
a set of writing assignments fromfh er pca
i ses: one from an undergraduate e
o _COU‘S from U.S. history, one from envir
o from psychology. Ehz.abeth
reminds the class of the concepts oi tz:)uic:ll::[c;fi;
purpose, and genre and asks the group et
h in the set of tasks. The grox.lps qu {(f L
work fter about five minutes, Elizabeth asks t :
wor"k; ;cl)rtte gn the similarities and differences aglo;g
ttiel et[;sks. She writes their .responses ];)Snugl;g ! r? i
s e s ccll'ass N cl(;:ptct:'(; \;(:alyze) and then
12 Lo, discuss, ) :
;zlegsnsrt?lednetlitiea%m;mdom listing several of such verbs.

1 tners to make
s di e handout with par :
- o he verbs. Then Elizabeth

sure they understand. all t A e e
presents the instructions for a erﬂ 1g et
that students will be working on over Llclz o
weeks. In introducing the assignment, s }ecee% e
the verbs in the instructions and then pro

over the details of the aSS{gnment. .

An observer in this class wanting o e

: : -

about teaching writing mightnotice severat.lve e
about it. First, it 1s very much a collabora

tensive

mental science, and one

to learn
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the second/foreign lan
d or foreign language teachers nee

e curriculum? - |
ik d to know about writing 1o design

The teacher controls the pace of t:txe; fcgllses 3:38
directs the activities, but dL.u*n?g m}o of the <
the students are interacting with e
hd, students are using 1."eadmg as a | e
Sec'on]fo;m their future writing. In this 1115L¢1}111CF,
tt(ljiely are analyzing writing pl‘g\h})ti;o;k:(zlli{gd dll];
e et petli(;atctlt?egy 2\‘«!‘111 be writing
C“SSingr; P?c?lf}?;‘/r;;pll;:aming that the expecta—
a'bOUL . (;lers in different disciplines will be
Uf)nSA - r(;ad that they cannot necessarily transfer
dlfﬁ?lfhr:); they know about writiAng in c‘m‘e Sll::;
feVetl };rea to writing in another. Finally, Lh‘ls i, i
ec . ‘ .
Jinvolves a considera:;otn ([)tf1 i;g]llz)l;:;lossnﬁje,s N
o

- SUChl asu:‘h(:)slf]zeien writing when dgcid'mg ho :
o z.mc. y ar}: essay, as well as local issues, suc:
. Or'gangle to use ;peciﬁc verb forms ’flppl'olpl
- tl)eulli%/;l in a very short observation, 1t 15(;26)3'
?1223 ieaming to write in a secqnd llall?;aifultipn

a complicated endeavor that involv

ity of concerns.

WHAT 1S SECOND LANGUAGE
WRITING?

Writing has always hafi a plab in e o
foreign language currlculum3 u " o md
first century the ability to write mﬂ ® opaliat
even more important than evell. _
i h
and technological advances suc

0
ce in the sec '

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, 2001). 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 1.2 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
fanguage [1.1]) and L2 proficiency. Even in one’s
native language, composing a text is a highly com-
plex task that involves the consideration of many
actors at the same time. Writers have to keep in
nind their overall message, the major points and
ubpoints to be included, how these points will
%€ Organized, and a representation of the likely
-aders: what they already know or believe about
H€ lopic, what sorts of information they will find
€I8uasive, and how they might react. Writers need
'-e able to plan their writing, monitor and revise

at they have already written, and keep focused

bthe process unil they are satisfied with the end
UCt. When an 1.2 is added to the mix, the pic-
: _eCOmes €ven more complex because writers
©© focus some of their attention on finding
SPPIOpriate language (o express their ideas
K;:e(;arccurately as well. Tt §eems reasonable,
€search has shown it to be true, that
88 Who have learned to write in their L1 can

transfer these skills to a second language; however,
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 of learn-
ing to write is the process of becoming a member
of a discourse community, 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-
¢y 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 about
the process of writing—while the sociocultural per-
spective reminds us that writing is always done for
a purpose, is directed at a specific audience, and
is part of a broader set of literacy practices that is
shaped by a particular culture and setting.

The cognitive and sociocultural perspectives
can also help us understand the difference between
speaking and writing, an important distinction for
language teachers. From a purely mechanical
perspective, the act of writing takes longer than
the act of speaking and leaves a physical trace that
can be referred to at a later date. Oral commu-
nication, at least without the help of technology,
typically requires that both participants (speaker
and listener) be present at the same time In the
same place and allows the use of nonverbal and

contextual clues for shared meaning; furthermore,
speakers get continuous feedback from their lis-
teners about whether they are being understood
and can clarify and repair mistakes if necessary.
In writing, these contextual cues and immediate
feedback are absent, and thus a writer must choose
words more carefully to avoid misunderstandings.
The cognitive challenge of speaking 1 contrib-
uting to an ongoing discourse without time to plan
out what to say; the cognitive challenge of writing
is anticipating and taking into account the existing
knowledge, goals, and interests of one’s likely
readers and tailoring one’s choice of words and
sentence structures to that audience.
The fundamental differences between
speaking and writing in the cognitive domain are
responsible to 2 great degree for differences n
the sociocultural domain. First, writing is used for
different purposes and functions than speaking;
because it can be planned and leaves a permanent
record, it tends to be used for functions where preci-

sion and accuracy are important, such as contracts.

Written language tends to be more formal, use

more complex structures, an
planned than spoken language, which
characterized by shorter sen

auses, and repetitions and repairs.
more highly valued in writing th

knowledg

errors that might be permissible in speaking are
(See McCarthy &

often more stigmatized in writing.
O’Keeffe, this volume.)

In summary, writing is not simply speaking in
another modality. While the same basic building
ocabulary and grammar are essential

blocks of v
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d be more carefully
tends to be
tences or fragments,
Correctness is
an in speaking; thus

s frequently used for different
different linguistic struc-
speaking and calls for a
f cognitive and metacog:
chers must have an

to both, writing i
purposes; it thus requires
ures and functions than
somewhat different set O
nitive strategies. Writing tea
understanding of both perspectives to plan and
deliver instruction that addresses the writing needs
of their students, whether these students are not
literate in their 1.1 or are transferring advanced L1

writing skills to their L2.

CONCEPTUAL UNDERPINNINGS

have considered the nature of
lationship to speaking, and the
distinction between language ability and writing
ability. In this section, I discuss several areas of
research and best practices that teachers should be
aware of to teach writing effectively. First, teachers
should understand why their students want or
need to write, and how certain student charac-
teristics (e.g., L1 literacy) affect their ability to
write in an L2. Next, teachers need to be familiar
with research on the writing process, that is,
how experienced writers go about creating written
texts and how to support this process in novice
writers. Finally, I discuss two issues that contrib-
ute to a growing appreciation of best practices i1l
writing instruction: (1) connections between read-
ing and writing; and (2) the role of grammar and

error correction in writing.

Up to this point we
writing ability, its re

Student background and needs

um must start with

The goals of a writing curricul
ki, Cumming, and

the needs of the students. As Le
Silva (2008) state:

Curricula for writing are also circumscribed
by the purposes for which people are learning:
These purposes reflect the status in a society
of the language being learned, the functionss
and values of literacy in that language, 5 wES
as the characteristics, intentions, and status 0t
the learners and of the institutions in WHICE
they study. (p- 76) _
One important factor is the age and educati®
background of the writers. Children neehd L

for school and are learning writing Skllls
with other cognitive skills, whereas adult 1€

om i i
lc)m Ien :qurllpped with many of t'hese cognitive skills
| ~y ot actually need writing for their jobs;
furthermore, while many adult L2 learner J}? S’
;gr?;;d orteiccellent writing skills in their Llelsothzz
not have had mu & B
may not be literate in thcelilr tli)ll.lga:llclics}izzlll1g o
need to b@ .taught the basics of writin ’e;ltts H.la)f
from practicing how to hold a pencil an(gtl’le a“rt'mg
the alphabet. Another difference that ial i
how writing is taught is the difference betwr:paits
lelarners and foreign language learners. 12 1 ens
elth.er need English for school or wc;rk vf;‘“?ers
foreign l'fmguage learners may be studyin’ B elléaS
for a va1‘1?ty of reasons: for personal enr%chnrr;g o
as a requirement for school, for further stud e
for career reasons. e
| In th'e North American context, one disti
tion that is frequently discussed is t};e diff I"Stmc-
between “eye” learners (typically thoszlenlCe
have learned English through form’al edu i
and Fhus primarily through reading and v,
mar instruction) and “ear” learners (thosegrallln-
have le'flrned English informally through oral
interactions; Reid, 1998a). Many ear 1g .
emigrated from their home countries z:r?}?'rls
gren 5}11d speak a language other than English ;t
or“ne, such.learners are sometimes referred
as “Generation 1.5” (Harklau, Losey, & Sieg:ﬁ)
)

'%929).dResearch suggests that many of these
'r.on‘l-eh.uiate;d1 multilingual writers graduate
| igh school without the academi i
and writing skills need e B P
_ : ed for success i i
€ducation (see Doolan & Miller 280111; h;(g)lrler
. 3 a

review and discussi
e Alsts}llon olf error patterns made by
) A olug tbe eye/ear distinction
- np ification, it is clear that the
: udents with different ed i

o v educational and
o g backgrounds will be quite
: ye  learners have strengths i

bulary g ors ngths in formal
e explicit knowledge of grammar
. e ﬂue.ncy and naturalness of eali
N aCCorm;ercsl will have to adjust their les-
3 odate th i
b i ¢ needs of these differ-
In additioy, |
1t ]
. alr?(;l ;o considering the background
hd 1o .tlelr development as writers in
R ne:(rilportant to distinguish between
B6sc v Elo write for academic reasons
. :2 hto write for professional or
B€ wricing d;: of the pedagogy of second
aws on the literature in first

Lar}llgi;z%iecaclompos.ltlon (see Matsuda, 2003b, for
o overview of §econd language writin
COnteXt;onﬂ/Ipartlcularly in the North Americag
Smdems.areu&}} .of this literature assumes that
mii Sul;lng for academic purposes; this
s asy feﬂ the case, however, particularly
o a. (.)Iel-gl’l language (EFL) contexts.
e Iiye,dwrltmg is used in the workplace, and
i to l(::arn the appropriate genres and
Qiscourse ¢ l(;rr;lzesllﬁoqs for different areas of work,
gkl , business letters, emails, and web-
leamg;(s) i;:gl)rl?alrlze, the variety of English language
amers bag k10ut the world, their linguistic and
Sk ct gr0u11d§, and their different writing
e thle tlmp(.)smble to prescribe a single
ot T each~1.ng of writing because so much
i ther: ;:;a: tlscoulars of the local context.
- : me general principles
a;glirigistthoa:hire of 'val.ue to teachers inpall C(E)ntext(f
s 155 Ermaples we now turn. Specifically,
eachiers shoul e a\'/vare of research in such areas
Ve i]gs)hes zzg; V:;rrlitteer: c;o when they write, what
= ' riters from weaker writers, an
Secitn (tihela;pt;c;ﬁc wgltlng problems of English, as (i
econd | (%eﬁge l( SL) learners are likely to be.
e W?e Es, 2008; Sasaki, 2000; Weigle,
S e noz ( lgt, for expert writers in particu-
papl g sl a linear process but involves going
v Fmong planning, writing, rereading,
SRl usig i.rt ur.thermore, compared to novice
Sl Tt s e T A e
. editing their writi
E(I);alclozigtc :;mclil organization than thgey do mallzilgg
— hoclda.nges.to their texts. Expert writers
s g 1121 mind numerous considerations
smultancou 1}/ an : have a greater understanding
sk e epramg P o
N . s of their audiences, an
th(;rrle Ei)g‘,}llz dev_eloﬂped scherpata for different genreos1
ey wrflftexs. All this does not mean that
" Eis e ortful for experts than for novices
o Chauel.j eSptf:rt v:lrlters are more likely to set great:
“knowledgi , ;)r tf em.sel\’/’es aqd to use a strategy of
s b :)s orming” (using writing to create
oy Vf?rh rather than “knowledge telling”
o 8§S a;1t the}/ already know) in writing
er ! ac.ar amalia, 1987, pp. 9-10).
o Ir)e‘l;il:‘% L; a}llld L? writers, Silva’s (1993)
L of the hter'flture concludes that
g 1s “more constrained, more difficult
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(p. 668) than L1 writing,
ses are similar. L2

and less effective”

although the general proces
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 1IN
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

9 writers need more of every-
more opportunities to

writing is that L
thing: more practice writing,
develop effective writing strategies, more familiar-
ity with genres, mMorce practice with vocabulary and
gramimar, and more feedback. Writing 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 o 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
vely short time frame,

effectively taught within a relati

including problem—solving strategies; goal setting and
g a sense of audience; and plan-
d evaluating performance.

organization; havin
ning, monitoring, an

The process approach

Research on the writing pr
what is now the dominant para
instruction, the process approach. Histo
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 marny variations on process

ocess has led to
digm in writing
rical
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approaches, th
mon. Specifically, instead of
different single-draft essays tha
a grade, often
tic accuracy, S
draft of each piece O

ey all have certain features in com-

producing several
t are turned in for
with a primary focus on linguis-
tudents produce more than one
f 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 (se¢ 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
he connection between

writing instruction 1is t
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 cans
not easily be taught without the other. In fact,
problems with student writing can often be traced
to problems with reading (Hirvela, 2004); for this
reason, the writing teacher must also be prepared 1O
teach certain aspects of reading.
Hirvela (2004) provides 2 convincing ratios
nale for including reading as an integral compo
nent of the writing classroom, primarily throug

three main areas of reading-wrl

>

his approach

Reader response theory. I
ticipation in

sizes the reader’s active par
standing a text and ways to develop effect
strategies. For example, instead of asking student
simply to discuss their understanding of a particu1
text, teachers can ask them to reflect on th
egies they use for reading, what problems
encountered, and how they dealt with those€ pro
lems. In this way students are encourage
themselves as active meaning-makers. Reflecting §
reading processes cai lead to an understandl'rl
composition processes as complementary actt

to reading.
involves ¥

This a roach
£ undefsmrl

Writing to read.
f interpret'mg and

writing as a way o

iting connections: -

ive reading

e strat

d to ¢

Table I. Phases of the Writing Process

Pre-writin
g Structured activities to provide motivation

content, fluency, language practice

Writing First draft
Response i

p Reaction of a reader or listener
Revising R i

eseeing or rethinkin
content;
o g content; second
Editin i
g Refinement and attention to writing

conventions, including grammar and
vocabulary; third draft

Post-writing What students and teachers do with

finished pieces

Evaluatin
g How teachers and/or students assess

student writing

Adapted from California State University, Stanislaus (n.d.)

a text. Exlamples of writing-to-read activities includ
writing about a topic i i .
n preparation for readi

b’ L readin

about it and response activities such as journals angr

response papers. Writi

stuge:;e p?pels. Writing about what they read helps

g .”C.l.LatC a deeper understanding of texts
vill in turn help them in their further writing’

Reading to wri .
readin gasq l.t " Tlns approach involves using
i rea§i VAR of inputin creating a written text
B fngkto write, students explicitly and activel.
. rOhletn(?wllec(lge about writing; this knowledgz
A orical (what kinds s
4 of organi

Ins are co : i ganizational pat-
. Wordrsnm?r{ in this type of writing?), lingugtic
seful?), or ,sé)l'néses’ or sentence structures are

b’ listic (how for S FaT ; ,

ind of writing?). otk gl 9 gty

W1
})u.tlon of sources and
lagiarism

Academic writino i
ing asl;;«:tlz?g 1}1'particu1ar, an emphasis on
€ of appropriat:,“m?g n'aturally brings up the
B o plagiarismatérlbutlon of sources and the
o o, wor.l fudents are frequently told
Ushess o b C,S. and are warned about the
Rachers 5. (g)fztulsm and its consequences,
. en fru§trated because their
; have a difficult time knowing

4nd hoy
t
O paraphrase. In fact, the issue of

| TR TR
Examples of Teaching and Learning Activities

Structured |

anguage practice, readi ;

; . , readings, films, di i
brainstorming, webbing, outlining 1 i ol

F ;
ocus on content, getting ideas on paper

Peer revi
ew, partners or
; small gr
written feedback groups, teacher conferences,

R s ! ;
eorganizing, adding details, adding support for arguments

C eCI(“StS ammar 10gs, exercises proo readir PlaCt ce
v 8 88, i g

Display, sh i i
play, share online, compile class writing into a booklet

Rubri
ics, conferences, self-evaluation, portfolios

igfﬂrglliaé:ttz source use.in writing is a much more
SEpHEIED glflsllii/ eth::"]l dlt Lﬁrlst aplpears to be. There
Y ‘ultural factors involved
thesewilslstg;% 2ffeachers need to understand whaé
hese ssues ar so they can help their students
- 1:;91_&6 source materials into their
] ha}zle 1p 1z.lLely..Stu(.iex.1ts with limited pro-
cieney hay I1Trlnlfed lmg.Lustlc resources and may
peed andy ! ore h.eaV1ly on scaffolding (both
S grammatical) from source materials
.y differenyt n?ay not know how to express an idea
b a diterent 1\; ;y. ?esez.lrch suggests that many stu-
den paraphms.lcg ty with sentence simplification
original intent%nf%nf:’lllt:r(l);lct)1fehangmg o e e
o tent; th re, some students con-
'S }:311’ ;(())gzx)ngsinl.ciglﬂtlmate strategy for composing
i Sour.ce t ilar cultural issues regarding the
e (lggzt language have been noted by
point out that the klevfiﬁazvfrfd?lilon% ‘the E
and words is a peculiarly West;,; ua's' i
. : : notion that ma

no tEZ E:Cel:il?gt 1l§16tother .cultures. Commentin;
perceptions, Starﬁeldvzggg;)n;tcl)ltlecctl(')r and sdent

wher i i
v ereas lecturers view the issue as being about
e correct referenci
ng of sources, for
ue L en es, for stu-
ideltf' plaglal 1sm is linked to their developing
ntities as writers and their reladve lack of
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authority vis-a-vis the authority of academic
texts and is part of complex process of learn-
ing to write according to unfamiliar norms and
conventions in a language that is often not
their primary language. (p. 880)

The notion of intertextuality (Bakhtin, 1981;
Fairclough, 1992; Starfield, 2007) 1s frequently
invoked to explain students’ difficulty with avoiding
plagiarism. What is meant by intertextualily is that all
writing uses words and phrases that are preexisting
and combined in new ways, referring to and build-
on what has come before. Writers constantly
fer to other existing (exts in their

own writing through a set of conventions that are
often implicit and known only to people within a
certain discourse community. Beginning writers

d without the same

without extensive experience an
history of working with and understanding the
important vocabulary and texts in a particular
discourse community may have difficulties under-

standing how to follow their instructors’ guidance

about using their own words and paraphrasing.
Given these complexities, it is clear that simply
teaching students O paraphrase and summarize
is only part of the solution to helping them learn
acceptable citation practices. Students need to be
made aware of the possibilities for censure and be
taught strategies for paraphrasing and citing sources;
however, these strategies may not be entirely suc-
cessful given the complexity of issues surrounding
textual borrowing (Currie, 1998; Starfield, 2007).
Learning to identify and avoid inappropriate textual
borrowing is clearly an important part of the writing
classroom and teachers should avoid framing it as 2

moral issue.

ing
draw on and re

The role of grammar and error
correction in writing

The last theoreti
and the effectiveness O
writing classroom. Beginning wr
to take it as a given tha
to point out and correct stu
so that students can
the same time,
both by the amount O
takes and its seeming ine
research evidence concerning
error correction is inconclusive (e.g.
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cal issue is the role of grammar
f error correction in the
iting teachers tend
t one of their main roles is
dent errors in writing
learn to avoid such errors. At
teachers often become frustrated
f time that error correction
ffectiveness. Indeed, the
the effectiveness of
see Ferris,

9003, for arguments in support of error correction;

and see Truscott, 1996, 1999, for arguments against
correcting grammar in the writing classroom).
Whether grammar instruction is effective in the

second language writing classroom, particularly

for advanced learners, is similarly a matter of some

controversy because it is difficult to draw a straight
line between instruction and future performance
(e.g., see Ferris, 2003; Frodesen & Holten, 2003).
Given the many other issues that writing teachers
need to deal with in their classes, asking whether
to spend time on error correction is probably less
appropriate than asking how to prioritize deal'mg
with grammar instruction and errors along with
other equally or more important considerations.
(See also Frodesen, this volume.) This issue is revis-

ited later in this chapter.

CLASSROOM APPLICATIONS

In this part of the chapter, I discuss the fundamentals

of designing a writing course. Specifically, I discuss
objectives and assessment, lesson planning, design-
ing writing tasks, and responding to student writing.
e to begin 18 with Leki, Cumming,

A good plac
and Silva’s (2008) statement that a writing cur-
n of learning activis

riculum “involves the organizatio
ties for students tO develop abilities to produce
(a) meaningful, accurate wri
posing effectively and (c) eng
appropriate to specific social ¢
(p. 72)- In other words,
erations in designing a writing
ten product, the writing process,
to a specific audience and purpose.
involves a balance among these concerns.
too much on accurate texts divorces writing from

communicative function and turns the writing cl
into a grammar class; on the other hand, focu
ing exclusively on the writing process

no attention to accuracy and precision can res

in written products that are inappropriate or
do not communicate clearly. Finally, focusiiig
ration

product without a considerati®
ch writing

curriculum: the wri

Focusing

process Or
the communicative situations in whi

actually used can lead to lack of motivation t)ec
students will not see the relevance of what 8 :
taught in class.

Kroll (2001) notes
writing teacher must accom

that the list of tasks

any plish is som®

tten texts (b) by coms
aging in the discourse
ontexts and purposes’
there are three main consids

and tailoring writing
Effective teaching

with litde @

predictable: designing/i i

ing individual gciassgg;;gﬁ?iﬁ&%: 1 R, AT

ties .for writing, and responding to thatgwf'ppo.1 -

nov1ce.tea.cher often finds it difficult to k -y
| put this l'1st into practice; the followin oo ho‘.N =

may pr;plwde 1some guidance. 8 suggestions

e syllabus provi r

students.and teacli)e?sv 121??1 aalls(())a(iwrlrl - ey bo‘th
, expectations and class policies II)):: i Flal"lfy
syllabus provides an opportunity t(i thinsligl}]llnng :
the' overall 'goals of the writing course t ii)ugh
m?gor learning activities that serve those Elnl e
t111§ reason, a critical step in creating a sg(l)la " Fo'r
ztrtlculatlllg learning outcomes or %ou ~y abu.s e
tives. As fai as possible, learning outc:om1 . lObJeC_
be written in the form of observable behaels' wiider
products' SO 'that it is easier to determine‘ lOlrS o
these objectives have been met by the enZlv 1efther
course. “For example, a vague learning Oufc the
such ai .Students will improve their writing i i
course” is less useful than the followin G
statements (taken from a low—intermediitoutf'o‘me
course in an academically oriented f Wlltl‘ng
English program at a U.S. university): B e

M Prod rgani
min.uce organized paragraphs (7 sentence
imu i i
R m) with topic sentences, supportin
s, and concluding sentences through .
p}rocess of drafting and revision o
se the
" language of narration, exempli-
on, process, comparison/contr
description i
Dem.
Word(s')nstqrate coherence using repetition of ke
» pronouns, synonyms, and signal wordsy

Note
N alntoillatthzhese outcomes specify both the
ications L process of writing, along with
e tylpe of language needed to com-
atis expectei (2)1; ls. Students have a clear idea of
- Whetherstt(liem, and teachers can readily
B, Writcen, on tl .ents have achieved these out-
f‘ Signing - lning putcomes are also useful
ating (j Wriig lubrics, or written criteria for
-For exampl;ng,atailpred to specific assign-
l‘ B Sta,tz rubric for paragraphs based
Y. d .ments could include points
effectiy. i ganization, such as the presence
| k- aEgﬁ sentence, details that support
p an appropriate conclusion; it

ain i
aiso 1r1C1
, ude iss
U
” 1es of language (such as the

. Oh

ve devi
1ces and the appropriate use

of the di i
inCluded:lscours.e motie). Finally, the rubric could
mnelude llcqnmderatlon of whether students ha
A teal; y incorporated feedback from peers Ze
C . . . . I‘
Appendi;efr In mmproving their writing. (See the
TR inperran Sicample of a writing rubric used
' ow- mediate compositi rse 1
intensive English program )p IR
A usef ¢
PR wpllt wcalty to .begm formulating objec-
e e down in as detailed a fashion as
il dat you hope students will know and
e ] Willo cpy the end of the course and how
: emonstrate their k
T ir knowledge
Elsew}t}trpugh Qbservable behaviors or prgdtiacrij
re (Weigle, 2007) I have suggested an

exercise that ma
. y help te . :
learning outcomes: p teachers to articulate

iionlerllgeinfeoi;eobest piece of writing that could
an imaginaryn:n(()llfnz(t);:J rtcs)tUdCHtS(i o g
" : : a student sayin
artftctu}l/:; lilrlfe about it. As you do so, youyivilgl
e w:yerds what you are hoping to see
o Vil(;nzlg, V\'Ihether it is precise use of
) Sup, i etails, or a strong thesis with
e o port. Each of.these descriptions can
o create learning outcomes. (p. 197)

For iti it i
thrce componens of objectives: (1) & desciption
. . ves: a descripti
expectezmtf;)rr;izpece( ;tsgelf, or what the studeliitoir;
s | .g., essays, descriptive para-
lgm (persiviricb}pﬁlness rnemornnda); (2) thepcondilt)iorrils
e ande writing W1il be done (e.g., at home
e an(,i 5 }vlmth or without feedback between
deeme,d BE o tb le level qf performance that will be
Coemed acc pfa e, that is, the criteria for evalua-
WL U ek such considerations as organization
i aiy, or §entence types (adapted froni
g S, " , as Clted in Ferris & Hedgcock, 2004)
g £ith f;flrrtllgc oleectives in this way goes hand in
e Cili ating tne major assignments for
g it elternilning how they will be evalu-
e thp e, in a 14-week term a teacher
B thg o Eeefor four major papers, depend-
el el o student proficiency. The first
P deailput the details of the syllabus, then
" ines for these major assignments at
Oputate 1ntervnls during the term.
Bl ;(;rfrlﬁi lwntten in this way have the added
et A rlpnzif.:; teachers discern what aspects
i y nee tq focus on in their teachin
ple, one learning outcome in an adult ES%
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| of vario i
. us types. As noted earlier, writing teacher
| need to think carefully about how th s
petatagiedl oL w they will use
rea 11£1gs 13 their courses; it is not enough simpl
t(;) Oalet iiu; ents to read a passage and then eri)tZ
a . Some questions teachers may want to ask
themselves about readings include: 5

warm-up, lesson core (instruc-

and participation), closure,
on. These components are
jmportant 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

Oown per Kperi
imer\pie‘so)nal experience, surveys, observations, or
¥s) or to summariz :
: : e, analyze, or criti
- ~ 1 l
1nf011\1/1van(.)n from preexisting sources’ "
riting ;
- tt}1lngbtasks n‘e.ed to be structured carefully
ol (19956 est writing from students. Reid and
) point out that classroom writing dif-

learning, preview/
tion, procedures,
and follow-up/ reflecti

ts will write short informa-
a teacher, landlord, or

setting might be “studen

tional notes of request tO
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, of maintaining a balance between teacher-centered s Wi .
and politeness strategies. Thinking through these and student-centered activities, providing enough 3 : s W}u students do with the reading in fers from all oth R
learning points will help teachers determine what time for students to practice and apply concepts, Elelf ‘“’1”1t111g? Will they be responding togthe vailurfary, the ter.w“tmg in the sense that it is not
activities to focus on in any given Jesson. and leaving time at the end to make sure that stu- reading, using materials from the reading t writing is’e\qu OPICS = U§ually assigned, and the
dents understand whatever homework is assigned. support an argument, or completing s g o faw . & d-c uated. Even if the assignment speci-
Turning now to 2a discussion of the types of other writing task? BN tha theirl rle?ce and a purpose, students know
Lesson Jannin activities that are appropriate for writing ciasses, we ¥ What Cha“el}ges might this reading pose t real pur OS: y amolcnce by e te?}Cher and the
p g divide th ‘nto th £ th N BE students? Will th &P O . I3 p is to demonstrate their writing .
_ . can divide them into the stages of the wriing pro- : e vocabulary, concepts, or ity. In this sense, a writing assi eir writing abil-
Once the major assignments for the course are cess: pre-writing, writing, feedback, and revising/ backgronnd knowledge be an issue? How,w'll ASECTRHENL, & d, writing assignment is a form of
determined, planning must be done on two levels: editing. I deal with these challenges? . writing ro’mn tefflCherS thus need to design their
in terms of the writing cycle for each major assign- m How - I exploit this reading to teacl - ltj)the NPtS with as much care as they would
mentand in terms of the individual lesson. In terms something about writing? For example Cﬂl useful};u ) }.aSSeSSment.. Reid and Kroll provide
of the writing cycle, there are three phases that Pre-writing Jctivities there Ol"ganilational patterns that I [C)an, Ca;lel In partic%ﬁssuolns for designing appropriate tasks.
need to be considered: pre-writing, writing, and students attention to? Depending on tt be accessibl , they note that the content should
revising/editing. The pre-writing phase includes Anyone who has ever stared for hours at a blank le\{e'l of the student and the stage withi 116 approach e to all students and allow for multiple
setting up the assignment providing input for sheet of paper or computer screen recognizes that writing process where students will encolll: the instrucnioles tlo responding to the prompt, the
students to work with in the form of texts, visuals, one of the greatest challenges in writing is getting Fhe text, the reading can be used to hl.]tel biguous 1 1 é]OL‘Id be written in clear and unam-
videos, or other content; introducing and practic- started. Writing teachers need to have a variety of light citation practices, language forr igh- criteria anguage and the task should include the
ing specific points of grammar or yocabulary that strategies to help students get over their initial anxi- structures, or organizational pat ter:ss afnci FO?; w‘hICh tlhe writing will be judged.
ir ideas, and start writing, example; see Hyland (2004c) for Speciﬁc, SuOgl- through a I?ifj)rcissssl%)r;l?iigft:{ Wherz students will go
‘ ng and revision, some

ety, begin planning out the
an be targeted toward linguis:

idea generation, building

restions f o S
g or additional activities. useful guidelines are as follo
WS:

for completing the assignment;
vities for brainstorming and idea Pre-writing activities ¢
generation. The writing phase must include time tic development, fluency,
for drafting in class (where appropriate), feedback up knowledge about a topic, or a combination of all
from peers and/or the teacher, ample time for of these. For example, activities such as freewriting

incubation and rewriting, and continued work (writing for a set period of time without stopping)s
g lists of ideas or thoughts associated wi

are important
and various acti

Make sure that the s

_ cope of the t : .

glthlﬂ the time aHOtteIc)l, e task is feasible

To help students dev . tructure the task to red Lot

ills, they should E‘:;’Eez ‘:’Ide range of writing plagiarism. uce the possibility of
o re A e = .

Epenc (o g vau- Provide appropriate scaffolding of the task

riting tasks

on troublesome areas as they come up- Finally, a generatin
polished draft must be submitted; teachers need to a topic, and making a mind map of related €O s, some graded and
consider how much time to devote to grading and cepts are appropriate at all levels of proficiency ai mpromptu and some lanan p some not, some ’ Specify the topic, genre, and purpos
evaluating, and what other means of dissemination experience. Additional pre-writing activities ma B (Ferris & Hedgfockn;()b in a variety of " Provide the scoring criteria at thé3 b e
include targeted lessons oOn specific aspects 8 97, S. McKay, 1994) Willizims (;L(’)O?) Lo, Specify intermediate deadlines foigl;];;gg'
’ notes that ments. n-

might be appropriate for sharing student work.
of these phases are writing, including strategies for using dictionats

Specific suggestions for each .
given shortly; first, however, 1 discuss some general or other reference materials in writing, and idé
principles of lesson planning. fying and analyzing rhetorical structures of tex
Most experienced teachers will confirm that such as the activity described in the opening €XE
a written lesson plan is essential for every class rience section of this chapter. Detailed SUSE
period. A written lesson plan can be as simple as tions for activities for pre-writing activities €48
Jite formal, with each step written found in Ferris and Hedgcock (2004) and Willia

(2005). Such activities serve to help students HE

a few notes or qu
out in detail. (See Purgason, this volume, for an
extended discussion of lesson planning.) However, way into the writing topic and to discover fort
as Ferris and Hedgcock (2004) noted, “whatever selves strategies that they find useful and cab €
form a lesson plan takes, it should be readable, to writing assignments in the future. :
to in class when needed, and In academic settings in particular, it1s

a starting PIAS

€ natu iti
ner:,re of w.ritmg tasks will depend in part or
- proficiency and provides a 1 .
A (.)I}S for students at differe We_a e
oo nt profiaency levels.
i or students with lower pro-
E insmﬂuctiplctnre description tasks; giving
E diCtOgIOSSQOHS', and‘ collaborative activities
B st’.m,Wthh students take notes
B te)z(l is read aloud and then try to
. especiqnt. i?or students with higher pro-
- typic;lc] yfln academic contexts, several
B SUmmarieso authentic academic writing
udics, o, » prOposals, reading responses
annotated bibliographies. F01i

One i j
e ;lf; nl;lellleg ti};a}tl Otviacheri% nleed to confront in
1) much class time to dev

to actual writing. How much writing i o s
classroom (as opposed to betw o bt in -
home) depends in great measme"(f r(1)1iltaiss i e
he n gre; he context; for
avsirlr;lpiz, ;he avallai)ihty of computers and the time
— affectciil ‘out-of—class work are obvious factors
ik I:e Qne1 argument in favor of devoting
pubsindal W:lil c(ass to writing is that it reinforces
the fact that riting takes a lot of practice and that
DA e a good writer without writing a lot;

advantage of devoting time to writing iri

convenient to refer
usable as a future record of what took place” mon to incorporate readings as e of 11
(p- 99). Ferris and Hedgcock divide the typical writing.Asub.stanual amount of prci-V\fl‘lmfguen athese activities, students b class is that the teacher can be avai
thus be dedicated to encounterng wrl Ather or penerate info C.an e asked to one help while othe e available for one-on-
rmation (from their rs are working. On the ot
: e other

hand e
, there are often so many other things to do

writing lesson into five phases: activation of prior
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during the class period ‘iself 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.

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
by whom, and what sort of feedback is
Since providing feedback to students is
most important yet difficult
and time-consuming activities that writing teachers
engage in, itis important for teachers to know what
experience and research have shown 0 be the most
useful ways to provide feedback to students.

Most resources for writing teachers (e.g.
Ferris & Hedgcock, 2004; Williams, 2005H) recom-
mend commenting primarily on content before
commenting on language issues, despite it being 2
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 €rrors impede
the extent that it 1s impossible

clearly these errors need

given, when,
most useful.
potentially one of the

communication to
to discern the meaning,
to be addressed right away.
Based on this notion of content first, a com-

g courses is to require three
two cycles of feedback and
primarily on global

of content and organization, and the second
ts from the first

mon practice in writin
drafts of a paper with
revision: the first focusing

issues
(assuming adequate improvemen
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round) on language iss
feedback cycles frequen
instead of or in ad
Peer feedback has the obvi
the teacher’s gradin
benefits as well. Some ©
response include (2

ues. One or both of these
tly involve peer feedback
dition to instructor feedback.
ous benefit of reducing
g workload, but it has other
£ the benefits of using peer
dapted from Williams, 2005):

have an authentic audience to write

Students
r and can try dif-

for other than their teache
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 is
have time to comme
address.

sues that teachers do not
nt on or choose not to

chers should be aware of

On the other hand, tea
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 guideling
for implementing Peer review successfully in the
second language writing classroom can be found i
Ferris (2003) and Liu and Hansen (2002).
Turning to the specifics of providing feedbac
another issue is whether to provide oral comment
written comments, Or both. Written feedback, in
form of endnotes or marginal comments, can reél

force the strengths of a paper or indicate areas whe
improvement is needed. However, written commes
d are often opent

can be very time-consuming an
misunderstandings and different interpretation®
alternative is individual conferencing with stude
during office hours so that teacher and students
discuss the strengths and weaknesses of the pak
However, this may not be possible in som
f there are no office hours, O if students aré uné
able outside class. Fortunately,
have opened up new possibilities fo
the form of podcasts OF other digitally
means. The advantages of recording comu¥

i(c;vzl)‘:g.lgirst,l it is often faster and easier for teachers
ress their commen i iti
Secm'ld, gttending to comliegilll));ot\l;i(ailgslgdg tiong
Practlce in listening comprehension. Stud oy
listen to recorded comments and re.liste o st
as Fhey need to, unlike in face-to-face colrllfalS e
Third, and perhaps most important, the o?rlenc?s.
channel preserves cues to meaning ’and i 13'3}1131
such as v'ocal inflection and pitch, which ean help
students ll'lterpret the comments i;x a os't?an help
These O.pFIOl]S are summarized in Tablg 21 o g
: Williams (2005) provides a com .reh i
l1st' of goSod practices for giving feedbackpto stil(]iselz;et
writers. Some of these su i i i
explicit to §tudents the g§§§52?1’:15;?;’$‘5’: lrflafkmg
pack: explaining feedback procedures modecl)' ‘eed_
process tg students, and demonstratiiug to stmcgl)’ e
how to incorporate feedback into their u"' =
In terms of the actual feedback process Vylli'[mg'
reca‘mmends reading the whole text throu’ h ;) 1? n‘ls
fnaklmg‘ comments, being as clear as possib%e ( void.
¥ng indirectness because students often misint aVOl*d-
it), and offering concrete suggestions that te(gplet
Fan ac't‘ on. Consistency is important, as isstl)1 1ents
}Egdg"ml?ue with praise. An importar’lt part jfa;i
oi u:icn [;rozess 1s‘ malﬂqng students accountable
. g feedback; worksheets or checklists tt
students need to fill out when turning in later ey
sz a L(lls.eful tool for accountability et

| : iscussed earlier, one im. i

N teaching writing is how to deal xf/)i(z{ltaerll“;olrsss?g

H{pe of Feedback

Fitten comments

divi
Vidual conferences

A feedback.
ded ora| feedback

! ble 2- Adval tages an Dlsad n es Oi D ﬂEI ent I y O l Iee b (o] I t“lg
g a d vanta
g
peS eachne d aCk
W

'

En~dnotes and margin comments can
recllljforce strengths of a paper or
in i

icate where improvement is needed

The.se provide an opportunity to
cI.arlfy and negotiate meaning through
dlscussign; they may be less time- .
consuming than providing clear written

:‘;lzzbbe If'fzster tfhan providing written
: ack; provides opportunities for
istening comprehension; students can
listen to comments multiple times;
nonverbal information (inflections’and
tone of voice) can promote a positive
interpretation of comments.

:(t)ui::llt ‘:;iltt}llng, given that it is virtually impossible
o err\(;f;rytllssge. Many scholars suggest
T s that %nterf(.ere with comprehen-
e a;e. stlgmaFlzed, errors that are
2 frequentls oA instruction, and errors that
ey Whety}.l nother important distinction
o TIAES TR er students can self-correct the
directly. In the fotrom]gf c:;lelggt 'th((; ek
- . , an indirect appro
Shetelzlaclznz?v?sed. Many teachers useplzod?rclg
e esnlr;g symbols and abbreviations to
themselve};p i ? errors that students can correct
e “tense,(, o;{example, W Ffor “word form” or
vl appeaii.n owﬂever, wh}lf: this may be an intu-
el s g p%actlce, it has not been shown
bl o iy et (Truscott, 1996); furthermore,
COnSiStemlg ayrsldems can be difficult to implement
con Studezts Wit;:lathq\{erwhelm both teachers
i T, eir complexity (Ferris &
If self-correction is not an opti
- ~ option, and partic-
o }rllyé gvrlge?e)s(e:::} al studept§ are having difﬁfulttilgs
P i (I)snductl uctures, it is geperally more effec-
(e a grammar ml.ni-lesson in class,
o i deduy of text analy.s1s/ discovery activi-
i questioz:}tw:ﬂechlzrnagon of the grammar
ggtoi;i)tiesl (Ferris & Hegéif)tcl;e 2218(6)14'a p\%lliia;;?n
. i : ’ S,
oy itovi\;e‘;?; teatchers may choose to deal with
et portant that they be consistent
ir systems clearly, and be explicit abou;

::/c\)/rltlng is time-consuming; written
mm isi
ents are open to misinterpretation.

Tegchers and/or students may not b
av.a|.|able outside class; students ma en b
willing to attend office hours; studeyntsOt )
not be willing to admit when they do .
understand the teacher’s comme{\ts o

Technology may not be available; some

teachers or stud
£ ents may be uncomf
with recording equipment ot
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how they want students to respond to feedback on
errors; see Ferris (2011) for a thorough discussion

of responding to erroxs.

FUTURE TRENDS

Numerous changes in writing instru
brought about by the rapid expansion of technology
over the past 20 years. Writing increasingly involves
keyboarding, 2 skill that can be taken for granted in
some contexts but may need to be taught in others.
Social media networks such as Face

book and online
discussion boards, blogs, and wikis can be exploited
in the writing classroom,

providing opportuni-
ties for genuine interaction with an audience that
oes 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 re

gard 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
more access Lo 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.
Flectronic 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, Gortes (2007) and Lee and Swales
(2006) describe courses for international graduate
students that use corpora as tea
ing awareness about the genres
will need to master in their professio
also McCarthy & O’Keefte,
(2007) oudines procedures fo
corpus searches to improve
of and control over specific lingu
fulfill particular rhetorical function

ction have been

provide
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ching tools for rais-
that these students
nal lives. (See
this volume.) Charles
r using controlled
students’ awareness
istic choices to
s. For example,

online concordances such as the Virtual Language
Centre (n.d.) can be used to investigate the differ-
ence between words like interested and inleresling
by providing many examples of how these words

hentic texts. Again, this is an area

are used in aut
where teacher education 1s needed so that writing
bilities and limita-

teachers are awarc of the possi
tions of using corpus tools for teaching.

Finally, improvements in natural language
processing have led to the introduction of auto-
mated systems for scoring and providing feedback
on writing, a trend with potemial 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 (€., Shermis, Burstein,

Higgins, & Zechner, 2010) point out the increased

speed and reliability of using compulters to score
Ideally, comput-

writing compared to human raters.
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 suc
rhetorical organization.

allow students to submit s
automatic feedback without
involved in giving their writing
evaluation, and such feedbac
allowing the student
tice. Indeed, a recent ar
one institution this 18 indeed the cas

-afts to their teachers “correc

turning in multiple di
tive, even punitive” and much prefer to revise usl

erater (Jaschik, 201 1)

On the other hand,
are strongly opposed to the use of automat
essay feedback programs because they contradi
the very nature of writing, which is a form of col
munication (e.g., s€€ Cheville, 2004; Herringto
Moran, 2001). Computers obviously cannot 1’
they can only count things. Thus students Wit
{o a computer are not writing with an audience
mind. Consequently, aspects of writing thats
be judged only by getting 2 sense of @ text I

entirety, such as the persuasiveness of an argus
or a sense of authorial yoice, cannot be judge®
computer. Another objection o automated ‘
systems 18 that they reinforce the notion that®
can be defined objectively instead of conteX
For example, nonstandard 1ing

k can be immediate

ticle reports that in at lea

many writing teache

uistic forms

h as content development and
Self-access programs can
amples of their writing for
the potential loss of face
to another person for

more opportunities (o pra&

e: students find

- dOUb.le negatives, while often inappropriate i
academic writing, are perfectly acce I pbl i 1ate in
less formal genres. ptable in some
Asimilar ’
- writi:ékil; i{szeill(l)ggfs? rEm th regfard to computers
. asing use of automated 3
ware for detecting plagiari o ated soft
such s Tumiting FTLinitiSlT ggltgitu&zﬁferrowng’
pents of. such software programs no.te their propo-
in reducing the incidence of wholesale borr e
i t?Xt materials in student writing son(l)wmlg o
ars caution against the uncritical use ’of s S ;C 1?1_
grams by educators. Howard (2007), for uch pro-
argues that the use of antiplagiarism s;) ftwa(?xi?lfnple’
compllca'ted issues of textual borrowin re llzllm.es
terms of individual student ethics rather t% aSo e }’. in
ing teachers and students in pedagogies tln enlgag_
§tuder}ts learn to use textual material a rolat; 1§1P
in their own writing, as all successful wriPzgrs gllately
Whatever the objections, it is not lik ly
.tCChl'lOlOgICEll advances such as automat Zy that
ing and plagiarism detection will go awaa e scor-
to teachers, then, to educate themselvesyé it is up
most appropriate uses of such technol s to the
guard against misuses. clogy and m

CONCLUSION

‘ gtil:ethvveosxliic}lti}el;nnes more interconnected, writ-
o rfna‘y Lll(l.tlmatel}./ ]?e the most criti-
. Oi S nllled writing teachers will
e ié ! Cs C elal fl"OI.n. th.is brief overview
e e romP ex ?Lblllty involving consid-
e nee(;mge of issues and subskills, and
B o to develop.expertise in many
g Wit 1 erlecome effective at teaching writ-
. pSk_ll?ps the most challenging and
. g skill to teach because of its com-
itis also one of the most rewarding.

IMMARY
Writing |
N li;ma‘ecoglplex activity that involves
Writing teaciefl ility and composing ability.
Copnitive (., vig need to consider both the
e . ual) aspects of writing and the
R ntextual) aspects of writing.
Bother [, urs neeq to understand the role
d grammagr age skills, particularly reading
» iIn the writing process. .

> -
Writing teachers need to focus on the pro
Ce o N )
bosts1 O,f writing as well as on the product
h in instruction and i :
. in res ing
g student writing. L
New |
e Ot;chl.lc.)logles are already impacting the
writing in society a
le nd the teaching
writing; teachers m bt
b ust be able to under
nderstand
an
d eyaluate these tools to make the n
effective use of them. o

DISCUSSION QUESTIONS

1. Why is it i
fm[zl 1ts)oltth1mportant to understand writing
a cognitive and i
et a a sociocultural
2. What is the relati i
hat is the relationship between second lan
5 ig)uage proficiency and writing ability?
» Do you use elements of a process approach
in " OV riting
o 1111(431(1)1 own writing? How can thinking about
wn process be hel i i
you pful in teaching wri
) ing to your students? e
. What ar
- wzrue some of the ways in which reading
i mnghare connected, and what does a
ing teacher need to k :
3 tea - now about readi
; teach writing effectively? cading to
. What ar ;
i peealle some of the benefits and drawbacks
rreview in a se a iti
o pe cond language writing
6. Why is it pr i
eVey is Nlt plob%ematlc to correct or point out
ry grammatical error in a piece of writing?

SUGGESTED ACTIVITIES

1. Look at Table 1 on p. 227
a. Desig ;
' esigll allesson plan for a writing class that
Ssp IZS _tie steps of the writing process pre-
th:te Cin th,e table. Be sure to designate
students proficiency level, assignment
deadlines, and so on !
b. Pr g i '
iVepale a scoring rubric that you would
8 elto students to make your grading crite
g i | "
a1Sa.c‘ezu to students at the beginning of the
h31gnment. Refer to the sample rubric in
o tke Appendix for ideas.
g or 1
foulr w1t.h an ESL/EFL student for two to
sessions on writing. Ask
' . ‘g. sk the student
Worl;(rmg samples of his or her writing to
on together. Decid
T : Agad e on a strate
suggesting improvements on both tEZ
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APPENDIX:
: SAMPLE SCORING RUBRIC FOR OUT-OF-CLASS

FURTHER READING
PARAGRAPHS, LOW-INTERMEDIATE LEVEL

nt and organization)
level (grammar and . ]
Ferris, D. R., & Hedgcock,]. S. (2004). Teaching ESL
. and practice (2nd ed.).

vocabulary).
7) cademic context, composition: Purpose, jprocess .
Mahwah, NJ: Lawrence Erlbaum Associates. : .
Scoring rubric (100 points total)

If you are working in an @
interview several teachers from different con-
tent areas about writing in their field and This is 2 comprehensive book that provides practi-
cal guidance for teaching composition. It is partic- '
North American Rough
Draft m
Grade

teaching ESL students. Some questions you
might ask include: ularly appropriate for teaching in
contexts at the university level. B b ntant, organtaation, and efart
’ arity
(50 points)

a. What types of writing assign
give your studen'ts? . Hirvela, A. (2004). Connecting read
b. Are there specific features of writing 10 second language writing insiruc

your field that students need to know MI: University of Michigan Press.

about that the might not learn in a t ical .

English writ'm}g’ clagss? yp This YolurnC. provi d'e All the sentences relate to the main idea and are in logical order.

. To what extent do you grade writing on con- pr;.acttlcal advice for InCOTPo ==Y _/10
tent, organization, and language? What 1s writing classroom.-
most important? Why? Least important? Why?

. If you have had non-native speakers of
English in your class, are there specific
strengths or weaknesses that such students This volume is pa
tend to display? ested in research an

If you are currently teaching 2 writing class, writing, particularly o B

erff;n;otrie Oll)leestofpossmle essay that 'could wWilliams, J. (2005). Teaching

your students. Write an ,

endnote to the student describing the areas in aign language classrooms. B

which the student has succeeded, such as the This volume addresses writing issues for both

content, the paragraph development, OF the second and foreign language classes. It is fairly
short and accessible to teachers in training and

e of vocabulary. Using your endnote, draft
r your course. practicing teachers.
ormat
Indents the first lin
e of the paragraph and
uses correct format for other i
er lines - /5

rhetorical level {(conte
and on the sentence

« Paragraph includes specific content points
_/10 /10

ments do you
ing and writing in

tion. Ann Arbor
; « Paragraph includes a topi
pic sentence (a sentence tha
t tells the main idea)
’ _ /10 /10

s a theoretical rationale and
. |deas are explained clearly.
_ /10 /10

rating reading into the
« Paragraph gi i .
aragraph gives enough information and includes specific example
s:
__/10 /10

Leki, L., Cumming, A, & Silva, T. (2008). A synthesis
of research on second language writing. London, Grammar, mechanics, and format
Sentence structure (50 points)

UK: Routledge.
: . + Complet .
rticularly useful for anyone mter- ProbIF;:me SemennC: svésr%b’e“ and verb)
d its implications for teaching . e of o subject /10 /o
§ e of capital lett : ]
e ESL context. B r‘En & ers a:g n?:EOdSI‘(.) to divide sentences
ce s = splice /10
writing in second. and fors B o for the levelassignm /0
oston, MA: McGraw Hill. » Correct word order ORI
'+ Correct word forms: no
' 1 . uns, v i .
" object, possessive) erbs, adjectives, adverbs, plurals, pronouns (subje /5 5
~» Correct use of verbs Bt /5 _.f5

Problem: __ ve
. verb tense inco
| rrect use of be = ;
__verb . e = am,
form subject-verb agreement is, are
—/l0 /10

us
learning outcomes fo
p;liing and mechanics
roblem: i
__ spelling ___ punctuation ____ capital letters
_ /5 /5

nal grade
(100 points) _ /100 __/100 /100

ote: Points obtain
3 ed on the rough
B 2 gh and final draft i
yright Georgia State University Intensi ts are averaged to arrive at the final grade. If i
. nsive English Program. Adapted with permissi grade. If the final draft is not turned in on time, 10
s fssion: €, points are subtracted
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