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Who is this
book for?

What is this
book about?

Introduction

How to Teach Writing has been written for teachers of English who are
interested in writing as a process and in the variety of types of writing, and
who would like to use their understanding of these ideas in the activities
they offer their students.

For as long as languages have been taught, teachers have asked students to
write things in their notebooks and exercise books. Yet sometimes, over the
years, it has seemed that writing has been seen as only a support system for
learning grammar and vocabulary, rather than as a skill in its own right.
Recently, however, trainers and methodologists have looked again at writing
in the foreign-language classroom and put forward ways of teaching this
skill which acknowledge and emphasise its importance. Anyone who doubts
this only needs fo look at the list of significant books on the subject on page
149,

How to Teach Writing starts by looking at the process that a competent
speaker of English goes through after they decide to write a piece of text,
and at how our understanding of this has implications for the way we should
approach the teaching of writing. The second chapter is a discussion of
various types of writing, or genres, and of the role of genre study in teaching
writing. Chapter 3 suggests that a mix of process and genre work can be
offered in writing activities, and shows how this can be done. Chapter 4
looks at some of the nuts and bolts of writing (including handwriting,
spelling, and punctuation) before going on to show examples of activities
designed to help students write coherently in sentences and paragraphs.

One of the obstacles that writing teachers have to overcome, at times, is
a reluctance on the part of their students to engage in writing activities with
any enthusiasm. Chapter 5 addresses this problem by describing activities
designed specifically to build the writing habit — activities which should
enthuse student writers, build their confidence, and make them feel
comfortable with writing.

In Chapter 6, we draw together much of what has been said about
process and genre with a look at more ‘worked-on’ writing — writing which
students have time to think about, plan, and edit. In Chapter 7, the way
teachers react to students’ writing is considered. Should we correct with red
ink, or respond with comments and suggestions? It is clear that the way we
deal with students’ writing can have a profound effect on how they feel
about writing.

Chapter 8 looks at journal writing as a tool for reflection and as a way of
promoting written fluency; it is also a way that teachers and students can
enter into a new kind of dialogue. a

Suggested classroom activities are signalled by this icon =

Finally, a Task File allows the reader to review and develop some of the
ideas dealt with here. An answer key is provided. This is followed by two
appendices: the first gives a brief summary of punctuation rules, and the
second offers chapter notes and further reading suggestions.
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Writing as a process

This writing business, pencils and what not, overrated if you ask me.
Eeyore in “Winnie the Pooh' by A A Milne

From the beginning
Why learn to write?
How people write

Writing and speaking

Implications for learning and teaching

From the If mankind, in the form of Heme ru‘.w}'m can be traced back to 100,000
beginning  years ago, then the human activity of writing is a fairly recent develnr.nm::nr.
in the evolution of men and women. Some of the earliest writing found so
far dates from about 5,500 years ago. It was found in 1999 at a place called
Harappa in the regmn where the great Har: appan or Indus civilisation once
flourished. There is incomplete agreement about the meaning of the
symbols that were discovered. However, when the discovery was made, the
archaeologist Richard Meadow stated that the inscriptions had similarities
to what became the Indus script — the first recognised written language:

Symbols on Harappan pottery

Since then, many different writing systems have evolved around the world.
For example, the following multilingual offers (for translation into the
reader’s language) give a flavour of some of them:
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English writing has changed considerably over the centuries. Early
fourteenth-century writing, for example, had significantly different spellings
from present-day English and some letters were formed differently too:

An extract from Sir Gawain and the Green Knight, written in the fourteenth century



Why learn to
write?

1 = Writing as a process

A modern wversion of written (or
‘texted’) communication, however,
received via a mobile phone, can look
like this message. Clearly “writing' has
come a long way - or, has it?!

However long ago writing really
started, it has remained for most of its
history a minority occupation. This is in
part because although almest all human
beings grow up speaking their first
language (and sometimes their second
or third) as a matter of course, writing
has to be taught. Spoken language, for a
child, is acquired naturally as a result of being exposed to it, whereas the
ability to write has to be consciously learned.

It is only in the last two hundred years or so that literacy — that is being
able to read and write — has been seen as a desirable skill for whole
populations. Before that it was most likely to be used by rulers of church and
state only. Too much knowledge was not thought to be a good thing for the
majority of the working population. But as societies grew larger and more
industrialised, the need for citizens to be able to write and read became vital
in order for bureaucratic organisation to be successful. And then it became
clear that education (including numeracy — as well as literacy) was desirable
for the whole population, not just for the efficient running of society, but
also for the fulfilment and advancement of individuals, Thus we no longer
have to ask ourselves whether writing is a good thing or not. We take it as
a fundamental right. As Chris Tribble says in his book on writing, ‘to be
deprived of the opportunity to learn to write is ... to be excluded from a
wide range of social roles, including those which the majority of people in
industrialised societies associate with power and prestige’.

But all over the world people are deprived of precisely that right.
According to the Canadian organisation WLC (World Literacy Canada),
there are at least 875 million illiterate adults in the world, of whom two
thirds are women and there are at least a hundred million children
worldwide (60 million of them girls) who still have no access to primary
education.

Yet education transforms lives and societies and the ability to read, and
write, and being numerate gives adults and children a huge advantage over
those who are not so fortunate.

In the context of education, it is also worth remembering that most
exams, whether they are testing foreign language abilities or other skills,
often rely on the students’ writing proficiency in order to measure their
knowledge.

Eeyore the donkey, whose quote started this chapter, is wrong to say that
writing is a waste of time, therefore, even if he does sound like every sulky
student who has ever complained! Being able to write is a vital skill for
‘speakers’ of a foreign language as much as for everyone using their own first

3
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How people

language. Training students to write thus demands the care and attention of
language teachers.

Because writing is used for a wide variety of purposes it is produced in many
different forms. The shopping list below, for example, written over a couple
of days as shortages in the kitchen were noticed, is a type of writing that
many people (who might not think of

ey YT YA YA VA TATATATATATATATATATATATATAYATATATATATATS
themselves as ‘writers’) do, as a mareer  {{LCLLTCCCERECECEREENNCEE
of course. A number of features of

this list are of interest to us when we

consider how people write. In the Tk ‘ j
first place, the writer clearly has an
audience in mind for their writing TOD'H!\PO.&E)
(themselves). In the second place, the Clawckosi~
writer has clearly changed their mind :
on more than one occasion, both .
deleting and adding items on the list. Cilantvo
However, this editing of the list has EQGJ 'Pe_q g
only gone so far: in their haste they

have misspelt a word (a brand name) ?—*/ ackovs

and have not corrected it, seeing no ce Cheam L -
reason to check through their writing N blﬁcm.{‘;
(for accuracy). Lastly, it is worth Q-Cﬂ-ﬁL

noting the use of a foreign word
(¢cilantro), obviously known to the
writer. This word would probably not have been used if the list had been
written for a general English-speaking audience.

Although this shopping list may not seem to provide an example of
sophisticated writing, it nevertheless tells us something about the writing
process — that is the stages a writer goes through in order to produce
something in its final written form. This process may, of course, be affected
by the content (subject matter) of the writing, the type of writing (shopping
lists, letters, essays, reports, or novels), and the medium it is written in (pen
and paper, computer word files, live chat, etc.). But in all of these cases it is
suggested that the process has four main elements:

Planning

Experienced writers plan what they are going to write. Before starting to
write or type, they try and decide what it is they are going to say. For some
writers this may involve making detailed notes. For others a few jotted
words may be enough. Still others may not actually write down any
preliminary notes at all since they may do all their planning in their heads.
But they will have planned, nevertheless, just as the shopping list writer has
thought — at some level of consciousness — about what food is needed before
writing it on the piece of paper.

When planning, writers have to think about three main issues. In the first
place they have to consider the purpose of their writing since this will



1 = Writing as a process

influence (amongst other things) not only the type of text they wish to
produce, but also the language they use, and the information they choose to
include. Secondly, experienced writers think of the audience they are
writing for, since this will influence not only the shape of the writing (how
it is laid out, how the paragraphs are structured, etc.), but also the choice of
language — whether, for example, it is formal or informal in tone. Thirdly,
writers have to consider the content structure of the piece — that is, how
best to sequence the facts, ideas, or arguments which they have decided to
include.

Drafting

We can refer to the first version of a piece of writing as a draft. This first
'go’ at a text is often done on the assumption that it will be amended later.
As the writing process proceeds into editing, a number of drafts may be
produced on the way to the final version.

Editing (reflecting and revising)
Once writers have produced a draft they then, usually, read through what
they have written to see where it works and where it doesn't. Perhaps the
order of the information is not clear. Perhaps the way something is written
is ambiguous or confusing. They may then move paragraphs around or write
a new introduction. They may use a different form of words for a particular
sentence. More skilled writers tend to look at issues of general meaning and
overall structure before concentrating on detailed features such as individual
words and grammatical accuracy. The latter two are, of course, important
and are often dealt with later in the process.

Reflecting and revising are often helped by other readers (or editors) who
comment and make suggestions. Another reader’s reaction to a piece of
writing will help the author to make appropriate revisions.

Final version

Once writers have edited their draft, making the changes they consider to
be necessary, they produce their final version. This may look considerably
different from both the original plan and the first draft, because things have
changed in the editing process. Bur the writer is now ready to send the
written text to its intended audience.

We might decide to represent these stages in the following way:
planning w drafting m editing » final draft

However, there are two reasons why this diagram is not entirely satisfactory.
In the first place, it tells us little about how much weight is given to each
stage, but, more importantly, by suggesting that the process of writing is
linear it misrepresents the way in which the majority of writers produce
written text. The process of writing is not linear, as indicated above, but
rather recursive. This means that writers plan, draft, and edit but then often
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Writing and
speaking

re-plan, re-draft, and re-edit. Even when they get to what they think is their
final draft they may find themselves changing their mind and re-planning,
drafting, or editing. They may even start — as some novelists do — without
too much of a plan, and so their point of entry into the process is that first
draft, a kind of ‘stream of consciousness’, that only later through a series of
re-plannings, editings, and draftings gradually coalesces into a final version
of the text.

We need to represent these aspects of the writing process in a different
way, therefore; the process wheel below clearly shows the many directions
that writers can take, either travelling backwards and forwards around the
rim or going up and down the wheel's spokes. Only when the final version
really is the final version has the process reached its culmination.

FINAL VERS DITING

-

FINAL VERSION Tox sl

The writing process we have described operates whether people are writing
e-mails, texting their friends, writing shopping lists, providing compositions
for their English teachers, or putting together a doctoral thesis. How much
attention we give to the different stages of the process (and to recursion in
the process) will largely depend, as we have seen, on what kind of writing
we are doing, what medium we are using, what the content and length of
our piece is, and who we are doing it for. Sometimes the first three stages of
the process will take almost no time at all and we will plan, (re-)draft, and
(re-)edit very quickly in our heads as we write. Nevertheless, however
casually we approach the process, we will still try and plan what to write,
check what we have written, and revise it before sending it off. It is just that
at certain times we do this more carefully than at others.

When considering how people write, we need to consider the similarities
and differences between writing and speaking, both in terms of their forms
and in the processes that writers and speakers go through to produce
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language. Despite the fact that the differences between the two forms are
often very marked, there are also occasions when speaking and writing look
very much the same — and are done in much the same way.

Time and space

Whereas spoken communication operates in the here-and-now world of
immediate interaction, writing transcends time and space. Speaking is often
transient, whereas writing tends to be more permanent. Spoken words fly
away on the wind; written words stay around, sometimes, as we have seen,
for hundreds or thousands of years.

Yet this essential difference between speaking and writing is not absolute.
Text-messaging, for example, shares some of the same qualities of
immediacy and transience (especially since messages are often erased the
moment they have been read). Although people use the written word on the
Internet, live sessions are not called chats by accident since when computer
users are ‘talking’ to each other in real time, what they type looks more like
speech than written discourse.

Some speech feels a lot like writing, too. Lectures, for example, are
obviously spoken events, yet they are often read out from written notes or a
complete text, and whether they are reconstituted from the lecturer’s script
or from the notes made by members of the audience, they have a
permanence which more spontaneous spoken events lack.

Participants

A lot of spoken communication takes place between people who can see
each other. Sometimes (as in the case of family members, friends, and close
colleagues) we know each other well. On other occasions, where we are
talking with relative strangers, we make assumptions about who we are
talking to. In both cases we choose our words (with more or less care) on
the basis of who these co-participants are. But even when we cannot see
them (such as when we talk on the telephone), we still use our knowledge
(in the case of people we know) or make assumptions (in the case of
strangers) about who we are addressing, and this helps us to decide what to
say and how to say it.

We have seen the importance of audience in the writing process,
suggesting that one of an experienced writer's skills is the ability to know
who they are writing for. However, this audience may often be general
rather than specific, and may be represented as a type (a bank manager, a
university admissions tutor, a possible business partner) rather than as an
individual addressee who we can see and interact with. In the case of
speaking, however, our addressee is often known to us in a much more
specific way, as we have seen.

We can go further. When we are engaged in spoken communication we
often decide what to say, as the conversation continues, on the basis of what
our co-participants are saying. They may ask us for clarification or we may
ask them. We may modify what we say on the basis of their verbal or non-
verbal reactions. Instead of being able to get our points across unhindered,
we may be constantly interrupted, and so have to proceed in a less structured

7
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way than we had anticipated. Furthermore, a unique feature of face-to-face
communication is that addresser and addressee frequently swap roles as the
conversation continues.

As with the issue of time and space, however, there are no clear-cut
boundaries between speaking and writing. Sometimes a speaker is talking to
a large number of people (at a meeting or in a lecture theatre) who are only
co-participants in the broadest sense. Though their collective expression
may help the speaker modify what he or she is saying, there is far less of the
interaction we have been describing in smaller face-to-face encounters. As
a writer, a poet or journalist, for example, may address him or herself to
everyone and anyone, but a text message (such as the one on page 3) is much
more like speaking in that the "text messager’ knew exactly who she was
‘writing' to. In Internet chat rooms or live forums, addressers and addressees
swap roles more like speakers than writers do.

Process

One of the most obvious differences between writing and speaking has to
do with the processes that writers and speakers go through. In face-to-face
communication there is little, if any, time lag between production and
reception. Thought becomes word with great speed, and is absorbed as it
appears. Once something is said it cannot be unsaid (though speakers can of
course go back and say things differently in an attempt to modify the
listener’s understanding of what they are saying).

Because speech of this kind is so instant, speakers make quick decisions
about what to say and modify it as they speak, using lots of repetition,
rephrasing, and ‘time-buying’ expressions (such as well, you now). These
expressions allow them to collect their ideas and put them into a suitable
form of words. Writing, however, is, as we have seen, significantly different.
The final product is not nearly so instant, and as a result the writer has a
chance to plan and modify what will finally appear as the finished product.
We have called this the writing process, with its recursiveness and multiple
drafting.

Yet not all writing is as involved as this. There are no ‘crossings-out’ or
visible changes in many postcards, though some planning may have gone
into them. This is partly because postcard language and form is so
predictable that constructing a text within it is relatively easy. Much Internet
writing and text messaging could hardly be said to demonstrate a detailed
process of the kind we have described. Speaking is not always a process-free
act either. Careful speakers involve themselves in planning and drafting in
their heads before they start to speak or before a pre-arranged conversational
encounter (such as an interview, a meeting, or a difficult phone call) takes
place. We may even rehearse what we are going to say. We often ‘rewrite’
conversations in our head after they have taken place, too. We tell ourselves
that we wish we had thought of something wittier, cleverer, or more
devastating than the words we actually used. The process of writing is
usually more complex than the process of speaking, but not always.
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Organisation and language

The way spontancous speech and written text are constructed shows
significant differences both in terms of organisation and the language used.
A lot of writing follows a defined discourse organisation; typical English
paragraph construction, for example, has a topic sentence followed by
exemplification, then perhaps exceptions or further exemplification, and
then a resolution or conclusion. Some conversations, it is true, follow pre-
set patterns too. Phatic events, for example, are those where people have
completely predictable exchanges such as:

A: How are you?
B: Fine. And you?
A: Fine,

The object here is not to convey real meaning but to maintain social
harmony. However, many spoken exchanges are not nearly so easily
predictable.

Two of the most noticeable dissimilaritics between speaking and writing
are the level of correctness and the issue of well-formedness. Speakers can
and do mispronounce and use deviant grammar without anyone objecting
or judging the speaker's level of intelligence and education, but spelling
mistakes and grammar ‘awkwardnesses', for example, are far more harshly
judged. As for well-formedness, most writing consists of fully developed
sentences, but speech is often made up of smaller chunks of language -
words and phrases rather than complete sentences. A typical example of this
is the use of condensed questions. In speech we often say single words like
Biscuit? on their own to perform the whole question-asking function (Would
you like a biscuit?). Unless we are writing an approximation of speech, this
would of course be largely unacceptable in writing.

Another significant difference between speaking and writing concerns
lexical density — that is the proportion of content words to grammatical
(or function) words used. We are using a content word here to mean nouns,
main verbs, adjectives, and most adverbs, which are all content-carrying
words such as flowers, run, orange, bhappily. When we compare these to
grammatical words, such as if; was, and, and wizh (which, of course, link the
content words to make sentences), we find that written text frequently has
many more content words than grammatical words. In speech, however, the
proportion of content words is significantly smaller.

It is not just the higher proportion of content words that is a feature of
writing; it is also the actual words used. The words guy and coo/ are very
Frequent in contemporary English specch. but not in wﬁﬁng, whereas
evidence and customary are much more likely to occur in writing than in
speaking. The verbs /fet and allow (which have similar meanings) are
interesting in this respect; whereas /ef is much more common in speech than
in writing, the reverse is the case for allow.

Certain lexical types are significantly less common in writing than in
speech. Phrasal verbs (take off, put up with, look after, etc.) are much more
likely to occur in conversation than in wr:tmg We may also use hesitation
markers (umm, well, etc.), non-clausal units (such as Mmm, Ub hub), and

9
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interjections ( Wew! Cor! etc.) when we are speaking, in a way that we do not
when producing written text. We use nonsense words (thingamajig,
whatd 'youcallit) in speech but not in writing.

Similarly, certain grammatical features are less common in writing than
in speech, such as contracted verb forms (isn't, won’t, etc.), tag questions (e.g.
You're English, aren’t you?), and echo questions (A: I'm really unhappy.
B: You're really unbappy?).

Once again, however, we need to qualify this view of the differences
between written and spoken language. Many of the conversational features
we have mentioned are far less common when speech becomes more
writing-like (as in a lecture, funeral oration, or political address). Spoken
language features appear when writing aims to imitate speech (as in
dialogue passages of a novel, or in a play), and a lot of modern electronic
writing looks much more like conversation than prose. Indeed by obeying
the principle of ‘the fewer keystrokes the better’, electronic communication
has started to change some forms of writing by using numbers and single
letters to approximate fuller written text (e.g. CULSR for See you later).

Signs and symbols

Both writing and speaking have their own signs, symbols, and devices to
make communication more effective, In face-to-face conversations speakers
and listeners use expression and gesture, as well as stress and intonation, to
convey meaning. We can vary the tone or speed of what we are saying, or fill
our conversation with dramatic pauses if we want to. We can shout or we
can whisper. These elements — body language and the ways we use our
voices — are called paralinguistic features; they are not language as such but
are used in parallel with language.

Wiriting has fewer signs and symbols than speech but they can be just as
powerful. In the first place, question marks and exclamation marks can
modify the import of what is written (e.g. You are cold. You are cold? You are
cold! or even You are cold!!f). By changing the order of clauses we can alter
meaning and convey nuance (e.g. She met bim at a party. or At a party she met
him. or Him she met at a party.). We also use underlining to make something
stand out, or in typed text use italics to show how amazed we are, for
example.

It is interesting to note that e-mail and text message communication have
come up with a collection of emoticons (sometimes called ‘smileys) to add
more meaning and nuance to otherwise potentially ambiguous language.
Thus :-) indicates a smile and shows that the message should not be taken
seriously, as in You must be mad. :-), whereas :-( suggests sadness, as in Serry
I can't come to your party. :-(.

Because writers have fewer paralinguistic devices at their command than
speakers in face-to-face interactions, there is a need to be absolutely clear
and unambiguous. Frequently readers can’t go back to a writer and question
what a sentence means or how it should be read. Instead we argue about the
meaning of a literary text, or fight each other in the courts because we
understand the words of a contract to mean something different from the
construction put on them by our opponents.



Implications
for learning
and teaching

1 = Writing as a process

The product

If we consider a face-to-face conversation to be a ‘work in progress’ (because
through questioning, interrupting, and reformulating we can constantly
change the messages being given out), writing usually turns up as a finished
product. Whereas we are extremely tolerant of error (and stumbles and
reformulations) when talking and listening to someone, the same generosity
does not seem to extend to the written form. Here we expect the spelling to
be correct, the nouns and verbs to agrece with cach other, and the
punctuation and layout to obey certain conventions.

However, the degree to which writers draft and edit their work into a
final product depends, as we have seen, on the kind of writing they are
doing. It is quite clear that some speaking-like writing has little status as a
finished product (like the example of text messaging on page 3), whereas
some writing-like speaking (such as a formal speech) does.

A consideration of the writing process, and of how speaking and writing are
related to each other — especially in a world of changing communication
media — is not only of academic interest. It also has implications for the way
we teach writing. Many traditional approaches, for example, failed to
incorporate the kinds of insight into the writing process that we have been
discussing. In some teaching, for example, students write a composition in
the classroom which the teacher corrects and hands back the next day
covered in red ink. The students put the corrected pieces of work in their
folders and rarely look at them again. For many years the teaching of writing
focused on the written product rather than on the writing process. In other
words, the students’ artention was directed to the what rather than the Aow
of text construction. Product approaches expected the student to only
analyse texts in terms of what language they used and how they were
constructed. As we shall see in Chapter 2 (and later on) in this book, such
a focus can be highly beneficial for many students. However, we also need
to concentrate on the process of writing; and in this regard, there are a
number of strategies we need to consider:

* The way we get students to plan — before getting students to write we
can encourage them to think about what they are going to write — by
planning the content and sequence of what they will put down on paper
(or type into the computer). There are various ways of doing this
including, at one end of the scale, brainstorming (where students in pairs
or groups come up with as many ideas as they can through discussion) to
more guided tasks where the teacher or the courscbook includes a
number of activities which lead students to plan for a forthcoming task.
When students are planning we can encourage them to think not just
about the content of what they want to say but also aboutr what the
purpose of their writing is, and who the audience is they are writing for.

* The way we encourage them to draft, reflect, and revise — students who

are unused to process-writing lessons will need to be encouraged to
reflect on what they have written, learning how to treat first drafts as first
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attempts and not as finished products. We may want to train them in
using and responding to correction symbols. We may offer them revision
‘checklists’ to use when looking through what they have written with a
view to making revisions.

One way of encouraging drafting, reflection, and revision is to have
students involved in collaborative writing. A pair or group of students
working together on a picce of writing can respond to each other’s ideas
(both in terms of language and content), making suggestions for changes,
and so contributing to the success of the finished product.

The way we respond to our students’ writing - in order for a process-
writing approach to work well, some teachers may need to rethink the
way in which they react to their students” work. In place of making
corrections to a finished version, they will need, at times, to respond to a
work-in-progress. This may involve talking with individual students
about a first, second, third, or fourth draft, while other members of the
group are working on their own. Alternatively, teachers can read through
a draft and then make written suggestions about how the text could be
reordered. This is especially appropriate, for example, when the class is
working in a computer laboratory where teachers can access one student
computer at a time from a central console.

Another possibility is for the teacher to write out their own version of
how a section of text might look better. Such reformulation will be
beneficial to the student who compares their version with their teacher’s.

It is not just teachers who can respond to students’ writing. It is often
useful to have students look at work done by their colleagues and respond
in their own way. Such peer response may provide a welcome alternative
to the teacher’s feedback, as well as offering a fresh perspective on the
writing.

Process writing is a way of looking at what people do when they compose
written text. We have seen that it is recursive and may involve rna.r?' changes

of direction while the writer chops and changes between the

our main

process elements. Nevertheless, process writing may not be the answer in
every learning situation. Over-emphasis on process elements may lead us
into the process trap.

12

The process trap — one of the problems of process writing is that it takes
time. Over-planning can take up too much time and, sometimes, restrict
spontaneity and creativity,. Working intensively on second and third

rafts also requires periods for reflection, editing, and rewriting. If this is
being done conscientiously it can be quite a long process.

There may be occasions when we find that we do not have enough
time to pursue this course of action. A lot will depend on the timetable
we are teaching to, and how easy it is to carry work over from one lesson
to the next. We will have to think about what students are likely to be
able to accomplish in a lesson, say, of 50 minutes. We will need to
consider how many students we can work with individually in that time.



Conclusions

1+ \Writing as a process

We will have to consider the implications for us of responding (outside
lesson time) to a number of different drafts per student.

We may want, in some lessons, to prompt students into writing as
quickly and immediately as possible. This kind of instant writing (often
used in writing games) helps to develop the students’ writing fluency,
which is also part of writing proficiency, but which is not the same as the
drawn-out processes we have been describing.

Process writing is not an easy option for students or teachers. Quite
apart from it taking up time, it takes up space (especially in a paper-
driven world) and can be problematic for the more disorganised student.

In the case of written and spoken versions of language we noted that though
there are often marked differences between certain types of writing and
certain types of speaking, on some occasions they can look fairly similar.
Students need to have their attention drawn to these similarities and
differences. Where appropriate, we may want to show them the transcript
of a piece of conversation and compare that, for example, with a more
‘written out’ version of the same content.

It also seems clear that students of general English need to be presented
with a range of writing tasks, including some of those that are more
speaking-like. Depending upon who our students are, we may want to show
them text messages and have them attempt to write their own using some
of the same conventions as British, Australian, or American users do. We
may want them to look at the discourse of Internet chat sites so that they
can take part in that kind of spontaneous event themselves.

For the same reasons we may want our students to focus on writing-like-
speaking. They can be asked to write speeches or approximations of spoken
dialogue.

In this chapter we have:

* looked at the origins of writing.

* discussed the importance and desirability of literacy and numeracy,
not least because many exams are writing-based!

* detailed the elements of the writing process and shown how they
relate to each other.

* discussed the differences between speaking and writing in terms of
time and space, participants, process, language and construction,
signs and symbols, and the product.

* said that any text can be described as being more speaking-like or
writing-like.

* discussed the teaching and learning implications of the writing
process, showing how we need to give students more time for
planning and editing, and how we may need to respond rather
than correct.

* made comments about the implications of speaking-like-writing
and writing-like-speaking for the writing classroom, saying that
students need to be made aware of the issues and be given
exposure to different kinds of text.

13
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Looking ahead + In the next chapter we will lock at how to describe different types
and features of writing.

In Chapter 3 we will discuss the role and status of writing in L2
learning.

Subsequent chapters will look at different kinds of writing activity.

14
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purposes,
different
writing

ascribing written

Writing and reading decrease our sense of isolation. They deepen and
widen and expand our sense of life; they feed the soul.

Anne Lamott

Different purposes, different writing
Differences within a genre

Text construction

Cohesion

Coherence

Register

Implications for learning and teaching

In the previous chapter we suggested that, during the planning phase of the
writing process, authors have to focus on the purpose of their writing
(amongst other considerations) since this will affect what language they
choose and how they use it. The following examples of written text show
clearly how different purposes provoke different kinds of writing. The
advertisement below, for example, is intended to attract appropriate
applicants for a vacancy in a toy library:

Chanworth Toy Library for Children with Special Needs
Toy Librarian
12hrs per week — pay subject to experience

We are secking an enthusiastic Toy Librarian to work in the Toy Library at
the Child Development Centre and within special schools.

This post is subject to a police check.
Closing date 15t October.

Applications in writing with two referees to Judith Kelly, Chairman,
Chanworth Toy Library, PO Box 32, Montley Wood, RC3 SWW,

Why has the writer chosen this particular way of designing the
advertisement? It could have been worded differently and been constructed
in, say, a more narrative-like form. But if it had been, readers might not have
instantly recognised its advertising purpose — and so it would not have been
effective.

The fact is that the writer, having decided on a purpose (advertising a
job), chose to construct the advertisement on the basis of what the members

15
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of the community would be familiar with. In other words, members of a
discourse community — that is people such as readers of this kind of
English-language newspaper — know what an advertisement does and
should look like, and the writer has taken this into account in order to make
sure they recognise what they are reading for what it is.

The letter below succeeds for the same reasons, although it is very
different in character. It is typical of its kind (a formal letter of notification).
Thus it follows an established construction pattern:

Stating the subject
¥
Acknowledging receipt of a previous letter
¥
Saying what is to be done

¥
Exhorting the letter's recipient to do something

¥
Signing off

The letter uses specialised topic vocabulary (c.g. Notice of Intended
Prosecution; alleged traffic offence) and also employs vocabulary and grammar
which ensures its formal tone (I am in receipt of ... ; Your prompt response
would be appreciated).

Dear 8ir,

I refer to the Notice of Intended Prosecution/Section 172 Road
Traffic Act 1988 form sent you in relation to an alleged traffic
offence.

I am in receipt of your further correspondence and have noted the
contents.

I will, on receiving confirmation from the hospital, re-examine
your file. If I decide to excuse the penalty, your payment will be
refunded and the points removed from your licence.

Your prompt response would be appreciated.

Yours faithfully,

Genres

The intended reader of the letter also recognises instantly what kind of letter
it is because it is typical of its kind (both in terms of construction and in

16
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choice of language), just as the advertisement was typical of its kind for the
same reasons. We call these different writing constructions
(‘advertisements’, ‘letters’, etc.) genres, and we refer to the specific choice of
vocabulary within genres as the register that the text is written in.
‘Newspaper advertisements’ and formal ‘letters of notification’ are not the
only genres around, of course. ‘Literary fiction’ is a genre of English which
is different from, say, ‘science fiction'. The characteristics of the latter may
well differ in a number of ways from the former, and a specific genre may
influence the writer's choice of register. ‘Newspaper letters' are a
recognisable genre, different from the notification letter above and different
again from ‘holiday postcards’ or ‘application letters’. ‘Scientific reports’
represent a genre of writing, just as ‘film criticism’ is a genre all of its own.
Knowledge of genres (understanding how different purposes are
commonly expressed within a discourse community) is only one of the many
‘knowledges’ or ‘competences’ that a reader brings to the task of reading, and
which a writer assumes the reader will know. Without these ‘knowledges’ a
communication like the notification letter above would have little chance of
success.
These ‘knowledges’ (which we can group under the general heading of
schematic knowledge) comprise:
* a knowledge of genres
* general world knowledge
* sociocultural knowledge (that is the social and cultural knowledge which
members of a particular social group can reasonably be expected to know)
* topic knowledge (that is knowing something about the subject being
discussed).
All of this is exemplified in the following newspaper headline taken from
The Observer newspaper:

Move over, Big Brother. Now
politics is the latest reality TV

Because of our knowledge of genres we recognise this collection of words as
a newspaper headline. However, in order to make sense of them we need
more than this. Someone who did not have the relevant knowledge might
need to be told firstly that reality TV involves cameras watching people who
have been put, on purpose, in difficult situations (as survivors on a desert
island, for example) and secondly that the most successful of all these
programmes was called Big Brother, where contestants were crammed into a
house, filmed all the time, and voted out of the house one by one by the
viewers. Of course, it might be possible to deduce some of this information:
we could, for example, recognise that the capital letters of Big Brother
suggest that it is the name of something. But members of the discourse
community do not have to make that effort because of their shared
sociocultural and topic knowledge.
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Differences  Although we can describe newspaper advertisements as a genre, it is clear
within a genre  that not all advertisements within that genre arc the same. Clearly a lot will
depend on what is being advertised and, in this case, how much

advertisements cost — a genre constraint.

Some writers of newspaper advertisements, as we saw in the ‘toy librarian’
advertisement above, go into considerable detail, even informing readers
that applicants will have their names checked by the police (because no one
wants undesirable people working with children). Because a written
application is necessary, the advertiser has to give an address and other
details.

This advertisement from the same newspaper, however, is significantly
different in construction. The writer has clearly put together the

information as economically as possible, and

EXECUTIVE CAR hire, this is reflected in the way the advertisement

. ; is structured. Nor does he need to include

available for weddings b ebe ink on thar the disd f

etc. - Call Mark Jones: | ™Much of the information that the designers of

09876 123654 the ‘toy librarian piece required. Mark Jones

advertisement contains no ‘well-formed’

sentence, and does not need to spend a lot of

time exhorting readers to contact him. He

merely puts a phone number there, and members of the discourse

community who wish to hire a large, smart car for some grand occasion

know exactly what to do.

In other words, there are various sub-genres within a genre. Since within

each genre and sub-genre we find typical text constructions, it is useful to
look at how such constructions can be described.

Text Literature provides us with perfect examples of how a genre constrains
construction  Wwriters, imposing construction patterns that help them to express their
purpose. The sonnet (a sub-genre of poetry) demonstrates such constraints:

Let me not to the marriage of true minds

Admir impediments. Love is not love

Which alters when it alteration finds,

Or bends with the remover to remove:

O, no! e s an ever-fixéd mark,

Thar looks on tempeses and is never shaken;

It is the star to every wandering bark,

Whose worth's unknown, although his heighe be taken.
Lowve’s not Time's fool, though rosy lips and cheeks
Within his bending sickles compass come;

Lowe alters not with his brief hours and weeks,

But bears ir our even o the edpe of doom.

If this be error and upon me proved,

| never writ, nor no man ever loved,

Sonnet 116 by William Shakespeare

18



2 = Describing written text

A sonnet is a fourteen-line poem where each line — in English, at least -
usually consists of ten syllables. The subject matter is most often romantic
in nature, and there is generally some kind of a pause — or change in thought
or subject — after the first eight lines. Interestingly, there are two main
rhyme schemes. Shakespeare, perhaps Britain's most prolific sonneteer,
wrote using the Elizabethan rhyme scheme (ie.ababedcdefefgg—
where a, in Sonnet 116, represents the minds, finds rhyme, and 4 represents
the love, remove thyme, etc.).

The American poet E.E. Cummings, writing more than 300 years later,
also used the sonnet form to compose his own love poem:

it may not alwavs be so

it may not always be sojand i say

that if your lips,which i have loved should touch
another's,and your dear strong fingers clutch
his heart,as mine in time not far away;

if on another’s face your sweet hair lay

in such a silence as i know,or such

greatr writhing words as,uttering overmuch,
stand helplessly before the spirit ar bay;

if this should be,i say if this should be—
you of my heart,send me a little word;
that i may go unto him,and take his hands,
saying,Accepr all happiness from me.

Then shall i turn my face,and hear one hird
sing terribly afar in the lost lands,

Interestingly, Cummings’ poem is still constrained by the sonnet form
(romantic in nature, 14 lines, 10 syllables per line, and a break after the
eighth line), but is different in two respects. Firstly, he uses a variation of the
Petrarchan rather than Elizabethan rhyme scheme (e a b baa b b a
followed by two or three other rhymes in the remaining six lines). Secondly,
he brings his own idiosyncratic style to bear on the genre; he liked to write
using almost no capital letters (thus violating some of poetry’s genre
constraints at that time). Where he included capital letters he did so
sparingly and for poetic effect. In it may not always be so we can suppose that
the key concepts he wants us to notice, therefore, are Aeceps and Then.

The sonnet form demonstrates how a very tightly structured sub-genre
constrains the writers within it. But of course sonnet writing and reading is
a minority occupation. Much more common are the holiday postcards, for
example, which millions of people write every year. The following example
is typical of the genre.

19
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Paphos, tha famous ancient mossic
Paphos, L'sncienne mosaique famause
Paphos, das beruehmie antike Mosaik.

Palm trees, pool, wsaves
lepping, sun, daily
massage, good fish fo
eaf. Hope you do as
well in Madeira € have
a good rest.

Palmer family

38 Renton Road

Cambridge CHT 5CC
UK

Love J ¢ A

Depencrn: G PRARCCH & Ca L PO 1790 Tei STWS0000 Ricmain Cypran.

Just as we were able to describe the construction of the formal letter of
notification on page 16, we can also describe the postcard in the same way:

Description of place where the writer is/activities the writer is involved in
(palm trees, waves lapping, daily massage, good fish to eat)

Exhortation to the reader
{Hope you do as well in Madeira & have a good rest.)

Sign'ul"f
{Love J & A)
Because postcard writers know this construction pattern, they are able to
write cards (such as the one above) at great speed and with great fluency. It
takes no time at all to produce a new
postcard following the same pattern of
construction, such as the example on the
right.

Text construction constraints do not
only apply to whole texts. Individual
paragraphs within a text also tend to
follow set patterns. In the example on
the next page, few people would have
trouble in rearranging the sentences on
the left into the properly sequenced
paragraph on the right.

That is because even in this kind of Love Amelia
narrative the paragraph obeys a
common organisational structure, as
shown on the next page.

Having great time, expeditions
to museums/galleries in the
meorning, lunch and cerveza
followed by siesta, and then
down to Flaza Garibaldi to
hear the mariachis — and then
dinner in a good restaurant.
Wish you were here.
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Out-of-sequence sentences Sequenced paragraph

But then the phone rang, and it was Paul was sitting at home, wondering
his friend Sarah asking if he wanted what to do. He didn't have any

to go and see a movie, ideas. But then the phone rang, and

it was his friend Sarah asking if he
wanted to go and see a movie. He
agreed immediately, and was our of
He didn't have any ideas. the door in almost no time ar all.

He agreed immediartely, and was out
of the door in almost no tme ar all.

Paul was sitting ar home, wondering

what to do.
Sec ing e "
Situation (Paul was sitting at home ...)
’
Problem (He didn't have any ideas.)
’
Solution/response (But then the phone rang, ...)
'

Evaluation/result (He agreed immediately, ...)

As with the holiday postcard, it would not be difficult to write a different
paragraph using the same paragraph structure.

There are many different types of paragraph structure, of course. The
extract on page 22 from a book about the early days of the Internet does not
show the ‘problem + solution’ shape of the text above about Paul, but instead
follows a different pattern:

Topic sentence
(introduces the subject matter of the paragraph)

¥

Example/explanation sentence
(expands on the information given in the topic sentence)

’

Follow-on sentence
(expands on the information given in the example/explanation sentence)

Conclusion
(ends the paragraph by reminding us of and/or evaluating the opening
topic sentence)
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Cohesion

Many people thought that they could make a lot of money from
selling goods and services on the Internet. They started up
companies called ‘dot coms’ after the suffixes used in their
Internet addresses. They hoped that people would rush to buy
online because it would be more convenient. But, for the most
part, they did not make the kind of money they expected and, in
some cases, they lost everything they had invested.

‘From How the Internet Grashed by Peter Hediey

All text can be analysed in terms of its construction. All genres and sub-
genres (of which the sonnet is an extreme example) have relatively strict
tormulae governing their construction, Business people write letters that are
very similar in terms of layout and text organisation even where the content
is different. Legal contracts have a standard construction. Wedding
invitations follow set construction patterns and so do cooking recipes and
car manuals,

When writers put together texts in a particular genre, they follow the
constraints of the genre either because they feel obliged to (as in a job
application letter) or perhaps because they have got into the habit of doing
so (as in a holiday postcard). Of course this does not stop anyone from
purposefully violating the genre constraints, as E.E. Cummings does gently
in the poem on page 19, but it does help people to write and it helps their
readers to digest what they are reading,

For writing to be truly accessible, however, it also needs to be both
cohesive and coherent.

When we write text we have a number of linguistic techniques at our
disposal to make sure that our prose ‘sticks together’. We can, for example,
use lexical repetition and/or ‘chains’ of words within the same lexical set
through a text to have this effect. The topic of the text is reinforced by the
use of the same word more than once or by the inclusion of related words
(e.g. water, waves, sea, tide). We can use various grammatical devices to help
the reader understand what is being referred to at all times, even when
words are left out or pronouns are substituted for nouns.

We can see lexical and grammatical cohesion at work in the extract from
a newspaper article on the page opposite.

Lexical cohesion is achieved in the article by the use of two main devices:

* Repetition of words — a number of content words are repeated
throughout the text, e.g. grandparents (twice), grandchildren (twice), peaple
(five times), etc.

* Lexical set ‘chains’ — the text is cohesive because there are lexical sets
(that is words in the same topic area) which interrelate with each other as
the article progresses, e.g. (1) grandparents, daughters, sons, grandchildren,
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relatives, grandchild, (2) work, employers, staff, employees, retired,
employment, (3) two-thirds, one-third, 60%, one in three, one in 10; etc.

Grammatical cohesion is achieved in a number of different ways too:

* Pronoun and possessive reference — at various points in the text a
pronoun or more frequently a possessive is used instead of a noun. In the
first sentence (Growing pressure on people in their 505 and 60s ...) their is
used to refer back to peaple.

Like most texts, the article has many examples of such pronoun and
possessive reference. The second their in paragraph 1 refers back but this
time to the noun grandparents, whereas thetr in paragraph 2 refers back
to employers. Such anaphoric reference can operate between ‘Paragmphs
too. This which starts paragraph 3 refers back to the whole of paragraph
2, whereas #hey in paragraph 4 refers back to researchers from the Institute
of Education in the previous paragraph.

* Article reference - articles are also used for text cohesion. The definite
article (#be) is often used for anaphoric reference. For example, in
paragraph 4 the writer refers to retired local authority staff, but when they
are mentioned again in paragraph 6 the writer talks about the focal

23



How to Teach Writing

authority staff, and the reader understands that he is talking about the
local authority staff who were identified two paragraphs before.

However the is not always used in this way. When the writer talks
about the national census, he assumes his readers will know what he is
referring to and that there is only one of it. Such exophoric reference
assumes a world knowledge shared by the discourse community who the
piece is written for.

Tense agreement — writers use tense agreement to make texts cohesive.
In our ‘grandparents’ article the past tense predominates (I¢ found) and
what is sometimes called the ‘future-in-the-past’ (wowld make) also
occurs. If, on the other hand, the writer was constantly changing tense,
the text would not hold together in the same way.

Linkers — texts also achieve coherence through the use of linkers — words
describing text relationships of ‘addition’ (and, alse, moreover,
furthermore), of ‘contrast’ (however, on the other hand, but, yet), of ‘result’
(therefore, consequently, thus), of ‘time' (first, then, later, after a while), etc.

Substitution and ellipsis — writers frequently substitute a short phrase
for a longer one that has preceded it, in much the same way as they use
pronoun reference (see above). For example, in He shouldn't have cheated
in his exam but be did so because he was desperate to get into university the
phrase did so substitutes for cheated in his exam. Writers use ellipsis (where
words are deliberately left out of a sentence when the meaning is still
clear) in much the same way. For example, in Penny was introduced to a
famous author, but even before she was she had recognised him the second
clause omits the unnecessary repetition of infroduced to a famous author.

Coherence  The cohesive devices we have discussed help to bind elements of a text
together so that we know what is being referred to and how the phrases and
sentences relate to each other. But it is perfectly possible to construct a text
which, although it is rich in such devices, makes little sense because it is not
coherent. The following example s fairly cohesive but it is not terribly
coherent:

This made her afraid. It was open at the letters page. His
eyes were shut and she noticed the Daily Mail at his side.
She knew then that he had read her contribution. Gillian
came round the corner of the house and saw her husband
sitting in his usual chair on the terrace. She wished now
that she had never written to the paper.

As we can see, for a text to have coherence, it needs to have some kind of
internal logic which the reader can follow with or without the use of
prominent cohesive devices. When a text is coherent, the reader can
understand at least two things:
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* The writer's purpose — the reader should be able to understand what the
writer's purpose is. Is it to give information, suggest a course of action,
make a judgement on a book or play, or express an opinion about world
events, for example? A coherent text will not mask the writer's purpose.

* The writer's line of thought — the reader should be able to follow the
writer’s line of reasoning if the text is a discursive piece. If, on the other
hand, it is a narrative, the reader should be able to follow the story and
not get confused by time jumps, or too many characters, etc. In a
descriptive piece the reader should know what is being described and
what it looks, sounds, smells, or tastes like.

Good instruction manuals show coherence at work so that the user of
the manual can clearly follow step-by-step instructions and therefore
complete the assembly or procedure successfully. Where people complain
about instruction manuals it is often because they are not written
coherently enough.

Coherence, therefore, is frequently achieved by the way in which a writer
sequences information, and this brings us right back to the issue of genre
and text construction. It is precisely because different genres provoke
different writing (in order to satisfy the expectations of the discourse
community that is being written for) that coherence is achieved. When
writers stray outside text construction norms, coherence is one of the
qualities that is most at risk. Indeed our description of paragraph
constructions on page 21 is, more than anything else, a demonstration of
how coherence is achieved.

However, it must not be assumed that genre constraints serve to stifle
creativity — or that the need for coherence implies a lack of experimentation.
Whether or not writers choose to accept or violate genre constraints (and
thereby, perhaps affect the coherence of their texts) is up to them.

The text below is an example of the ‘sleeve-note’ genre — the musical
description which comes with CDs to explain what the listener will hear (in
this case Mahler's 9¢h Symphony). Non-musical readers, while recognising
the names of instruments (e.g. cello, harp, horn, viola), might have more
difficulty with terms such as gome;j! scored, syncopated rhythm, sextuplet, but
these are easily understood by those who are familiar with music
terminology:

Mahler first presents, in a brief and sparsely scored
introduction, four very basic ideas which assume importance
throughout the movement: the cellos’ and horns’ opening
syncopated rhythm (three notes); the harp’s first strident four
notes; five notes played by muted horn; and an
accompanimental flutter — a sextuplet — played by the violas.

From the sleeve-note for Mahler's 9¢h Sympbony
by Stephen Petit, Philips records
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These sleeve-notes are written in a particular type of musical register which
we might describe as ‘classical’ and ‘academic’. Register is a word used to
denote the actual language that we use in a particular situation when
communicating with a particular group of people. Once a genre has been
chosen and identified, it is the register the writer chooses that determines
the choice of words. Texts in the same genre, therefore, can be written in
different registers: the sleeve-notes for a new album from Eminem or
Christina Aguilera will probably be written in a different register, one from
the other, and certainly from the words accompanying a new recording of
works by Bach or Handel. However, the more closely a sub-genre is
identified (i.e. ‘classical music sleeve-notes’) the more likely it is that the
genre will determine what register the piece is written in.

One aspect of register is the choice of topic vocabulary. In the case of the
Mabhler text, phrases like sparsely scored, muted born, and accompanimental
Sflutter exemplify this kind of choice. They would not be used in notes for a
pop record, nor would they be found in a scientific journal or a computer
manual.

Register, then, involves the choice of topic vocabulary to suit the subject
matter of the piece. However, register is not just about topic-vocabulary
choice. It is also about the tone of a piece — how formal or informal it is.
The advertisement below, for example, is clearly designed for sophisticated
readers using, as it does, descriptive words such as entrancing, merest hint,
and gentle restraint. These are distancing words in some ways, appealing to
cool and t readers who aspire to the poise and beauty which the
Essenzia product will hopefully bestow on them.

New look for a new year
Possibility ...

For a delicate entrancing look,
dust your eyes with the
merest hint of colour. Suggest
shades for your lips and nails
with gentle restraint. Suffuse
your face with possibility.

Be sophisticated, be subtle.
Be mysterious, be mesmerising.

Be you ...

ESSENZIA

We explore beauty, quietly.
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and teaching

2 = Describing written text

Here are our top tips

for a good night out:

Don't wear skimpy £ Too much tonsil

clobber. You'll cateh

your death. Splash
out on a cosy
jumper. Cover your
legs and they'll

tennis can be
confusing. Much
better to keep the
lads guessing and
your head clear.

3 Ease up on the

slap. We all like a
bit of lippy and
there's nothing
wrong with blusher
or shadow, but you

don't want to look
like a neon signl

stop shaking|

However, the extract above, which comes from a magazine for young
teenagers, is written in an entirely different register, even though it touches
on similar topics (e.g. appearance and make-up).

The vocabulary in this picce reflects a significantly less formal or
distanced tone than in the previous example. Terms like skimpy clobber, tonsil
tennis, lads, ease up on the slap (= use less make-up), and /ippy (= lipstick) are
all slang terms which were current when the piece was written. Such words
and expressions are of their time, and are used informally between (young)
friends. The topic has determined the vocabulary, in other words, but so has
the tone which the writer wished to use to communicate with the audience.

We have seen that writing in a particular genre tends to lead to the use of
certain kinds of text construction. This must have implications not only for
the way people write in their first or main language, but also for the ways in
which we teach people to become better writers in a foreign language. Since
people write in different registers depending on different topics and on the
tone they wish to adopt for their intended audience, then students need to
be made aware of how this works in English so that they too can choose
language appropriately. If, for example, a class of people studying business
English need to learn how to write job application letters, then clearly they
will need to know how, typically, such application letters are put together
and what register they are written in — something that will depend, often,
on the kind of job they are applying for. If our students wish to learn how
to write discursive essays for some exam, then it follows that they will
benefit from knowing how, typically, such essays are constructed.
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Students will also benefit greatly from learning how to use cohesive
devices effectively and from being prompted to give a significant amount of
attention to coherent organisation within a genre.

It would be impossible to explain different genre constructions or to
demonstrate text cohesion devices without letting students see examples of
the kind of writing we wish them to aim for. Writing within genres in the
language classroom implies, therefore, a significant attention to reading.

* Reading and writing — students might well enjoy writing ‘lonely hearts’
advertisements for example. It would, anyway, provide vocabulary
practice but it might also allow them to be imaginative and, hopefully,
have some fun. However, the only way to get them to do this is to let
them read examples of the kind of thing we want them to do before we
ask them to write.

If we ask our students to read ‘lonely hearts’ advertisements (because,
later, we are going to ask them to write their own versions), we can ask
them to analyse the texts they have in front of them. In order to draw
their attention to the way the texts are structured, we might ask them to
put the following genre elements in the order they occur in the texts:

Contact instruction (e.g. Write Box 2562)

Description of advertiser (e.g. Good-looking 35-year-old rock
climber and music lover)

Description of desired responder (e.g. young woman with
similar interests)

For (description of activities/desired outcome) (e.g. for
relaxation, fun, friendship)

“Would like to meet’ (e.g. WLTM)

We can then ask them to find the language which is used for each
element. Now, as a result of reading and analysing a text (or texts —e.g. a
number of different advertisements of the same type) they are in a
position to have a go at writing in the same genre themselves.
Obviously, we would only ask students to write ‘lonely hearts’
advertisements for fun. When we ask them to write a business letter,
however, we will do so because we think they may need to write such
letters in the future. Thus we will let them read a variety of letters,
drawing their attention to features of layout (e.g. where the addresses go,
how the date is written). We will make sure they recognise features of text
construction (e.g. how business letters often start, what the relationship
between the paragraphs is, how business-letter writers si off) and
language use (e.g. what register the letters are written in). We may also
have students analyse the letters to spot examples of cohesive language.
They will then be in a position to write their own similar letters obeying
the same genre constraints and employing at least some of the same

language.
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We do not have to tell the students everything. We can, for example,
get them to look at five or six versions of the same news story. It will be
their job to identify any similarities of construction and to find the
vocabulary items and phrases which occur on more than two occasions.
They will then be able to use these when writing their own similar
newspaper articles.

At lower levels (e.g. beginners and elementary), we may not be able to
expect that students can analyse complete texts and then go on to write
imitations of them. But we can, through parallel writing, get them to
look at a paragraph, for example, and then, having discussed its structure,
write their own similar ones. By using the same paragraph construction
(see page 21) and some of the same vocabulary, they can, even at this
early stage, write well-formed paragraphs in English.

In other words, where students are asked to write within a specific
genre, a prerequisite for their successful completion of the task will be to
read and analyse texts written within that same genre.

However, there is a danger in concentrating too much on the study and
analysis of different genres. Over-emphasis may lead us into the genre trap.

* The genre trap — if we limit students to imitating what other people have
written, then our efforts may end up being prescriptive (you must do it
like thJs} rather than descriptive (for your information, this is how it is
often done). Students may feel that the only way they can write a text or
a paragraph is to slavishly imitate what they have been studying. Yet
writing 1s a creative undertaking whether we are designing an
advertisement or putting up a notice in school. Unless we are careful, an
emphasis on text construction and language use may lead to little more
than text ‘reproduction’.

A focus on genre can avoid these pitfalls if we ensure that students
understand that the examples they read are examples rather than models
to be slavishly followed. This is more difficult at beginner level, however,
where students may well want to stick extremely closely to paragraph
models.

A way out of this dilemma is to make sure that students see a number
of examples of texts within a genre, especially where the examples all have
individual differences. This will alert students to the descriptive rather
than prescriptive nature of genre analysis. Thus when students look at
newspaper advertisements, we will show them a variety of different types.
We will make sure they see a variety of different recipes (if they are going
to write recipes of their own) so that they both recognise the similarities
between them, but also become aware of how, sometimes, their
construction is different. For each genre that they encounter, in other
words, we will try to ensure a variety of exposure so that they are not tied
to one restrictive model.

We will also need to accept that genre analysis and writing is not the
only kind of writing that students (or teachers) need or want to do. On
the contrary, we may often encourage students to write about themselves,
including stories about what they have done recently. Sometimes, in our
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lessons, we should get students to write short essays, compositions, or
dialogues straight out of their heads with no reference to genre at all.

We need to remind ourselves that understanding a genre and writing within
it is only one part of the picture for our students. As we saw in Chapter 1,
we can help them enormously if we focus on the actual process of writing.
Reconciling a concentration on genre with the desirability of involving
students in the writing process — and finding a balance between the two —
will be a major theme of the rest of this book.

Conclusions In Chapter 2 we have:

* described writing in terms of genre.

+ discussed what genre means and looked at examples of texts within
certain genres.

* shown how, even within one genre, there can be varieties of text
construction.

* analysed a number of texts in terms of their construction, showing
how strict genre formats can both constrain and stimulate authors.

* seen examples of cohesive devices within a text.

* discussed the issue of coherence.

= seen how writers choose their words depending on genre, topic,
and tone.

* said that genre analysis implies that students should read before
they write so that they can see how texts are organised and what
language is used.

* pointed out, however, that if written genres are used only for
students to copy slavishly then they may be counter-productive. A
sensible approach to genre, therefore, is to show students many
examples within a genre and to use genre studies in conjunction
with other kinds of writing activity.

Looking ahead In the next chapter we will discuss the role and status of wrjting in
the L2 classroom and discuss the different ways in which students
can be asked to write.

* Subsequent chapters will look at different kinds of writing activity.
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learning

Most pmpfe wont realize that wrin'ng is a mﬁ_ You have to take your
apprenticeship in it like anything else.
Katherine Ann Porter

Writing for learning
Writing for writing
The tasks of the teacher in writing

Writing (as one of the four skills of listening, speaking, reading, and
writing) has always formed part of the syllabus in the teaching of English.
However, it can be used for a variety of purposes, ranging from being merely
a ‘backup’ for grammar teaching to a major syllabus strand in its own right,
where mastering the ability to write effectively is seen as a key objective for
learners.

The importance given to writing differs from teaching situation to
teaching situation. In some cases it shares equal billing with the other skills;
in other curricula it is only used, if at all, in its ‘writing-for-learning’ role
where students write predominantly to augment their learning of the
grammar and vocabulary of the language.

Partly because of the nature of the writing process and also because of the
need for accuracy in writing, the mental processes that a student goes
through when writing differ significantly from the way they approach
discussion or other kinds of spoken communication. This is just as true for
single-sentence writing as it is with single paragraphs or extended texts. As
we saw in Chapter 1, writing is often not time-bound in the way
conversation is. When writing, students frequently have more time to think
than they do in oral activities. They can go through what they know in their
minds, and even consult dictionaries, grammar books, or other reference
material to help them. Writing encourages students to focus on accurate
language use and, because they think as they write, it may well provoke
language development as they resolve problems which the writing puts into
their minds. However, this is quite separate from the issues of writing
process and genre that we discussed in the first two chapters, since here
students are not writing to become better writers. They are writing to help
them learn better.
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Reinforcement writing

Writing has always been used as a means of reinforcing language that has
been taught. In its simplest form, teachers often ask students to write
sentences using recently learnt grammar., Suppose, for example, that
intermediate students have recently been practising the third conditional (If
+ had (not) done + would (nof) have done), they might be given the following
instruction:

Write two sentences about things you wish had turned
out differently, and two sentences about things you are
pleased about.

The teacher hopes, then, that students will write sentences such as:

(things you wish had turned out differently)
If | hadn't failed my exams, | would have gone to university.
(things you are pleased about)

If | hadn't gone to that party, | wouldn't have met my
boyfriend.

The same kind of sentence writing can be used to get students to practise or
research vocabulary, as the following exercise shows:

Write a sentence about a friend or a member of your
family using at least two of these character adjectives:
proud, kind, friendly, helpful, impatient ...

Reinforcement writing need not be confined to sentence writing, however.
Students can also be asked to write paragraphs or longer compositions to
practise certain recently focused-on aspects of language or paragraph and
text construction. Students might be asked to write a story about something
that happened to them (or that is based on a character or events in their
coursebook) as a good way of having them practise past tenses, They could
be asked to write a description of someone they know because this is a good
way of getting them to use the character and physical description vocabulary
they have been studying.
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Clearly the aim of these activities is to give students opportunities to
remember ‘new’ language better. Just the act of writing sentences makes
them think about the new grammar or vocabulary in a more considered way
than if we asked them to provide instant spoken examples.

Preparation writing

Writing is frequently useful as preparation for some other activity, in
particular when students write sentences as a preamble to discussion
activities. This gives students time to think up ideas rather than having to
come up with instant fluent opinions, something that many, especially at
lower levels, find difficult and awkward.

Students may be asked to write a sentence saying what their opinion is
about a certain topic. For example, they may be asked to complete sentences
such as:

[ like/don’t like going to parties because ...

This means that when the class as a whole is asked to talk abourt going to
parties they can either read out what they have written, or use what they
thought as they wrote, to make their points.

Another technique, when a discussion topic is given to a class, is for
students to talk in groups to prepare their arguments. They can make
written notes which they may use later during the discussion phase.

In these cases, where writing has been used as preparation for something
else, it is an immensely enabling skill even though it is not the main focus
of an activity.

Activity writing

Weriting can also, of course, be used as an integral part of a larger activity
where the focus is on something else such as language practice, acting out,
or speaking. Teachers often ask students to write short dialogues which they
will then act out. The dialogues are often most useful if planned to practise
particular functional areas, such as inviting or suggesting. Students work in
pairs to make the dialogue and, where possible, the teacher goes to help
them as they write. They now have something they can read out or act out
in the class.

Wiriting 1s also used in questionnaire-type activities. Groups of students
may be asked to design a questionnaire, for example about the kind of music
people like. The teacher then asks them all to stand up and circulate around
the class asking their colleagues the questions they have previously
prepared. They write down the answers and then report back to the class on
what they have found out.

Once again, writing is used to help students perform a different kind of
activity (in this case speaking and listening). Students need to be able to
write to do these activities, but the activities do not teach students to write.
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writing

It will be clear from the above that not all writing activities necessarily help
students to write more effectively, or, if they do, that is a by-product of the
activity rather than its main purpose. However, the ‘writing-for-learning’
activities we have discussed so far do depend on the students’ ability to write
already. There is no attempt to teach a new writing skill or show students
how to work in unfamiliar genres, for example.

Teaching ‘writing for writing is entirely different, however, since our
objective here is to help students to become better writers and to learn how
to write in various genres using different registers. General language
improvement may, of course, occur, but that is a by-product of a ‘writing-
for-writing’ activity, not necessarily its main purpose. The kind of writing
teaching with which this book is mostly concerned is quite separate and
distinct from the teaching of grammatical or lexical accuracy and range,
even though both may improve as a result of it.

Although, as we shall see in the next chapter, it is important to help
students with matters of handwriting, orthography (the spelling system),
and punctuation, teaching writing is more than just dealing with these
features too. It is about helping students to communicate real messages in
an appropriate manner.

Example lesson (intermediate)

The following example shows a ‘writing-for-writing' procedure where
language is put at the service of a skill and a specific task, and where features
such as layout and language choice — including issues of register — are
focused on to help students write better in a particular genre or genres. It is
in six stages, with students doing their own writing, initially working at the
board in a collaborative writing process and later writing their own letters.

* Stage 1 — the students first read the letter on the opposite page and
answer the following questions about it:

Where is Brenda writing from?

How did she and Mariel get there?

¢ How did she feel when she first arrived? How does she
feel now?

d What differences are there between Brenda’s and
Mariel’s character?

e What is Brenda’s job? Whart is Mariel’s?

f  Who is David?

How formal is the letter? How do vou know?

o

When the students have read the letter and answered the questions, they
discuss features of an informal and friendly letter like this one, such as
where the sender’s address is normally written and how the date is
written.

* Stage 2 — the students are then asked to choose either 1 (informal), F
(formal), or N (neutral) for the following letter phrases.
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Flat 3

156 Centenary Road,
Mumbai,

India

June 15th
Dear Rosemary,

I've just received your letter — thanks. It was nice to hear from you.

Well, we've been here for three weeks already. | still can't believe it. But things
have definitely improved since the bus left us at the roadside on that first
day. For a minute | wanted to turn round and go home again. You know me,
I'm a great pessimist. But Mariel always thinks everything is going to be fine.
In lese than a day she had found us a flat and here we are.

I've found myself a job giving private conversation classes. Not quite what I'm
used to, but it's still teaching and my students are |ovely. Mariel hasn't got
a job yet, but she's made contact with various people in the film industry
here and hopes she'll get work soon.

So the big news is, we've made our decision. We've declded to stay. This is our
home.

Flease give my love to David and the kids. Why not come and visit us soon?

Lots of love,

Brenda

a Hi Rosemary, I/F/N
b Dear Mrs Forrest, I/FIN
¢ Dear James, I/FIN
d Dear Ms Forrest, I/FIN
¢ Dear Sir or Madam, I/FIN
f With best wishes, I/FIN
g Lots of love, I/FIN
h  Yours sincerely, I/FIN
i Yours faithfully, I/FIN
i Love, I/FIN
k Thanks for your letter. I/FIN
I Thank you very much for your letter. I/FIN
m  Please give my love to David and the kids. I/FIN
n I look forward to hearing from you. I/FIN
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Stage 3 — now that they have looked at features of genre and register in
letter writing, it is time for them to put what they have discussed into

36

practice. The teacher puts an invitation on the overhead projector:

You are invited to celebrate

George & Mary's

2nd wedding anniversary

{Yes, it's been that long!)

at The Rathmore Club, Carlock Road
Tih December 2002
from 8pm

BAR. MUSIC, NIBBLES, POOL

RS V.E
13 Welland Close,
Harlow,
Essex JRS 6FT

Mo presents please.

The teacher then draws two squares on the board to one side of the
projected invitation:

YES NO

I i L L LY

Ervrr & Mans's

2nd wedding anniversary

P, S s g
= Do Waslmerr €l o arbon . i
Tt Dby ¥01
B A EAERLEY, rEm
CERE
18 W] [
L.
s WA WT

P e

* Stage 4 — students then go up to the board one by one and write first the

address and date and then individual lines for the ‘yes' and ‘no’ letters,
using suggestions made by their colleagues and by the teacher. If a
student puts the address in the wrong place, the students or the teacher
help her to reposition it. The teacher may elicit the expression I'm afraid
for the ‘no’ letter if the student at the board does not think of it. There
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may be a discussion about different ways of writing the date, and the class

can discuss the difference (in register and appropriacy) between Thanik

you and Thanks for example. This is process writing in miniature, each

sentence being drafted and rewritten collaboratively, just as, in a more

extensive sequence, students might plan and draft text which they then

revise and re-draft on the basis of comment from the teacher or students.
Here are two letters that were written in this way:

28 Mill Eoad, 7 Lifar Couht,
Cambridge Chenny Hisfow,
CB1BNL Cambhiclae

e8I A6
Mow, 12th

Hlew. 13+4

Dear Mary & George,
Dean MJ‘;}? awel i'::em?c

Thark you wery ruch for your
rvibabion. I woudd love ko come

Thanks for wyour Twitation but I'm
afraid 1 wen't be able to come because
I promiced to go te my grandfather's

birthdey party.
I /fock forward to seeing you on

the Th. l hope you have a wonderful evening,

1 look fovward to see Soew,
Lets of fove, el

Best rds,
M Seck =

Fose

Stage 5 — students can then be asked to look at a new letter with gaps in
it, as shown on the next page. The students complete the text by adding
one word for each gap. When they have done this the teacher can go
through the answers before leading a discussion about the differences
between this (business/application) letter and the letters they had
previously seen and written, such as whether or not the recipients’ address
is included.

Stage 6 — finally, students can write a letter for homework in response to
an advertisement, like the one on the next page.

Because students have had a chance to study different examples of
letters and because they have discussed how they might replicate some of
their features, they are in a good position to complete the homework
task.

When the teacher receives the homework he or she can respond to it
by saying where it has succeeded and by making suggestions for re-
drafting and rewriting. Students can then produce a final version.
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17 Hillside Road
Chesswood

Herts. WD3 S5LB
Tel 01923 284171
Fax 01923 286622

Thursday 17 January
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David Benton
Worldwatch UK Lid
357 Ferry Rd
Basingstoke RG2 5HP

Dear Mr Benton

::r'::-u need more information.
Yours sincerely
Mamaév;. Mann

Nancy Mann

by John and Liz Soars

[ saw your ............ for a Business Journalist in today's
Guardian newspaper. | am very
I think that I have many of the necessary ............ .

in the job and

L sssavisnanas politics and modern languages at Oxford
University. lam ............ in French, German and
Spanish. | have ............ widely in Europe and South
America, and I ............ worked as a business journalist
for the BBC ............ the last five years.

I enclose a copy of my Curriculum Vitae. 1 look forward
vevaree... hearing from you soon. Please let me know if

From New Headway Intermediate

TRANS-GLOBE
COACHES

want

TRAVEL COURIERS
In * Europe * the Far East

= North and South America
Have you got good interpersonal skills?

Can you speak two or marne languages?
Do you want to see the world? .

The procedure outlined in the previous five pages shows how a skill-focused
lesson differs significantly from a sequence devoted exclusively, for example,
to general language improvement. Here writing (in this case letter writing)
was at the heart of the lesson, and was its primary focus rather than acting

as an adjunct to other activities.
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Writing purposes

When teaching ‘writing for writing’ we need to make sure that our students
have some writing aim. As we saw in Chapter 2, effective writers usually
have a purpose in mind and construct their writing with a view to achieving
that purpose.

The most effective learning of writing skills is likely to take place when
students are writing real messages for real audiences, or at least when they
are performing tasks which they are likely to have to do in their out-of-class
life. The choice of writing tasks will depend, therefore, on why students are
studying English. There are three main categories of learning which it is
worth considering:

* English as a Second Language (ESL) — this term is normally used to
describe students who are living in the target language community and
who need English to function in that community on a day-to-day basis.
Recent immigrants and refugees, for example, will have specific writing
needs such as the ability to fill in a range of forms, or write particular
kinds of letters (depending upon their exact needs and circumstances),
alongside the need for general English development.

* English for Specific Purposes (ESP) — many students study English for
a particular (or specific) purpose. People who are going to work as nurses
in Britain or the USA, for example, will study medical English. Those
who are going to study at an English-medium university need to
concentrate on English for Academic Purposes (EAP). Business students
will concentrate on the language of management and commerce, and so
on.

The choice of topics and tasks for such students should not only
develop their general language competence but also be relevant to their
reason for study. For example, writing tasks for business students can
have a high face validity if the students can see that they are writing the
kind of letters and documents which they will be writing in their
professional life. Likewise nurses in training, when asked to write up a
simulated patient record in their English class, will clearly see the value
of such a task.

* English as a Foreign Language (EFL) - this is generally taken to apply
to students who are studying general English at schools and institutes in
their own country or as transitory visitors in a target-language country.
Their needs are often not nearly so easy to pin down as the two categories
we have mentioned above.

While it is perfectly possible to ask school students what their needs
are or will be, it is unlikely that it will be easy to make a list of any but
the most general aims. In the case of adult students, it is often hard to
find writing tasks that are directly relevant to the varying needs of a class
full of students from different backgrounds and occupations.
Nevertheless, it may well be possible to arrive at a set of tasks that are a
useful compromise between the competing claims of the individuals in a
class.
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The best thing we can do is to concentrate on a repertoire of writing
tasks that it is reasonable to assume that most speakers of English may
have to take part in at some stage in their English-speaking lives. Most
of such writing activities fall on a cline somewhere between real purpose
versus invented purpose tasks. Real purpose tasks are precisely the ones
that we can predict our students will probably need to perform at some
stage. The letters we looked at in this chapter (on pages 35-38) fall near
the ‘real purpose’ end of our cline since it is likely that our students will,
at some stage, have to write formal and semi-formal letters of the same
type. Similarly, we might well get our students to look at the language of
e-mails and have them practise writing their own, or get them to write a
report of a process or situation.

Invented purposes, on the other hand, are those which, however
engaging, are unlikely to be directly relevant to our students' future needs.
A popular activity in many classrooms is to have students write letters to
imaginary magazine problem pages and then have other students reply in
the guise of ‘agony aunts'. Students will probably never need to write
‘agony’ letters in English, but such an activity will provoke them into
thinking about how to best express themselves in writing, and how to
format a letter, for example. In the same way as we saw on page 28, we
might have students look at the kind of ‘lonely hearts’ advertisements that
appear in many newspapers and magazines, not because our students will
need to write such advertisements, but because by looking at them with
a quizzical eye they can develop their genre-analysing habits. This, in
turn, may help them to write the kind of telegraphic writing that is
common in advertisements and newspaper headlines. On top of that, if
students find the activity amusing and engaging it will help to build in
them a positive attitude to writing (a skill often viewed with less
enthusiasm than, say, speaking).

One other skill needs to be discussed here, and that is exam writing.
Although many tests are becoming computerised and heavily reliant on
multiple-choice questions, many still have a writing component designed
to discover the candidate’s integrative language abilities — that is, their
ability to write texts displaying correct grammar, appropriate lexis, and
coherent organisation. Integrative test items (which ask students to
display all these skills) are different from discrete test items where only
one thing, for example a grammar point, is tested at one time. Whereas
the former test ‘writing for writing', the latter use writing only as a
medium for language testing.

Creative writing
Creative writing i1s one area (like painting and compo@in%} where the

imagination has a chance to run free. The world is full o

people who

achieve great personal satisfaction in this way. In their book Process Writing,
the authors Ron White and Valerie Arndt describe an approach that 'views
all writing — even the most mundane and routine — as creative’. Such an
approach would even include, at some level, the putting together of a
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shopping list (see page 4). But we are concerned here with tasks that
provoke students to go beyond the everyday, and which ask them to spread
their linguistic wings, take some chances, and use the language they are
learning to express more personal or more complex thoughts and images.
We can ask them to write stories or poems, to write journals, or to create
dramatic scenarios. This will not be easy, of course, because of the
limitations many students come up against when writing in the L2. Nor will
all students respond well to the invitation to be ambitious and to take risks.
But for some, the provision of genuinely creative tasks may open up avenues
they have not previously travelled down either in the L1 or the L2.
Creative writing tasks are ncarer the ‘invented purpose’ end of our
purpose cline, but they can still be very motivating since they provide
opportunities for students to display their work - to show off, in other
words, in a way that speaking often does not. The writing they produce can
be pinned up on notice-boards, collected in class folders or magazines, or
put up as a page on a class site on a school intranet or on the World Wide
Web itself. Nor should we forget that this use of writing is one of the few
occasions that students write for a wider audience; for once it may not just

be the teacher who will read their work.

When helping students to become better writers, teachers have a number of
crucial tasks to perform. This is especially true when students are doing
‘writing-for-writing’ activities, where they may be reluctant to express
themselves or have difficulty finding ways and means of expressing
themselves to their satisfaction.

Among the tasks which teachers have to perform before, during, and
after student writing are the following:

* Demonstrating — since, as we have said, students need to be aware of
writing conventions and genre constraints in specific types of writing,
teachers have to be able to draw these features to their attention. In
whatever way students are made aware of layout issues or the language
used to perform certain written functions, for example, the important
issue is that they are made aware of these things — that these things are
drawn to their attention.

* Motivating and provoking — student writers often find themselves ‘lost
for words', especially in creative writing tasks. This is where the teacher
can help, provoking the students into having ideas, enthusing them with
the value of the task, and persuading them what fun it can be. It helps,
for example, if teachers go into class with prepared suggestions so that
when students get stuck they can immediately get help rather than
having, themselves, to think of ideas on the spot. Time spent preparing
amusing and engaging ways of getting students involved in a particular
writing task will not be wasted. Students can be asked to complete tasks
on the board or reassemble jumbled texts as a prelude to writing; they can
be asked to exchange ‘virtual’ e-mails or discuss ideas before the writing
activity starts. Sometimes teachers can give them the words they need to
start a writing task as a way of getting them going.
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Supporting — closely allied to the teacher’s role as motivator and
provoker is that of supporting. Students need a lot of help and
reassurance once they get going, both with ideas and with the means to
carry them out. Teachers need to be extremely supportive when students
are writing in class, always available (except during exam writing of
course), and prepared to help students overcome difficulties.

Responding — the way we react to students’ written work can be divided
into two main categories, that of responding and that of evaluating,
When responding, we react to the content and construction of a piece
supportively and often (but not always) make suggestions for its
improvement. When we respond to a student’s work at various draft
stages, we will not be grading the work or judging it as a finished product.
We will, instead, be telling the student how well it is going so far.

When students write journals (see Chapter 8) we may respond by
reacting to what they have said (e.g. “Your holiday sounds very
interesting, Silvia. I liked the bit about running out of petrol but I didn't
understand exactly who went and got some petrol. Could you possibly
write and tell me in your next journal entry?') rather than filling their
journal entry full of correction symbols. We might also make comments
about their use of language and suggest ways of improving it (e.g. ‘Be
careful with your past tenses, Nejati. Look at the verbs I've underlined
and see if you can write them correctly.’) but this is done as part of a
process rather than part of an evaluation procedure.

Evaluating — there are many occasions, however, when we do want to
evaluate students’ work, telling both them and us how well they have
done. All of us want to know what standard we have reached (in the case
of a progress/achievement test). When evaluating our students’ writing
for test purposes, we can indicate where they wrote well and where they
made mistakes, and we may award grades; but, although test-marking is
different from responding, we can still use it not just to grade students
but also as a learning opportunity. When we hand back marked scripts we
can get our students to look at the errors we have highlighted and try to
put them right — rather than simply stuffing the corrected pieces of work
into the back of their folders and never looking at them again.

this chapter we have:

divided writing into two categories: ‘writing for learning’ and
‘writing for writing'.

said that it is in "writing for writing’ that students are able to study
written text in order to become better writers (in English)
themselves.

looked at a detailed writing sequence to show how a series of tasks
— from looking at how something is written, through practice to a
final task — help to teach writing within a specific genre or genres.
looked at different writing purposes in the light of the students’
reasons for studying English.
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shown how tasks fall on a cline between real and invented
purposes.

discussed the value of creative writing.

discussed the teacher tasks of demonstrating, motivating,
supporting, responding, and evaluating.

In the next chapter we will be looking at the nuts and bolts of
writing — how to teach writing conventions, how to help students
generate ideas, etc.

In Chapter 5 we will look at how to build the writing habit through
tasks which encourage students to write fluently and with gusto.

In Chapter & we will look at more extended writing tasks and in
Chapter 7 we will show how teachers should respond to such tasks.
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We are all apprentices in a craft where no one ever becomes a master.
Ernest Hemingway

The mechanics of writing

The handwriting challenge
Teaching handwriting

The spelling challenge
Teaching spelling

Teaching punctuation
Copying

Sentence, paragraph, and text

Writing, like any other skill, has its ‘mechanical’ components. These include
handwriting, spelling, punctuation, and the construction of well-formed
sentences, paragraphs, and texts. Such things are the nuts and bolts of the
writing skill and they need to be focused on at certain stages of learning to
write in English. The greater the difference between the student’s L1 and
English, in some or all of these areas, the bigger the challenge for student
and teacher alike.

The activities in this chapter — which are designed to help students
overcome problems with handwriting and spelling, for example — are
enabling exercises on the way to developing an overall writing ability.
Similarly, the techniques which are described here, such as copying and
parallel writing (imitating a written model), help to give students a basic
mechanical competence which they can then put to use when they write
more creatively.

Although a lot of writing is typed on computer keyboards, handwriting is
still necessary and widespread, whether in exam writing, postcards, forms
(such as application forms), etc. It should be remembered too, that however
fast computer use is growing it is still, in world terms, a minority
occupation.

Handwriting can be particularly difficult for some students. For those
who are brought up using characters such as in Chinese or Japanese, or
using very different scripts such as in Arabic or Indonesian, writing in
Roman cursive or ‘joined-up’ lettering presents a number of problems.

Areas of difficulty can include producing the shapes of English letters,
not only in upper case (capitals) but also in their lower case (non-capital)
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equivalents. The relative size of individual letters in a word or text can cause
problems, as can their correct positioning with or without ruled lines.

For students accustomed in their L1 to writing from right to left,
Western script, which of course goes in the opposite direction, can involve
not only problems of perception but also necessitates a different angle and
position for the writing arm.

For students who have trouble with some or all of the above aspects of
English handwriting, teachers can follow a two-stage approach which
involves first the recognition and then the production of letters.

Recognition
If students are to form English letters correctly, they have to recognise them
first. For example, they can be asked to recognise specific letters within a

sequence of letters, Subsequently, they can focus on recognising specific
strings of letters, as in this example:

‘Letter-string’ recognition from www.eltlinks.co.uk

The teacher can draw letters or words in the air which students have to
identify. Students can ‘write’ a word on a fellow student’s back (or hand)
which that student has to identify.

Production

Getting students to produce letters involves them in learning which
direction the writing strokes go, and where to position the letters on lines.
Once they are able to do this, they will then move on to writing cursively,
forming ‘joined-up’ words:

mmmmmmu,au‘

by Bernard Hartley and Peter Viney

These examples practise lower-case letters, but the same techniques can be
used with upper-case letters or a mixture of the two.

When students are confident about forming letters we can give them
practice activities (which will also include a spelling element):

¥ The teacher dictates individual words. Students have to write them in
their books or on the board.
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The spelling
challenge

E The students have 3 columns. In the left column there is a list of
words. The students read the left column. Then they cover it and write
the words in the middle column. Then they compare what they have
written with the left column, and, if necessary, write the word correctly
in the right column.

B Students are given an alphabetical list of animals. They have to write

- the words in one of three columns (headed ‘pets’, 'farm animals’, and
‘wild animals).

B The teacher can ask questions (e.g. "‘What's the first day of the week?’
‘What pet starts with ¢ and ends with " "When does a new year
start?’) and the students have to write one-word answers.

All of the above activities are designed to give students practice in physically
writing, Some of them rely on copying (sce page 52).

Many people say that English spelling is irregular and therefore difficult,
and they make a feature of the lack of spelling-sound correspondence
which, although not unique, is a feature of English. They point out that the
same sounds can be spelt differently, as in threw and through which both
sound as /Bruz/; and the same spelling can be pronounced differently, as in
threw and sew /sau/ or through and trough /trof/ which are said with
completely different vowel sounds.

English spelling is complex but it is not completely random and is, in
fact, fairly regular; there are usually clear rules about when certain spellings
are and are not acceptable. English spelling rules do often have exceptions
but these usually only apply to a small number of individual words. A
standard regularity such as the fact that gh at the end of words is silent, for
example, is broken by words like enough; yet enough is only one of seven
words that behave in such a way. In the same way many English language
spellers know the rule ‘i before ¢ except after ¢ to explain the spelling of
believe vs. conceive, but there are exceptions to this familiar rule (e.g. serze,
weird, species, Neil). However, it is worth remembering that exceptions
which cause confusion are just that — exceptions.

Learners of English need to be aware about how we use different
spellings to distinguish between homophones (words that sound the same
but are spelt differently) such as threw and through. Pairs of words that
sound identical — like sun and son, sew and so, threw and through — are
immediately differentiated in writing. What can be seen as a disadvantage
in terms of sound and spelling correspondence, in other words, is actually
serving an important and useful purpose.

Spellings make English relatively easy to read. Word roots, for example,
are always recognisable even when we add affixes: prefixes (like un-, dis-)
or suffixes (like -ist, -able, and -ed). It is easy to perceive the connection
between sing and singing, or between arf and artist, or rule and ruler. And
similarly, the function of affixes is reflected in their spelling. For example,
the -ist and -est endings are pronounced the same (/1st/) in the words artist
and fastest; it is the spelling that makes it clear that whereas the first ending
denotes someone who does something (ar¢) the second gives a one-syllable
adjective its superlative form.
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The best way of helping students to learn how to spell is to have them read
as much as possible. Extensive reading (reading longer texts, such as
simplified readers, for pleasure) helps students to remember English spelling
rules and their exceptions, although many students may need some
encouragement to do this kind of reading.

However, as teachers we can be more proactive than this. We can raise
the issue of sound and spelling correspondence, give students word
formation exercises, get them to work out their own spelling rules, and use
4 number of other activities to both familiarise themselves with spelling
patterns and also practise them. Here are some ideas:

)

g

Students hear words and have to identify sounds made by common
digraphs (pairs of letters commonly associated with one sound, e.g. ¢k
pronounced /k/) and trigraphs (three letters usually pronounced the
same way, e.g. fch pronounced as /tf/).

Although reading aloud may have some disadvantages (without
preparation students tend to read falteringly), nevertheless it can be
very useful when the teacher takes students through a short text,
getting them to listen to words and then repeat them correctly, and
then coaching them in how to read the passage ‘with feeling’. If the
text has been chosen to demonstrate certain spellings (as well as being
interesting in itself), it can focus the students’ minds on how specific
spellings sound or indeed on how specific sounds are spelt.

Students can read and listen to a series of words which all share the
same sound (e.g. small, always, organised, four, sort, and more) and then
identify what the sound is (/5¢/). They can go on to see if the sound is
present or not in other similarly spelt words (e.g. call, our, work, port).
Such an activity raises their awareness of the convergence and
divergence of sounds and their spellings.

The same effect can be achieved by focusing on a particular letter
rather than on a particular sound. Students can be asked to listen to a
number of different words containing the same letter and they then
have to say what the sound of the letter is in each case. If the letter in
question is a, for example, students can say for each word they hear
whether a sounds like the a in cg#, or in a dottle, or in many, or in say,
or whether it sounds like the o in gr. They then read sentences such as
the following:

Tony loves playing golf much more than other games.

He thinks it’s absolutely fascinating,.

He thought Saturday’s game on TV was amazing.

I thoughr it was rather boring when I saw it.

When he starts, ‘Has anybody seen that film about golf?’,
everybody begs him not to go on!
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And they have to match up the underlined as with the sounds they
have studied. Obviously where a word has two examples of a, the word
may match up with different sounds depending on which underlined
a is being focused on.

Students can be asked to work out a rule by looking at the spellings of
pairs or groups of words. Rather than being told, for instance, how
spelling operates when words change their grammatical form, they can
be given an exercise like the following (designed for pre-intermediate
students or above):

Look at the following verbs in the infinitive and with a verb
ending. Can vou say when the final letter of the verb is
doubled (e.g. pp) and when it is not?

clap clapping limp limping
commit  committed pardon pardoned
crawl crawling prefer preferred
hint hinted run running
hit hitting sin sinned
howl howled sing singing
knit knirred sit sitting

Such an exercise demands concentration on the part of students, some
of whom find this kind of puzzle-solving more agreeable (and easier)
than others. We might note, too, that it only deals with three of the
‘doubling’ rules — because to do all of them in one go might be too
much. Nevertheless it has the advantage of showing students, in
unequivocal terms, that English spelling is not random.

Many dictionary activities are suitable for not only training students in
dictionary use, but also helping them to notice and absorb English
spellings.

Asking lower intermediate students to put a written list of words in
alphabetical order (and then to check against a dictionary) is useful in
focusing the students’ attention on the spelling of the initial letters of
words. A variation for upper intermediate students or above which
forces them to think about whole words is for the teacher to ask a
question such as; "How many words would you expect to find in a
dictionary between each and earphones?’ and then to say “When you
have listed as many as you can, check with your dictionary.’

Dictation is an excellent technique for spelling practice, especially if
the dictation contains words which exemplify certain spelling rules
(and/or exceptions).

There are many alternatives to the traditional approach where the
teacher reads a paragraph or two to the learners. Students can try to
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write the words they hear on a tape or they can dictate to each other.
The technique known as running dictation (where individual students
go to the front of the room one by one and read a line of a poem, say,
which they then have to take back and dictate to their group) is ideal
for spelling practice, especially if the teacher has said that each group
will get points for the correct spelling of each and every word.

E‘—\ At lower levels, students can be given cards with letters written on

~ them and out of which they have to make words. The cards should not
only have individual letters on them (e.g. 4, &, ¢, etc.) but also digraphs,
trigraphs, and vowel + consonant combinations, e.g.

s U Nl N ~N 7 >\
gh| sp|tch|/lew|ay

Other games which can be used for spelling practice are:

* ‘noughts and crosses’ (or ‘tic-tac-toe’ as it is often called) where
students have to pick letter clusters from one of the nine squares
and make words with them. If they are successful, they can cover
that square with a nought (0) or a cross (X) in order to try and make
a three-square straight line.

= ‘secret codes’ where each letter is given a number (A =1, B = 2, etc.)
and students have to write messages to each other using numbers
which the receiving student has to decode back into letters.

* ‘backward spelling’ where the teacher or students spell words
backwards and then see who is the first person to guess the words.

Using punctuation correctly is an important skill. Many people judge the
quality of what is written not just on the content, the language, and the
writer’s handwriting but also on their use of punctuation. If capital letters,
commas, full stops, sentence and paragraph boundaries, etc. are not used
correctly, this can not only make a negative impression but can, of course,
also make a text difficult to understand.

Where writers are using e-mail communication, the need for accurate
punctuation (or spelling) does not seem to be so great. Features such as
capital letters and apostrophes are frequently left out. However, even e-mails
can sometimes be more formal or official and then such careless use of the
computer keyboard may make a poor impression.

It we want our students to be good writers in English we need to teach
them how to use punctuation conventions correctly (see Appendix A). This
means teaching aspects of the system from the very beginning so that by the
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time they have reached upper intermediate level, students can do a revision
exercise such as this one with ease:

C Check your punctuation

® Make sure you know the right punctuation symbols,
and when to use them. Complete the rules with the
right names.

brackets capitalletters colon comma fullstop
hyphen invertedcommas question mark
exclamation mark apostrophe

10

|
s @
«[
5l A
q-
g
: B

A

s

Symbol Use
N -

shows the end of

a sentence, and is also used after initials
(P.J. Proby) and abbreviations (etc.).

A

shows a short pause

that separates parts of a sentence, e.g. a
non-defining relative clause or words in st

show words that are

spoken (direct speech). They are also used
around titles of books o films, or a nickname.

show extra information

or an explanation which is not considered

essential,

is used when two

words are confracted, and fo show possession,

e.g. It's Jane's.
A

is used when two

words are joined together, e.g. some

compound nouns.
An

is used to show

surprise. It comes ot the end of a sentence and
is often used in dialogue.

A

(at the end of the

sentence) shows that a direct question is
being asked. It is also used in requests, e.g.
Could you bring me ... #

A :

tells you that

something is coming next, for example a list.

are used for the first

letter of a name, a

language, days of the week, months.

country, nafionality or

From English File: Upper Intermediate by Clive
Oxenden and Christina Latham-Koenig
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Here are some ideas for getting students to recognise aspects of
punctuation and be able to use them:

R Students at elementary level can study a collection of words and
identify which ones are written with capital letters, e.g.

Anita, and, apple, April, Argentina, art, Australian,
Andrew, act, at, in, island, I, ice, Iceland

They then work out why some words have capital letters and some do
not.

% Once students have had full stops, commas, and capital letters

explained to them, they can be asked to punctuate a short text such as
this:

they arrived in cambridge at one o’clock in the morning it
was cold with a bright moon making the river cam silver
andrew ran to the water’s edge angela hurrying to keep up
with him ran straight into him by mistake and pushed him
into the river

% Students can be shown a passage and asked to identify what
punctuation is used and why. The following example for intermediate
students shows a procedure for helping students to write direct
reported speech.

The teacher gives the students an extract like this one (preferably
from a book (reader) they are currently reading):

‘I'm sorry to keep you waiting,” a voice said. The speaker
was a short man with a smiling, round face and a beard.
‘My name’s Cabinda,’ he said. ‘Passport police.’

‘I can explain,” Monika said quickly. “My hair. It’s not
like the photograph. I know. I bought hair colour in South
Africa. I can wash it and show you.’

Cabinda looked carefully at Monika and then at the
photo. ‘No, that’s OK. | can see that it’s you,” Cabinda
said. ‘“There’s one more thing. You need a visa. It’s ten
dollars. You can pay the passport officer. Welcome to
Mozambique!’

From Duuie G by Phiip Prowse
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Copying

Students are then asked to punctuate the following lines of dialogue in
exactly the same way as the text (which they can refer to as they do the
exercise):

I'm sorry to keep you waiting a voice said My name’s
Cabinda he said Passport police

I can explain Monika said quickly My hair It's not like
the photograph I know I bought hair colour in South
Africa I can wash it and show you

No, that’s OK I can see that it’s you Cabinda said There’s
one more thing You need a visa It’s ten dollars You can
pay the passport officer Welcome to Mozambique

This activity asks them to look carefully at inverted commas,
exclamation marks, commas, and full stops.

When they have completed the activity and the teacher has checked
it through with them, they can be asked to answer the following
questions:

a) How do we show that someone is speaking?

b) When someone finishes speaking, where does the
comma go — before or after the inverted comma (’)?

c) Where do we put the exclamation mark (!) — before or
after the inverted comma (’)?

These three ways of dealing with punctuation (asking students to notice
something, asking them to punctuate something, and, combining the two,
asking them to explain how punctuation works) are highly effective
activities. Teachers can also emphasise punctuation by saying that for a
certain piece of homework they will only correct punctuation errors.

The copying activities we have looked at so far in this chapter have involved
copying single and ‘joined-up’ letters, copying words from a list, and
rewriting words in different columns. The intention in each case was to have
students learn how to form letters and words from a given model.

Quite apart from its potential for helping students to learn (as we have
seen with handwriting and spelling), copying is an important skill in real life
too. Some students, however, are not very good at it. In part this may be due
to an inability to notice key features of English spelling or to a general
difficulty with attention to detail. Matters are not helped by the computer:
the ability to copy and paste chunks of text into any document means that
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there is no need to take account of the ways the words themselves are
formed. Graeme Porte, who was working at the University of Granada in
Spain, found that some of his ‘underachieving’ students had grear difficulty
copying accurately when making notes or when answering exam questions,
for example. As a result he had these same students, under time pressure,
copy a straightforward text which was set out in fairly short lines. They
copied line by ling, but at any one time they covered the whole text apart
from the line they were working on. This meant that they could give their
whole concentration to that one line. Their ability to copy accurately
improved as a result of this activity.

Here are some other copying procedures designed both for learning
spelling and for encouraging accurate copying itself:

E Disguised word copying — when students had to rewrite animal
- names in three different columns (see page 46) they were in effect
engaged in a disguised form of word copying. There are many such
activities. We may give students a list of words randomly organised
which they then have to rewrite in alphabetical order. We may give
students a list of words they have recently met and ask them to write
down their five most favourite and five least favourite words from the
list. We can also give them sentences which they have to write in
appropriate boxes or columns, ¢.g.

Write the following sentences about mobile/cellular phones
in the correct columns.

My phone makes me feel safe.
People are alwavs ‘somewhere clse’.
People shout when they use them,
They are bad for your health.

They are very useful.

They're horrible.

Mabile phones are good Mobile phones are bad

Students can also be asked to label plans, maps, tables, and graphs with
a given list.

Of course many of these activities may have other uses (apart from
just copying practice, that is), but if students are encouraged to
concentrate on accurate copying this can only be helpful in fostering
their attention to detail.
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Copying from the board — teachers frequently get students to copy
things from the board, whether what they copy is a word, a list of
words, a diagram, a page number, a map, or an address. Very often,
however, students do not copy accuratel}n

It is worth drawing students’ attention to this by having occasional
sessions in which copying from the board is turned into a game or task
in its own right. The teacher can write up on the board words or
phrases with potentially difficult spellings (occur, necessary,
commitment, desperate, etc.). Students have exactly thirty seconds to
look at the words before the teacher rubs them off the board and the
students then have to try and write them correctly.

When students copy diagrams, addresses, etc. from the board they
can hand what they have written to a fellow student so that each
student’s work can be checked by someone else.

Making notes — there are many reasons why students have to take
notes. Sometimes, as we shall see in Chapter 5, it is a way of
generating ideas. Sometimes, as we shall see in Chapter 6, it is part of
a longer ‘process-writing’ sequence. But because note taking involves
copying, it is a useful activity for improving the skill itself. Teachers
can get students to read encyclopaedia entries about a country and
write down accurately as many place names as they can find. They can
read a text about a figure from history and write down the names of
the other people mentioned there. They can be sent to a computer
screen — without being allowed to use a printer — and told to find out
information on a certain topic, using only a pen and paper to collect as
much information as they can.

In all these activities 1t will be useful for the teacher to check the

notes to see if students have copied down information correctly. If they
have not done so, the teacher can indicate where the problem is and
then send the students back to the book or screen to correct their ‘mis-
copying.
Whisper writing — the spoken version of this game (often called
‘Chinese whispers’) involves students whispering a given sentence
down a line. The game is to see whether the sentence which emerges
at the end of the line is the same as the one that started the procedure.
The written version of this game begins with a student at one end of
the line being given a written sentence such as the following:

Alistair McDonald lives in Wymondham.

The student is allowed only half a minute or so to read the sentence
but is told that the spelling really matters. The sentence is then taken
away and the student has to write their version of it from memory.
They then show what they have written to the next student in the line
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who has only a short time to read it before the sentence is taken away.
The second student now writes their version and repeats the procedure
with the third student, and so on. The last student writes the sentence
on the board. The teacher then writes up the original sentence.

In order to stop students getting bored either before or after they
have written their version of the sentence, this game might be played
while they are involved in some other task, or two sentences might be
started from either end of the line. But at the very least whisper
writing demonstrates the difficulty and desirability of accurate

COPYINE.

Students need to learn and practise the art of putting words together in
well-formed sentences, paragraphs, and texts. One way of doing this is
parallel writing where students follow a written model, as the following
examples will show:

E\ Sentence production (elementary)
The most basic form of parallel writing is the kind of sentence writing
that is often used for grammar reinforcement. Students are given one
or two model sentences and then have to write similar sentences based
on information they are given or on their own thoughts.

In this lesson example, students are given information about a
particular character. They then see how this information can be
combined in sentences with and and but. They have to write similar
sentences about themselves.

Look at the following information about Carlos’ likes ()
and dislikes (X) and read the sentences which follow.

Carlos  Music: hip hop (), classical music (X)
Sport: football (), tennis (V)
Entertainment: films (/), clubs (v)
Food: spicy food (v'), raw fish (X)

He likes hip hop but he doesn’t like classical music.
He likes football and tennis.

He likes watching films and going out to clubs.

He likes spicy food but he doesn’t like raw fish.

Now write similar sentences saying what music, sport,
entertainment, and food you like. Use and and but.

E_ Paired sentences (intermediate)
" The following example asks students to look at how pronouns are used
in a text and then gets them to write pairs of sentences in which they
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use pronouns in the same way based on information they are given.
Students read the following story:

On the second of January 2003 Andrew Cooney became
the youngest person ever to walk to the South Pole. He is a
23-year-old scour leader. He telephoned his parents in
Britain at 7.59 p.m. to say that he had completed the
journey. It took two months.

“We were delighted,’ said his father Terry. “We're very proud
of him.” His mother Marilyn said that she was looking
forward to him coming home.

Mr Cooney relied on his parents at home. ‘“They were
great,” he told his brother lan. ‘I owe everything to them.’

They are then asked to say who or what the words he, Ais, it, we, she,
him, and they refer to in the text, and how they know. They discuss the
role of pronouns and possessives in avoiding repetition and in creating
cohesion. They then complete the following exercise:

Read the notes about round-the-world yachtswoman Ellen
MacArthur and write pairs of sentences for the two ideas in
each bullet point. The second sentence should start with
she, ber, he, his, it, they.

¢ Saved school dinner money for three years to buy small
boat — an eight-foot dinghy

* In 1994 Ellen sailed alone around Britain = 18 years old

* Trained with leading chronobiologist Claudio Stampi -
now can sleep for as little as 20 minutes at a time to
avoid being tired

® In 2000 was the youngest and fastest woman ever to
complete the Vendée Gﬁwhe solo round-the-world race -
she was 24

¢ Ellen’s boat was called Kingfisher — Kingfisher normally
has a crew of 11 people, not one

* 35,000 people w:{tcﬁed Ellen cross the finish line in
Western France — cheered when she arrived

¢ Ellen’s parents (Ken & Awvril) are teachers in Derbyshire,
England (there is no sea there) — very proud of their
daughter

Ellen’s parents and younger brother Fergus, 19, were at
the finishing line in France to greet her — Ellen’s father
got on board Kingfisher to embrace his daughter
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Examples: Ellen MacArthur saved her dinner money to
buy a boat. It was an 8-foot dinghy.
In 1994 she sailed around Britain. She was
only 18 years old.

Students can then go on to write a paragraph or short text about Ellen
MacArthur, using the ‘Andrew Cooney’ text as a model.

E Paragraph construction (elementary)
This example employs a ‘substitution-drill’ style of procedure to
encourage students to write a paragraph which is almost identical to
one they have just read. This is like a substitution drill in that new
vocabulary is used within a set pattern or patterns. Students read the

following paragraph:

William Shakespeare is England’s most famous
playwright. He was born in Stratford-on-Avon in 1564,
but lived a lot of his life in London. He wrote 37 plays
including Hamlet, Romeo and Juliet, Henry V, and
Twelfth Night. He died in Stratford-on-Avon in 1616.

After the teacher has made sure they have understood the information
about Shakespeare, students are given the following table of
information and asked to write a similar paragraph about Jane Austen:

Name: Jane Austen

Occupation: one of England’s most famous
writers

Date of birth: 1775

Place of birth: Steventon, Hampshire

Lived: Bath and Southampton (cities in the

south of the UK)

Examples of work:  six novels, including Emma and
Mansfield Park

Died: 1817, Winchester
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Controlled text construction (intermediate)

The logical organisation of ideas (coherence) applies not just to
paragraphs but to whole texts as well. In this example the students
focus on the genre of ‘report writing'. In Activity 1 they work out the
appropriate sequence for a report’s five elements. This raises their
awareness about a typical organisation for such a report. In Activity 2
they look at a particular language issue (linking words) before moving
on to Stages 1-3 to write a similar report to the one they first put in
sequence.

Wheele

Writing: A Report
Befre you start

V. Read these exizacts brom 8 report and pul thes in
tha fostect ordee.

Ay

Tharsr ate wennl penitive thing1

a} There ts a tealn skation ples & Tree car park.
Teals are requlir and in sxiftion thine i & feaguinnt
wrvice # weekendd ard ot beliday time.

) Theee is 2 good bes service from the main sqees
to sl party of the tows. The bus fames s abo quite
chwap,

) Thane ks & good bicyce track which rens by the

Ty nar wp, 0@ Do one Aond Lidford |5 an aktractive
town with good thops and suny plices of intewst.
Qi the other band, the locsl counciti reed te &

Mowepver, 1hese e many Ehings mhich could be

mprd

1) A main mad goes thetugh the Town cemtre. [
causes @ lot of traffic jarms an well as 2 lod of
woltistion.

) & lot of Baavy tmalfic comes. Becugh the (ows.
The lories damage the Wstoric balldings and they
are fangewan B,

€} Traffic gori rmund the muin squan bot it gos
fart the wiool snd thess have besn fatal acoidenas

recently.
d} Altsough thewe B @ bicyche back rear the rhve, it
Is dangerews to ride & bibe bn the cenire of town,

ot ook your snswers in the Writing iWelp 3

Linking

1. Fed these Enking words. in the report.

and, b, ithough, hewevt in sddition, plin, alse.
o thi s handfon the other hind, i well 5L 08y

Wihath do we i

#] 10 list basas?
b} o contrast ideas?

the you Hye, Foliow

the Fages below,

Stage 1

ik abscut the srea wihere pou loee. Make 4 Ind of the
and dr the

Bused, Brafns, Eicycled. carl, madh, pedeitrisn areas
£aF ik

e the infeemation by write & seport. Thind of how
things have ckanged in the Last few yran [eg. madi,
ey of can)

21 Wiitiag Help 3 (layout. vocabalary. Buking).

Stoge 3
Check your report.

flayout), poge 121, From Wm&m

Humhﬂdﬂmudﬁmm



4 = Nuts and balts

Parallé] writing, in this example, is the last stage in a sequence which
aims to raise the students’ awareness of how a particular text genre is
constructed before going on to ask them to imitate it.

Free text construction (elementary)

This final example uses the technique of parallel writing but it leaves
the students free to decide how closely they wish to follow the original
model. Instead of being bound by the layout and construction of the
original they use it as a springboard for their imagination.

Students first read the following story about Stig, a large Alsatian
dog:

Stig was a big Alsatian dog whe  Alsatian was following her along
a bit of . only centimetres away.
m.ﬂul ed with the Leif for his wife. When
_ hmiﬂﬂuﬁr ig was next fo
Hgiloadebe e b A2 b e B O T
was n the worst
flat. The Svenssons were also %hu took the little
worried that Stig was a danger to  girl's trousers in his teeth and
their ) daughter, started to walk slowly backwards
Mariette. : alo ﬁieledg.Sﬁg_ﬁrrindﬂ'he
Then one day something mﬂrdulbuk__m e open window and
extraordina ed. Leif led them both inside.

_ : ; Leif pul

Svensson walked into the bedroom ‘\Eg_ﬂnnmr Stig,’ said
and noticed that the window was Leif later, ‘He saved Mariette's life.
0 To his horror he saw that From now on we're going to feed
ariette was crawling the him the best steak money can buy!’
narrow ledge outside and Stig the

After reading the story and answering questions about it (and
discussing the story), students complete the following exercise:

Use the story of Stig the Alsatian to help you write a
magazine article about an animal. Use your imagination
or write a story which has been in the news recently.

Last winter a man and a woman were walking with
their dog near a lake. It was very cold and there was
ice on the lake. Suddenly the dog ran ...

Think about these questions.

What kind of animal was it?

Where did the story take place?

Who were the people and what were they doing?
What did the animal do?

What reward did it ger?

" & & ® @

From Smapsbot Elementary by Brian Abbs,

Ingrid Freebairn, and Chris Barker
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We are moving away from the tight control of much parallel writing;
instead, the students are being asked to write more creatively. The
material gives them some help by offering a possible story opening and
pointing them towards the content of what they will write with some
pertinent questions. The nuts and bolts of writing are largely taken for
granted and the students are encouraged to complete a ‘writing-for-
wriring’ activity.

Conclusions In this chapter we have:

* looked at the challenge that handwriting presents for some
students and shown ways of helping them to improve in this area.

» discussed why spelling is a problem for many students.

* looked at the relationship between spelling and sounds, and
between spelling and word formation (in the case of word roots
and affixation).

* shown a number of examples of activities to teach spelling.

= shown activities to help students to use English punctuation
correctly.

* discussed why and how copying should be used in the teaching of
writing.

* looked at various examples of parallel writing which can help
students to learn the nuts and bolts of various aspects of writing.

Looking ahead + In the next chapter we will look at ways of getting students to feel
comfortable with writing and to feel enthusiastic about it.

* In Chapter 6 we will concentrate on lesson sequences which
demonstrate the pedagogic value of both process writing and
genre-based text construction.

= In Chapter 7 we will consider how best to respond to student
writing, and in Chapter 8 we will consider how journal writing can
benefit both students and teachers.
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Begin at the beginning,’ the King said, very gravely, ‘and go on till you come
to the end: then stop.'
from ‘Alice’s Adventures in Wonderland’ by Lewis Carroll

Building confidence and enthusiasm
Instant writing

Collaborative writing

Writing to each other

What to do with ‘habit-building’ writing

Although some students are always happy to have a go at writing in
English, others can be less keen. This unwillingness may derive from
anxieties they have about their handwriting, their spelling, or their ability to
construct sentences and paragraphs. And if these insecurities are reinforced
because they are unable to complete writing tasks successfully, then the
students’ attitude to writing is likely to become more and more negative,

The students’ reluctance to write can also be because they rarely write
even in their own language, and so the activity feels alien. Another powerful
disincentive is the fear that they have ‘nothing to say’ — a common response
of many students when asked to write. Finally, writing just does not interest
some students; such people seem to be unwilling to invest the time and
effort that they think a writing task demands.

With students like this who lack familiarity or confidence with writing
(or indeed enthusiasm for it) we need to spend some time building the
writing habit — that is making students feel comfortable as writers in
English and so gaining their willing participation in more creative or
extended activities. This will involve choosing the right kinds of activity —
with appropriate levels of challenge — and providing them with enough
language and information to allow them to complete writing tasks
successfully.

Choosing writing tasks and activities

It is important that we choose writing activities which have a chance of
appealing to our students — and which have, if possible, some relevance for
them. Writing fairy stories might appeal to children but could fail to inspire
4 group of university students (though that is not necessarily the case, of
course, as we shall see on page 79).
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If we are lucky we will have a good idea of not only what kind of writing
students are likely to have to do in English in the future, but also what kind
of subjects and tasks they will enjoy — or have enjoyed in the past. This will
help us choose writing tasks either because students need them or because
they are likely to be motivated by them because the tasks are engaging in
themselves.

An engaging writing task is one that involves students not just
intellectually but emotionally as well; it amuses them, intrigues them, or
makes them feel good. When students are ‘switched on’ by engaging tasks
there is a good chance that some of their doubts about writing will
disappear.

What engages people may be different for different students, but clearly
the stimulus we provide (to encourage them to write) will make a difference.
Music, for example, can be used to awaken the students’ creativity, especially
if they respond particularly well to auditory input. Pictures can have the
same effect for those who are stimulated by visual input. Having students
write jointly on the board or swap papers around caters for those who
respond to kinaesthetic stimulation (to movement and physical activity).
Writing tasks can be initiated and conducted in a number of different ways,
in other words, and if we are to build the writing habit in the greatest
number of our students we need to be aware of the variety of tastes and
interests they have.

Except in the most goal-focused ESP classes, students are likely to
respond best to a wide variety of tasks, topics, and genres over a period of
time. Though we may want to revisit a writing genre — so that students can
apply what they learned first time round for this second try — we will want
to give students the widest range possible. Variety is as important in writing
tasks and the activities that go with them as it is for other areas of language
learning such as speaking, listening, and reading.

What students need

As we saw at the beginning of this chapter, there are many reasons why
students may not be confident or willing writers. In order to counteract
these potential problems we have to identify what our students need if they
are to have a reasonable chance of success:

* Information & task information — students need to have the necessary
information to complete the task. This means that they need to
understand clearly what we want them to do and they need, also, to be
absolutely clear about any of the topic detail that we give them. If we ask
them to respond to an invitation, for example (see page 36), they need to
have understood the details of the invitation, who they are writing to, and
what it is they are trying to achieve. If we ask them to write a poem, they
need to have a clear understanding of the topic(s) they will be dealing
with. If they are involved in a collaborative writing activity they need to
know what they are writing about, who writes what, and how the writing
sequence 1s going to progress.
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* Language - if students need specific language to complete a writing task
we need to give it to them (or help them to find it). This may involve
offering them phrases, parts of sentences, or words.

Of course there are times when we just get students to write ‘without
thinking', to provoke their use of all and any of the language they know.
But where a task depends on certain written formulae it would be
pointless not to offer these to the students.

* ldeas — teachers need to be able to suggest ideas to help students when
they get stuck. For some this may be just a word or two. For others we
may need to dictate a half sentence or even something more substantial,
One of the skills of a good writing teacher is to be able to throw out
suggestions without crowding out the individual students with too much
oppressive detail. In order to do this we have to be aware of which
students need more or less help and stimulation, especially where
students are working on their own rather than collaboratively (see
below).

* Patterns & schemes — one way of helping students to write, even when
they may think they do not have many ideas, is to give them a pattern or
a scheme to follow. In ‘worked-on’ writing this will frequently happen
when students first study a writing genre and then create their examples
of the same genre (e.g. "an advertisement’, ‘a postcard’, ‘a curriculum
vitae', etc.). Even with more instant writing, however, the students’ lives
will be made much easier if there is a pattern or scheme to follow. The
poetry activities we will look at in this chapter bear this out, as do some
of the collaborative writing procedures. In these cases students are given
a frame to write in and, while this may make the task less creatively free,
it does offer the writers support. It is often easier to write when
constrained than it is when there is nothing in front of you except for a
blank piece of paper or a blank screen.

When students are involved in the kind of process writing or genre-based
construction we talked about in the first two chapters of this book, the
identification of suitable topics and tasks and an analysis of what they need
to complete the tasks successfully are both absolutely vital. They are
important, too, for tasks which aim to build the writing habit — that is tasks
whose principal aim is to have students writing fluently and enthusiastically,
often with more spontaneity and less actual preparation than in process and
genre approaches. Two such areas of habit building are instant writing and
collaborative writing.

There are stages in any lesson where students can be asked to write on the
spot, without much in the way of preparation or warning; this is instant

Because instant writing is not part of a long writing process, it can be
used whenever the teacher feels it is appropriate. The tasks may each take
only ten or fifteen minutes or be even shorter; but a regular diet of such
tasks will boost students’ confidence, if they are appropriate, since each time
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they will have something worthwhile and interesting to show for their
efforts.

The following activities provide some examples of instant writing.

Sentence writing

As we have seen, students can be asked to write sentences either as language
reinforcement or in preparation for a forthcoming activity. The following
activities could also be used for such purposes, but their purpose here is to
make reluctant writers feel more comfortable and to remove the problems of
those who think they have nothing to say:

Dictating sentences for completion — a very simple way of getting
students to write creatively is to dictate part of a sentence which they
then have to complete about themselves. For example, we can dictate
the following:

"My favourite time of day is ..’

And students have to write the morning, or the evening, etc. This can be
extended of course. The teacher can say: ‘Now write one sentence
saying why you have chosen your time of day.’

Just about any incomplete sentence can be used in this way, as the
following examples demonstrate:

The one thing | would maost like to learn is how to ..."
The best film | have ever seen is ...’
'One of the most exciting things that has ever happened to me is ...'

Teachers can also dictate sentence frames (or write them up on the
board). If the topic is ‘animals’, we can say:

‘Although | like ..., I'm not very keen on ...'

Writing sentences — students can be asked to write two or three
sentences about a certain topic, For example, suppose students have
been working on the topic of ‘hopes and ambitions’, they can write
three sentences about how they would like their lives to change in the
future. If they are discussing education, they can write sentences about
why exams are a good thing or a bad thing. If they have been
discussing anti-social behaviour, the teacher can ask them to write
three don't sentences (e.g. Don't listen to loud music after eleven o'clock).

The weather forecast — at the beginning of the day the teacher asks
students to write about themselves and their day as if they were writing
a weather forecast: "‘What's the “weather” like now? Are you happy or
tired, listless or energetic? How are you likely to feel later on, in the
afternoon?’

Activities like this work extremely well for some students, because
they allow them to be creative in an amusing and thought-provoking
way.
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Sentence writing is one way of getting students to write quickly while at the
same time allowing them to write things that mean something to them
personally.

Using music

Music can be a very effective way to stimulate a writing activity since it
often provokes strong feelings and ideas. There is a universality about music
which means that much of it is easy for everyone to understand. You don't
have to be a musical expert for a piece of music to make you feel happy, or
sad, or wistful.

Choosing the right music is vitally important. Much of the best music
(for writing purposes) is instrumental. We don't want students to be
distracted by listening out for words. On the contrary, we want the music to
speak to them directly. We need music they can respond to. A lot of classical
music from around the world is very descriptive both in terms of mood and
also because composers, both past and present, have tried to describe events
and people with their compositions.

Among the many ways music can be used to stimulate instant writing are
the following:

;El! Words — one activity is to play a piece of music and have students
write down any words that come into their heads as they listen. Any
emotive piece of music will do for this, such as — in the Western
classical tradition — Mars: the god of war from Holst's The Planets,
Barber's Adagio for Strings. We can also use music from films such as
that in The Piano by Michael Nyman, in The Mission by Ennio
Morricone, or just about anything by John Williams.

When students have written down the words which the music has
suggested to them, they can share their words with the rest of the class
to see how others have reacted.

Y\ What is the composer describing? — a lot of music is written to
describe particular scenes or places. The piece Fltava by the Czech
composer Smetana describes a river. Rachmaninov’s Isle of the Dead
describes a bleak and desolate island. Vivaldi famously describes the
seasons. Maxwell Davies in his piece Highland Wedding describes a
drunken party with a dawn hangover. The music in The Lord of the
Rings by Howard Shore is highly descriptive.

Students are told that in the piece — or pieces — of music they are
about to hear the composer is trying to describe something specific. As
they listen to the music they should write down whatever they ‘hear’
in the music.

When they have finished they can read out what they have written
(or show it to their classmates). The teacher can then say what the
music was intended to describe.

This activity can be made more specific by the teacher asking for
example: “What animal is the music describing?' (Saint-Saéns’
Carnival of the Animals is useful for this.) “What kind of a person is the
composer writing about?' (e.g. Juliet in Prokofiev's Romeo and Juliet).
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‘How do you think the composer was feeling when he or she was
composing this?’ (The last movement of Tchaikovsky's Pathétique
symphony is useful for this.)

% Film scores — in this activity students listen to a piece of music and
then create the opening scenes for a film that the music suggests to
them — they should describe the scenes before the dialogue starts. They
can write in note form if they wish.

Film music can be used for this, but so too can any piece of
evocative music such as the third movement from Debussy’s string
quartet, slow saxophone music, solo violin or cello music by Bach, or
rock, trance, or folk music, for example.

Once again, when students have written the scene they imagined,
they can compare what they have written with their classmates.

% How does it make me feel? — teachers can play students musical
excerpts and get them to write their reactions as they listen. They can
be given prompts which will help them to do this, such as: “What
colour do you think the music is?' "Where would you most like to hear
it, and who would you like to have with you when you do?’

ﬁ Musical stories — students can write stories on the basis of music they
listen to. If the music conveys a strong atmosphere it will often spark
the students’ creativity and almost ‘tell’ them what to write.

One way of showing students this in an amusing way is for the
teacher to dictate the first line of a story (e.g. He turned and looked at
her). Students are told that they should continue the story when the
music starts. "The music will tell you what to write.' Students then hear
a piece of music which is particularly nostalgic, or sad, or frenetic, for
example.

The teacher tells students to turn their pieces of paper over and then
dictates the same sentence again. Once again students are told to write
the story based on some music, but this time a contrasting piece of
music is played.

When all students have written their two stories, they show them
to colleagues who then read out one of the stories. The class have to
decide which bit of music it was written to.

Teachers should use musical activities sparingly, for two reasons. First, the
activities mentioned here work best when they are unusual — something
which gives them their special quality and which, as a result, allows them to
provoke students’ creativity. Second, not all students can respond
immediately to music.

We need to be careful, also, not to play too long a piece of music.
Students may well get something out of an excerpt which lasts for between
two and three minutes but they may well lose interest in an excerpt which
goes on for much longer than that.
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Using pictures

Just as music can provoke creativity in students — especially those who are
particularly responsive to auditory stimuli — so too pictures work really well
as spurs to written production.

Pictures are often used to present situations for grammar and vocabulary
work. But their ability to transport students to different worlds means that
they can also be used to incite students to creative flights of fancy. As with
music, you don't need to speak the language of pictures in order to be
stimulated by them.

Among the many ways of using pictures for writing are the following:

,R Describing pictures — one way of getting students to write about
pictures is simply to ask them to write a description of one. If you give
them a complex picture and a time limit, they have to write quickly to
get down as much information as they can.

We can make the activity more engaging by asking students to
write a description for someone who is unable to see the picture, either
because they cannot get to see it or, perhaps, because they are blind.

When getting students to describe pictures we need to be sure they
have the vocabulary necessary for the task.

,l Suspects and objects — a variation on picture description is to give
students a variety of pictures and ask them to write about only one of
them. Students could be shown the pictures of the people below, for
example, and they have to write a description of one of them:

When they have written their descriptions, the pictures are put up
on the board. The students then give their description to another
student who has to identify which picture is being described and,
perhaps, stick the description under the correct picture.
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The same activity can be used with any pictures or photographs that
are similar to each other. Students can write descriptions of (pictures
of ) recovered stolen {:hJLLI:\, for mepIL. The class has to match the
descriptions with the objects.

Write the postcard — we can give students postcard scenes and then
ask them to write the postcard which they would expect to write to an
English-speaking friend from such a location.

Any holiday picture can be used for this activity. For example, we
might show students photos of people in holiday locations and then
ask them to write the postcard which those people would write.

Portraits — whether students are actually looking at portraits in a
gallery or see reproductions of them in a book or on the Internet, these
can be used for a number of stimulating writing tasks. Students can
write a letter to a portrait, asking the character questions about his or
her life and explaining why they are writing to them. Here are two
portm:tb (from the eighteenth and twenty-first centuries) which can
be used in this way:

-
5

The teacher will tell the students to study the portrait and think about
the person t]lt.}" see there. Do {hur |ut:-|c I'JEIPP}T or sad, extrovert or
introvert? When they have studied the portrait they will know what
kind of letter they want to write.

Other students can write back as if they were the character. As with
the original letter, they can get the clues they need by studying the
subject’s face, expression, clothes, and any actions they are doing.

We can also ask students 