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ABSTRACT

The standards of written literacy of teacher-education
students at Edith Cowan University are perceived by many
staff to be inadequate, The Faculty of Education’s
response to this perceived inadequacy is to carry out a
mandatory skills-based remedial writing programme for
students whose literacy competencies are judged +to be
deficient, The instrument used to assess the students’
literacy competencies is the English Skills Asseszment
test. The students' performances in the various skills
which the test purports to measure, =also determine the
area in which they are given remedial instruction if the
results of the test suggest this is necessary. However,
many Faculty of Education staff are concerned that there
are important conceptual, structural, and organisational
inadequacies in students’ writing which are not
identified by the English Skills Assessment test and,
therefore, are not attended to in remediation programmes

based on the results generated by this test.

This study was an evaluation of the remedial literacy
programme conducted by the Faculty of Education at Edith
Cowan University. The programme was evaluated from two
perspectives (a) a theoretical perspective and (b) a

practical perspective.

Firstly, +the study evaluated the procedures used by the
Faculty of Education to diagnose and remediate writing
difficulties among its first year student intake by
comparing the assumptions underlying those procedures to

the assumptions underlying a contemporary perspective of



writing and the teaching of writing. This comparison
revealed that not only were many of the procedures used
by the Faculty ineffectual, but alsoe some of the
procedures used had the potential to inhibit the literacy

development of its students.

Secondly, the study investigated whether the English
Skills Assessment test was able to identify {(a) all the
areas 1in which students experienced dJifficulties in
writing and (b)) the =students who were likely to
experience the difficulties., The performances of 426
first year primary and secondary teacher education
students attending the Mount Lawley Campus of the Edith
Cowan University in the English Skills Assessment test
were compared with their performances in a research-essay
assignment, carried out as a normal part of their course
work. The results of this aspect of the study reinforce
the findings of an earlier study (Holbrook & Bourke,
1989) which reported that the English Skills Assessment
test neither identified all the areas in which tertiary-
level students experience difficulty in their real
writing nor the students likely to experience
difficulties. This study shows that Holbrook and Bourke's
findings, which related to narrative text, alsc applied
when students wrote expository text. These results
challenge the wvalidity of the Faculty’s use of the
English Skills Assessment test as a means of identifying
students with writing problems and show that any remedial
writing programme based solely on the areas identified by

the test will have a limited impact on the development of

R e T



students’ written literacy,

In addition to the data originally sought for this study,
other information came to light which showed the
limitations of the way in which the Faculty
conceptualises students’ literacy needs. The emphasis of
this programme is diagnosis and remediation. This
conceptualisation has produced a literacy unit which 1is
peripheral to the mainstream academic programme and which
teaches the surface features of language in
decontextualised, skills~based lessons. As a
conseguence, the unit: (a) is accorded marginal status by
lecturers and students alike, (b} bears little
relationship to what is happening in other units of the
course, and {c} contributes 1little, 1if anything, to

students’ literacy development.

It is «clear from the findings of this study that the
Faculty of Educatior’s remedial literacy programme
contains serious flaws which cannot be rectified by
attempting to modify the existing programme, The study
concludes by recommending that the Faculty of Education
should abandon its existing programme, along with its
remedial emphasis, and institute a new programme designed
to cater for +the literacy needs of all its students.
That 1is, all incoming students should be required to
undertake a foundation unit which outlines the Faculty of
Education’s requirements and expectations of students,
and teaches them the structures and processes (reading,
writing, and thinking) required for successful learning

in Bachelor of Arts (Education) courses.
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CHAPTER 1

BACEKGROUND, STATEMENT OF THE PROBLEM, AND PURPOSE OF

THE STUDY

Background

Anecdotal evidence indicates that there is a perception,
among Faculty of Education staff at +the Edith Cowan
University, that the standards of written literacy of
many of its students are inadequate. Staff feel that
the school system has not adequately prepared students
for the literacy demands of a tertiary institution, The
view that schools have failed +to produce literate
students has widespread currency in the community. The
teaching of English has received considerable criticism
in the media because of the apparent inability of schools
to produce students who understand basic concepts in
English, such as: spelling, grammar, and punctuation

(Brandeth, 1988; Back to Basics, 1988; Brock, 1990},

The criticism levelled at schools has in turn been
blamed on the low-level literacy competencies of
teachers (Australian Education Council, 1990).
Statistics relating to tertiary entrance examination
gscores indicate that this perception of teachers may have
some veracity. A literacy problem may be manifest more
in the case of students enrclling in teacher education
courses than in other courses at tertiary institutions
because teacher education students have amongst the

lowest scoring-profiles in tertiary entrance examinations
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conducted throughout Australia (National Board of
Employment, Education and Training, 1990; Prichard,
1990}, The problem of relatively poorer credentials of
prospective teacher education students in comparison with
prospective students in other tertiary courses, 1is not
limited to Australia. Prospective students in teacher
education programmes in the United States reflect similar
characteristics. Consequently, staff of education
faculties have noted significant numbers of students with
serious problems in writing. The problems are of such a
magnitude that most of the faculties of education in
Universities in the United States either run across-the-
bocard literacy programmes for all incoming students or
run mandatory remedial writing programnmes for the
students diagnosed by the faculties as being at risk
{Duke, 1985; Schewebel, 1985; Carpenter and Johnson

19%0).

The gulf between the understandings of incoming
undergraduate teacher education students and the
requirements for successful academic learning is in all
probability higher at Edith Cowan University than at
other Western Australian Universities because of the
nature of its student intake. The students enrolling in
a Bachelor of Arts (Education) at this University have
the lowest scoring profile for their tertiary entrance
examination (TEE) scores of all the four tertiary
institutions offering teacher-education courses in
Western Australia (Higher Education in Western Australia:

A Status Report, 1989).
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Table 2.1 indicates that commencing students in the
Faculty of Education at Edith Cowan University have
significantly lower Tertiary Institutions Service Centre
{TISC) aggregates than commencing students in the
faculties of education at the other Western Australian
universities, The significance of the gap between Edith
Cowan University students and students at other
Universities is even greater than indicated by Table 2.1.
For example, an analysis of data related to student
enrolments shows that the bulk of Edith Cowan education
students have aggregate scoregs around the 40th percentile
whilst the bulk of Curtin education students have
aggregate scores around the 60th percentile (Higher

Education in Western Australia: A Status Report, 1989)

UNIVERSITY PROPORTION OF TOTAL

STUDENTS (%)

Edith Cowan 15
Curtin 24
Murdoch 56
UWA 88

Table 2.1: Proportion of commencing education
students in 1987 with a TISC aggregate within the

top 30% of all aggregates.

The concern shown by Faculty of Education staff at Edith
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Cowan University over the issue of literacy standards is
not new, In order to compensate for the perceived
inadequacies of the literacy standards of its students,
the Faculty has instituted various measures.
Initially, students experiencing language difficulties,
were 1identified by lecturers or by teachers with whom
students were placed on teaching practice, They were
then referred to remedial courses to deal with the
particular difficulties identified by the lecturers. Now
the School of Education administers a screening test to
all students in the first year of their Bachelor of Arts
(Education) course. Students, whose literacy skills are
considered to be deficient because of their test
performances, must attend sessions in a remedial writing

unit, Communications 0101 (COM0101).

The Problem

The written literacy standards of education students are
perceived by the Faculty of Education at Edith Cowan
University as being inadequate. The Faculty’s response
to this perceived inadequacy is to test the entire
student c¢chort using the English Skills Assessment
(ACER, 1982b) test., Students are selected for mandatory
remedial courses based on an ahalysis of their
performances in this test, The Faculty uses the English
Skills Assessment test to identify both the students it
believes require remediation and the areas in which they

requirz remediation.

However, many staff have expressed reservations about
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the Faculty’s use of the English Skills Assessment test
to screen students for possible written literacy problems
because this test measures the students’ performances in
only a limited range of writing-related skills!. Staff
are concerned that there are important structural and
organisational inadequacies in students' writing which
are not identified by the English Skills Assessment test
and, therefore, are not attended to in current

remediation programmes.

There 1is ample evidence, derived from the literature
pertaining to writing, which indicates that the task of
writing is far more complex than is suggested by the
writing related skills measured by the English 8kills
Assessment test, Not only are the aspects of writing
assessed by the English Skills Assessment test limited,
but it also appears from the literature that some of the
agspects of writing not assessed by the test represent
some of the major problems in students’ writing.
Nightingale (1588), Parry (1989), and Taylor &
Nightingale (1990) identified the lack of understanding
of the underlying content, and the structures and
organisational formats needed to express that
understanding, as being the problem rather than the
mechanics of tertiary students’ writing. This literature
supports the perception of Faculty of Education staff

that students' major writing problems are not only to do

1The test measures a gtudent's ability to detect and correct
errors in spelling, punctuation, sentence structure and usage.
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with surface features, such as, grammar, spelling, and

punctuation but also with the production of meaningful
and coherent text and casts doubt on the use of the
test as an adequate means of diagnosing students’ writing
difficulties. A study comparing the performances of 226
tertiary~level students in the English Assessment test
with their performances in the writing of a narrative was
carried out by Holbrook and Bourke (1989) at the
University of . Newcastle. The results of their study
showed +that the skills tested by the English Skills
Assessment did not identify all the areas in which
students experienced problems in their writing, e.g.,
paragraph construction and essay coherence. The study
also showed that the types of errors made by students 1in
the categories measured by the English Skills Assessment
test did not necessarily eguate to the kinds of errors
made by students in the same categories when writing a
narrative, e.g., students who performed poorly in the
spelling component of the English Skills Assessment test
did not necessarily manifest poor spelling in their

narrative writing.

In summary, the Faculty of Education perceives that the
literacy standards of some of the students enrolling in
its undergraduate courses are inadequate, However, a
problem exists because the Faculty's response to this
perceived inadequacy is to run a mandatory remedial
programme based on its analysis of students’ performances
in a test which (a) many lecturers believe to be
inadequate for the purposes for which it is wused, (b)
appears to be flawed from the perspective of writing

theory, and (c) the research evidence also shows may be
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inadequate for the tasks for which the test is used,
The rpose of e Stud

The English Skills Assessment test is an integral aspect
of the approach used by the Faculty of Education to meet
the literacy needs of its students. Given the criticisms
that have been levelled at the test, the general purpose
of this study was Lo investigate the Faculty’s diagnosis
and remediation éractices and to evaluate their
usefulness in centributing to students’ literacy

development.

To meet its general purpose, this study was planned to
achieve the following specific purposes:

1. To describe the Faculty of Education’s diagnosis and
remediation practices in relation to the literacy
standards of its incoming undergraduate students;

2, To identify and analyse the assumptions about writing
underlying the Faculty of Education'’s practices;

3. To evaluate the Faculty of Education’s assumptions by
comparing them to a perspective derived from a synthesis
of the literature pertairning to writing, the teaching of
writing and tertiary literacy;

4. To evaluate how useful the English Skills Assessment
test is in identifying (a) the crucial variables in
writing where students experience problems, and (b) the
students who are likely to experience writing
difficulties;

5, To design an alternative instrument to the English
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Skills Assessment test, for screening students which
more closely reflects the most important attributes of
tertiary, academic writing as identified in the current
literature;}
6. To evaluate the usefulness and practicality of the

alternative instrument.

Research Questions

These purposes were reformulated into general research
questions. Thus, the study was designed +to provide
information relative to nine general questions. In the
following section, the research questions are listed.
The manner in which the information, needed to answer

each of them was obtained, alsoc is cutlined.

Question 1

What are current concepts about the nature of writing?

Methods for collecting data. An extensive examination of

the relevant literature was carried out to establish a
perspective on the nature of writing and writing teaching

derived from a "state of the art” point of view,

Quegtion 2

What are the procedures used by the University to assess

and remediate student writing difficulties?

Methods for collecting data. The instrument used by the

University to assess students’ writing difficulties,

outlines for courses run by the University to remediate
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those difficulties, and course materials were obtained

and analysed.

Question 3

What are the assumptions about the nature of writing
underlying the procedures used by the University to

assess and remediate students® writing difficulties?

Methods for collecting data. The University's

conceptualization of writing was inferred from its
existing practices relating to the assessment and

remediation of students’ writing difficulties.

Question 4

What is the match between current concepts of writing and
the assumptions about the nature of writing underlying
the procedures used by the University to assess and

remediate students’ writing difficulties?

Methods for collecting data. The perspective on writing

derived from a synthesis of the literature was compared
with the perspective of writing inferred from the
University'’s practices. The comparison of these two
perspectives highlighted the inadequacies inherent in
the University’s perspective of writing. It also
suggested how the University’s perspective of writing
should be modified to reflect a more appropriate view of

writing.
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Question 5

What are the ec¢rucial wvariables which contribute to

successful academic writing?

Methods for collecting data. An extensive review of the

literature was be carried out to establish the factors
contributing to the cohesion and coherence of the text
types used by students in their writing for course-

related tasks.

Question 6

Does the English 8Skills Assessment test adequately
r1dentify all the wvariables where the breakdowns in

students' written texts can occur?

Methods for collecting data. The performances of

students in the English Skills Assessment test were
compared to their performances in an essay assignment
carried out as a normal part of their course load, to
agcertain if all the areas in which students experienced
problems in their "real"” writing tasks were identified by

the test.

Question 7

Does the English Skills Assessment test adequately
identify all the students who are likely to

experience problems in real writing situations?

Methods for collecti data. Students’ English Skills

Assessment test and essay writing performances were

A g SR
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compared to establish if the areas jdentified in the test
as problems areas are reflected in students’ real writing

performances.

Quesgtion 8

Does the evaluation of an essay-assignment task carried
out by students' as part of their course-work provide a
suitable alternative to the English Skills test as =a

means of diagnosing student writing problems?

Methods for collecting data. A comparison of the quality

and breadth of data supplied by analyses of students’
rerformances in an essay-assignment task with the quality
and breadth of the data supplied by analyses of students’
performances in the English Skills Assessment test and an
assessment of the practicality of the two forms of
assessment were used to determine suitability of the task
as an alternative means of assessing student writing

problems.

The Significance of the Study

The significance of the study is fourfold:

1. It has provided a conceptual framework within which
the writing needs of first year pre-service teachers can

be examined.

2. The study has generated data which allow the
relevance of the Paculty of Education’s current

assessment and remediation programme to be assessed.
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3. Some of the data needed by the University to produce
effective procedures for assessing and remediating the
difficulties experienced by students in their writing

have been provided by this study.

4, This study has provided data about student writing
which could form the basis from which a uniform set of
expectations for students’ writing could be developed in
the Faculty of Education. This set of expectations
could then be used to develop criteria for the setting
and marking of written assignments in all Bachelor of

Arts (Education) units.

Definition of Terms

Coherence

Coherence in writing is a global quality which arises from
the writer’s understanding of the content and her/his
systematic communication of that content to an audience
using organisational formats which meet her/his purpose

for writing and the needs of her/his audience.

Cohesion

Cohesion is an intersentential property of text in which
connections between ideas are created within and between

sentences to help make a sequence of sentences a text.

Macrogstructure

Macrostructures are the "higher-level semantic  or
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conceptual structures that organise the local
microstructures of discourse" (van Dijk, 1980, ©pV}.
Macrostructures are formed through the application of
macrorules {deletion/selection, generalisation and
construction) which "reduce and organise the more detailed
information of the microstructure of the text" (Kintsch &

van Dijk, 1978, p366).

Superordinate Framework

This term refers to the global organising framework of a
text, Different purposes for writing generate different
organising frameworks for texts. For example, the two
types of writing commonly used in tertiary institutions,
i.e., the essay and the report, have different frameworks

for organising the information contained within them.

High Literacy

This term refers to the linguistic and verbal abilities,
the literary standards and sophistication, and the moral
values and precepts appropriate to leaders of a society.
It represents the tradition for educating elites all over

the world (Resnick & Resnick, 1977}.

Low Literac

Mass education, according Resnick & Resnick (1977), grew
out of a "low literacy"” tradition. In the past, low
literacy referred to the minimum levels of reading needed

for religious practice, Low literacy now refers te the
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minimum levels of literacy required for people to function
in modern mass scociety and to be able to contribute to its

maintenance through work.

Surface Features

The apparent features of language as opposed to the
semantic content underlying those features. These include
grammar and the mechanics, i.e., sSpelling, punctuation,

sentence structure, and word usage.

Process-0Oriented Models of Writing

Process oriented models of writing describe the processes

used by expert writers to produce good writing. These
processes include planning, drafting, revising and
editing.

Cognitive Process Models of Writing

Cognitive process models of writing describe how the
interaction between an individual writer’s thought
processes and the context in which s/he 1is operating

regulate her/his writing.

Product-Oriented Models of Writing

Product-oriented models of writing are concerned with
correctness of form. Good writing is seen as a product of
a writer’s understanding and control over all the surface
features of writing. Teaching practices derived from
product-oriented models focus on teaching aspects of

writing in skills-based decontextualised lessons.
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Plan of the Study

There are two major parts in this study. The first part
analyses and evaluates the theoretical underpinnings of
the Faculty of Education’s remedial literacy programme.
The second part examines the usefulness of the English
Skills Assessment test as a means of identifying students
experiencing writing problems. Chapters 2 and 3 relate to
the first part of the study and Chapters 5 and 6 to the
second part of the study. The study is reported

according to the plan set out below,

Chapter 2 deals with empirical and theoretical work
related to writing and the +teaching of writing.
Cognitive process models of writing and the relationships
that exist among reading, writing and thinking are
discussed. This chapter concludes by proposing a set of
principles which are believed to underly the successful

teaching of academic writing,

Chapter 3 outlines how data pertaining to the diagnosis
and remediation procedures used by the Faculty of
Education at Edith Cowan University, were collected.
These data are reported and the assumptions underlying
them are deduced and described. These assumptions are

then compared to the principles proposed in Chapter 2.

Chapter 4 contains a theoretical discussion of coherence
and cohesion and outlines the characteristics of
successful academic writing. The characteristics

establizshed in this chapter form the basis for the
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development of a marking key which is used in the
investigations relating to the English Skills Assessment

test.

Chapter 5 is devoted to a description of the methodology
used to investigate the usefulness of the English Skills
Assessment test and a proposed assignment-essay

alternative.

Chapter 6 reports the findings of the investigation
of the English Skills assessment test and the proposed

alternative.

The last chapter, chapter 7, reports the overall
conclusions and recommendations for action that are drawn

from these.
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CHAPTER 2

REVIEW OF RELATED LITERATURE:

WRITING AND THE TEACHING OF WRITING

There are three elements in the literature dealing with
writing theory which are directly relevant to the first
part of the study:

1. Literature relating to the composing process.

2. Literature which explores the reading, writing,
thinking connection.

3. Literature which explores the relationship between
teaching students formal grammar and students’ writing

performances.
Literature Relating to the Composing Process

The purpose of reviewing the literature relating to the
composing process 1is twofold: (a}) to develop an
understanding of the nature of writing which is not
exclusively product-oriented but which views writing as
arising from the interaction of the four cognitive
processes of researching, planning, composing, and
reviewing within a specific context; and (b) to show the
relevance of this broad understanding of the nature of
writing to the diagnosis and remediation of the writing

problems of students at Edith Cowan University.
Literature on the Reading, Writing, Thinking Connection

The literature exploring the connections among reading,

writing, and thinking is reviewed to develop an
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understanding of the connections among reading, writing,
and thinking, and of the relevence of these connections

to the teaching of writing.

Literature on the Teaching of Grammar and Writing

Performance

The literature relating to grammar and writing
performance 1is reviewed to assist in the evaluation of
writing remediation procedures which focus on teaching
students the surface features of writing, such as

grammar, in decontextualised skills-based lessons.,

These three elements of the literature dealing with
writing theory are combined at the end of this chapter to
develop a set of principles which underpin a contemporary
perspective on the teaching of writing., These principles
are subseguently applied in Chapter 3 to evaluate the
principles underlying the procedures used by the Faculty
of Education at Edith Cowan University to assess and
remediate students identified as having difficulties with

written language.

The Nature of Writing: The Composing Process

Introduction

Cognitive process models of writing have made two
important contributions to the development of writing
theory. Firstly, along with other process models,
cognitive process models have produced a shift from a

product orientation in which writing is examined and
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taught in isolation to an orientation which
contextualises writing and highlights the importance of
the cognitive processes involved. Secondly, the
methodology used +to gather data for cognitive process
models has highlighted the differences between expert and
novice writers’ understanding of the nature of writing
and the differences in their control over the processes
invelved in successful writing. These differences have
important implications for the kinds of understandings
and processes that need fo be taught and developed in

programmes designed to improve students’ writing.

The purpose of this section is to: (a) survey some of the
major developments over the last decade in cognitive
process theories of writing, (b) evaluate their strengths
and weaknesses on the basis of conceptual and
methodological considerations, (c¢) propose a model of
writing which capitalises on the strengths of existing
theory and eliminates any major weaknesses that have been
identified, and (d} show the relevance of this model to
the diagnosis and remediation of the writing problems of

Faculty of Education students at Edith Cowan University.

Cognitive Procegss Models of Writing

One o¢of the most influential developments in the last
decade of research into writing has been the Hayes and
Flower cognitive process model of writing as shown in
Figure 2.1 (Hayes and Flower, 1980, 1983; Flower and
Hayes, 1981). Data for this model were provided by think-

aloud protocols as writers worked. These protocols
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consisted of writers’ descriptions, transcribed from tape
recordings, of what was going on in their minds while
they were carrying out the various tasks associated with
writing. Hayes and Flower developed, from a synthesis
of the information gained from the writers’ descriptions,
a model which isolates three major variables in the task
of writing. These three major variables are (a) the task

environment, (b) the writer’s long-term memory, and (c)

writing processes.

Figure 2.1

Hayes _and Flower Cognitive Process Model for Writing

TASK ENVIRONMENT
THE RHETORICAL TEXT
PROBLEM PRODUCED
Topic SO FAR
Audiance
Exigency
- WRIYING PROCESSES
T-II_-IEF‘.\;I'Iﬁ.'II;I'EE"I:O?;1 IQONG- PLANNING TRANSLATING! | REVIEWING
L} o IOrganisingI Evaluating |
Knowledge of (a) topic, ’g
(b} |?uv:hemccsn, and (c) Q Goal
writing plans. i | 3 Set?ing Revising
: $ :

MONITOR

(Flower & Hayes, 1981)
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The Task Environment

The task environment includes all factors outside of
writers which affect their writing, e.g., the nature of
the writing task set, +the text as it evolves, writing

tools, and sources of information to be used in writing.

Writer's lLong-~-Term Memory

The writer’s long-term memory includes knowledge about
the topic, audience, writing strategies, and writing

processes,

Kriting Processes

Within the task of writing, Flower & Hayes describe
three major processes which they regard as specific to
writing: planning, translating, and reviewing. They also
believe that a writer’s store of knowledge and her/his
interpretation of +task demands, guide and control

{monitor)} these three processes.

Planning

Planning refers to the process of working out preliminary
decisions about purpose, major ideas, and organising
strategies, Hayes and Flower divide planning inteo three

sub-processes:

Getting ideas. This includes accessing information in

the long-term memory or gaining ideas from sources.

Organizing. This involves giving a meaningful structure

to the ideas which, in turn, may result in more new ideas.
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Goal setting. This includes setting a purpose for
writing, defining the writing task, and generating and

revising goals and sub-goals for the text.

Translating

Translating involves turning ideas into written language,
and is subject to constraints of linguistic form, e.g.,
spelling, syntax, and other constraints such as

organisation by time and/or logic.

Reviewin

Reviewing is the process of going back over the text and
invelves two sub-processes:

(a} Evaluating. This involves judging outcomes at the
planning or translating stage against task requirements.
{b) Revising, This involves making changes +to the
products of the mental processes of writing, e.g., text,

goals, or ideas.

Monitoring

Monitoring is the complex executive process that oversees
writing processes and allows the writer, for example, to
decide when to move from one process to another, e.g.,

when to stop translating and to start reviewing.

Differences between Novice and Expert Writers

According to Hayes and Flower (1983), the chief
distinction between novice and expert writers is the kind

of prose they produce. Their researches have led them to
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conclude that novice writers produce mainly writer-based
progse and expert writers produce mainly reader-based

prose,

Writer-based prose is produced in a linear non-reflective
fashion. The focus of writer-based prose is on the text
in isolation. Novice writers tend to be tied to the
topic and 1less concerned with the needs of their
audience. Bereiter and Scardamalia (1983; 1985) describe
writer-based prose as a "knowledge-telling” strategy
which invelves the presenting of ideas by recapitulating
their development in the mind of the author. However,
writer-based prose, whilst it may be a useful step in
producing a first draft, does not communicate well with
a reader, Writer-based prose is characterised by
ambiguous referents, words with special meanings to the
writer that are not made precise to the reader, and a

lack of a hierarchical organisation.

In contrast, the focus of reader-based prose is on the
text in relation to its intended audience. Expert writers
are far more concerned than novice writers with finding
effective means of conveying their messages to their

readers.

Hayes and Flower (1983} suggest that one of the major
problems that novice writers experience is difficulty in
converting writer-based prose into reader-based prose.
Stein (1985) argues that this problem arises because

writing for an audience cannot really proceed until



36
writers have constructed a meaningful representation of
the content for themselves. She believes that novice
writers not only lack structures for organising writing
but also lack structures for organising their thinking
which would permit them able to assimilate and understand

the content.

As well as differing in the kinds of prose they produce,
expert writers differ from novice writers in their
composing processes, i.e., they have better and more
sound procedures for getting their ideas down on paper.
Expert writers differ from novice writers in the three
components of the writing process described in the Hayes

and Flower model.

Planning. Novice writers have difficulty in finding a
focus for their writing. As a consequence, once they have
generated their ideas they have problems organizing them.
Their texts and text-production processes reveal little
evidence of pre-planning. Explicit writing goals are
rarely set, and if set, are rarely revised (Perl, 1979).
In contrast, the think aloud protocols of skilled writers
include reflective statements on goals, anticipations of
difficulties, conflicts between alternate schemes and sco
on (Hayes & Flower, 1983). In their research into the
processes used by writers when composing from sources,
Spivey and King (1989) found that time spent on planning
and the elaborateness of students’ written plans were
highly correlated with the quality of the written reports

they had produced.
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Translating. Novices create text in order of recall,
paying little attention to their potential effect on the
reader. They also overemphasise correcting any spelling,
grammatical, or word-choice errors during the text

generation process (Hayes & Flower, 1980},

Revising. Novice and expert writers exhihit different
revising behaviours. Expert writers focus on content and
novice writers focus on surface form. Novice writers
have 1limited wunderstanding of text structure and have
difficulty in finding the higher order organisational
parts of text when reading. The novice writer's mental
representation of the text is often limited to the text
itself, unlike the skilled writer, who thinks in terms of
gist, goals, organisational structure, and content. As a
consequence of their limited understanding of text
structure, novices rarely reorganise higher level text
into organisational structures such as paragraphs, They
restrict their revisions to local mechanical corrections,
e.g., word/phrase substitutions and deletions rather
than macrostructural changes (de Beaugrande, 1984; Flower

et al., 1988).

Monitoring. Novices have difficulty in assessing their

problems, and lack access to techniques and methods for
overcoming and managing them. Bereiter and Scardamalia
(1985) and Stein (1985) suggest that an important barrier
to the development of novice writers’ competence is the
lack of an executive structure for applying evaluative,

diagnostic and remedial strategies,
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The Advantages of Cognitive Process Models

In summary, the work of Hayes and Flower, Bereiter and
Scardamalia, and others with cognitive process models of
writing have made two important contributions to the
understanding of writing. Firstly, cognitive process
models show a range of complexities involved in the
production of a written text which are not shown by
product-oriented models, The relevance of the cognitive
process models to the diagnosis and remediation of
writing difficulties 1is that they highlight the areas
where problems can occur for students in their writing
which can contribute to a breakdown in their texts. A
product-oriented approach to writing highlights the
symptoms and not the causes of writing failure. The
subsequent treatment of symptoms, based on a product
approach to the diagnosis and remediation of writing
difficulties, may not necessarily attend to the causes
of writing failure nor even identify them. Secondly,
the think-aloud protocols used by the researchers have
highlighted the differences between novice and expert
writers in their understanding and control over the
processes involved in writing. The latter has important
implications for the teaching of writing particularly +to
students experiencing difficulties. The resolution to
some of these difficulties may well 1lie in teaching

students the behaviours of expert writers.
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Criticisms of Cognitive Process Models of Writing
In spite of these two important contributions to the
development of an understanding of the nature of writing
and the nature of writing problems, c¢ognitive models of
writing have been criticised on both theoretical and

methodological grounds.

Theoretical Criticisms

The theoretical base of cognitive process models of
writing has been criticised for underplaying the place of

audience and content in the writing process.

Audience. Nystrand (1989, p.70) argues that cognitive
models of writing depict writers "as solitary individuals
struggling mainly with their thoughts". He ©believes
that, whilst "audience"” has been viewed as a relevant
constraint by some cognitive composition theorists,
audience has not usually been seen as central to the
writing pProcess. An important assumption of writing
theory is that writing differs significantly from speech
a8 writers, unlike speakers, cannot interact with their
audience, Writers do not have access to yawns, raised
eyebrows, or other conversational cues. They must rely on
the text itself to sustain their intentions. Nystrand
(1989) cites two theorists, Kroll and Olson, who argue
that learning to write requires learning to produce
"autonomous" texts that somehow have meaning independent

of the writers’ interaction with readers.

However, Nystrand (1989) believes that all language,
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including writing, is inherently interactive and social.
He argues that writers do not produce texts in isolation
but are members of discourse communities which establish
parameters within which writers work. He views a text as
a communicative event rather than just a logical form.
Thus, the structure of any text is open to analysis only
insofar as the contexts of its production and reception
are taken into consideration. The shape and direction of
written discourse are established by writers balancing
their own purposes and intentions with the expectations
and needs of their readers. Nystrand concludes by
postulating that one of the functions of the monitor in
Flower and Hayes composing process is to ensure that
texts are mediums of communication which take into

account writers' purposes and readers’ needs and effects,

Content. Cognitive process models have also been
criticised for underplaying the importance of content.
Stein (1985) examines the role of three different kinds
of knowledge in the composing process. She identifies

these as,

"knowledge about the goals of composing,
knowledge about the different discourse forms,
and knowledge about the belief systems of

different audiences" (p.247).

She alsc believes that there is a further type of
knowledge that has rarely been discussed in the
literature. This is the knowledge of specific domains -

or discipline or topic knowledge. She argues that a lack
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of information in any of these areas might preclude the
production of coherent texts. Stein contends that
process approaches based on the work of Flower and Hayes
have not provided explicit descriptions of how knowledge
interacts with processing strategies or exactly what
types of knowledge are necessary to construct written

texts.

Stein (1985) and Landis (1990} claim that researchers and
teachers, adopting a process approach to writing, often
believe that writers have acquired most of the necessary
topic knowledge needed to complete the writing task. As
a result, difficulties in writing have been attributed to
the lack of strategies necessary to translate conceptual
ideas into verbal form. Stein, however, believes that
many writing difficulties arise from a lack of specific
content knowledge. Stein (1985) cites her own research
and the work of Bransford and others all of which show
that differences, amongst writers on a topic, are more
likely to arise because of varying degrees of familiarity
with the topic rather than differences in strategic or
organising processes, Stein believes that content
knowledge is probably the most essential knowledge to
the production of discourse, Without knowledge about a
particular topic and without access to information about

specific events, writing "cannot proceed" (p.247).

Whilst content knowledge is important for writing to be
able to "proceed", Baker's (1979) research indicates

that good writing also requires an understanding of that
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content. She reports that adults are not able to either
abstract important information or write cogent summaries
of texts when they have difficulty in understanding the

subject matter described in a text.

Stein and Baker acknowledge that process is important in
understanding composing behaviour. However, they show
that process is not content free, and access to
different content domains changes the type and quality of
the process used during both comprehension and
composition, Thus, if knowledge acquisition and
integration are ignored .n favour of teaching isolated
skills or generic strategies, there is a danger that the
skills and strategies will not transfer. Peters (1990}
believes that the acquisition of knowledge ocught not
be divorced from the process or strategies in the

teaching of writing.

Methodological Criticisms

The methodology used in the research which gave rise to
the cognitive process models for writing has also
attracted criticism. The validity of think-aloud
protocols, involving subjects self-reporting, has been
questioned and the lack of adequate definitions for the
components of the cognitive process model have been

criticised.

Think-aloud protocols. Bereiter and Scardamalia (1985)

gquestion the reliability of the self-reporting procedures

used by Flower and Hayes for getting at writers' mental
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processes during composition, They believe that self-
reports give only a limited picture of what goes on in
the mind of writers. They also point to evidence which
indicates that self-reporting alters the processes it

purports to describe.

Conceptual ambiguities. Stotsky (1990) levels a general
criticism at all cognitive process researchers for the
"conceptual ambiguities” contained within their research.
She believes that many of +the theoretical constructs
contained within, for example, the Flower and Hayes model
have not been adequately defined. She surveyed the
various definitions that researchers have given '"plans",
"goals”, and "strategies" over the last decade and finds
that they are "conceptually and practically
indistinguishable from each other" (1990, p.43). She
argues that the key elements of a particular phenomenon
must be distinguishable from each other in a consistent
way in order to determine correlations or causal
relationships among them. Using the example of planning,
Stotsky shows examples from the work of Flower and Hayes,
Scardamalia, and others in which the definition of
planning moves from concrete artifacts such as notes and
outlines to mental constructs. Sometimes aspects, such
as notes, are sSeen as & positive indicator at other times
a3 a hindrance. She believes that inadequate definitions
have weakened the explanatory power of cognitive process
models of writing. As consequence, she states that

research and the development of knowledge in the field of
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writing have been hindered as differing definitions have
made it difficult to compare results across studies.
She alsc claims that some individual studies may have

been invalidated.

Stotsky (1990) believes that one of the reasons that
researchers have had problems defining planning is
because the nature of planning changes according to the
writing task. Thus, while many school-level writing
tasks may only require a brief mental plan, a tertiary-
level research essay may require extensive searching,
finding a focus, notetaking, categorizing, organizing,
re-categorising, and reorganizing. Stotsky proposes that
a conceptual difference should be made between the
writing process and the research process to distinguish
between the nature of the planning (largely mental)
required by short, impromptu essays and the nature of the
search process required by the research-based essays in
tertiary institutions. Stotsky suggests that present
theories on writing process need to be extended to
include, as part of that process, the development of the
underlying content understanding, through internal verbal
thinking or through notetaking, outlining, scribbling,

talking to others and so on.

Cognition and Context: Hayes and Flower Revisited

Flower (1989a) acknowledges that, although the Hayes/
Flower Cognitive Process Model suggested places where the
social and contextual knowledge operate within the

cognitive framework, it failed to account for how the
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situation within which the writer operates may shape
composing. She posits the notion that cognition and
context "may in a sense construct one another” (p. 287)
and derives, from this notion, a more interactive model
based on two principles: {(a) cultural and social context
can provide direct cues to cognition, and (b) context is
mediated by individual cognition. Therefore, a writer’s
intent or purpose for writing is shaped by the
interaction of individual cognition and +the contexts

within which the individual is operating.

Context Cues Cognition

Past experiences form a context which provide the writer
with prior knowledge, assumptions and expectations.
Context can cue action by selectively tapping prior
knowledge and triggering specific processes which can
influence a writer's goals, criteria, and strategies.
Context also sets the criteria by which a text or
writer's thinking processes are monitored and evaluated.

(Flower, 198%a, 19889b)

Cognition Mediates Context

Context is a source of signs, not a program for action.
Each student’s representation of a writing task is, to a
certain extent, idiosyncratic, The fact that context is
mediated by cognition is evidenced in students’ responses
to assignment tasks in that a group of students will
usually produce a variety of responses to a common

writing task (Flower, 198%a, 19889b).
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Interaction between Cognition and Context

Purpose in writing according to Flower 1is always
constrained {bounded), whether by cultural assumptions,
the demands of the job or the specifications of an
assignment. However, writers still have two critical
choices: they can choose to make some of +the given
purposes their own or they can choose to ignore given

purposes (Flower, 198%a, 198%b).

The Importance of Context in Developing an Understanding

of Student Literacy

The notion of context cuing cognition has important
implications for understanding students’ writing
problems. The discussion, thus far, has focused on the
strengths and weaknesses writers bring to the writing
process. It has not considered how the context in which
writers are operating may be contributing to their
writing problems. Various writers (Taylor, 1978; Meyer,
1988; Ballard & Clanchy, 1988; Clanchy, 1985; 1990} have
suggested that some of the reasons for students’ poor
performances in course-related writing tasks may be found

in the context in which the students are operating.

One of +the aspects of the context in which students
operate which c¢an act as an inhibiter to students’
literacy development is lecturers' expectations. Donald
(1988) and Meyer (1988) point out that many lecturers

expect that students, who have been accepted into a
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university, have or ought to have the understandings that
will enable them to succeed. Three understandings, which
lecturers commonly believe students have, are (a} an
understanaing of the purpose of academic writing
{Donald, 1988; Clanchy, 1990}, (b} an understanding of
the relevant forms of academic writing (Ballard & Clanchy
1988), and (¢} an understanding of the language used to
frame assignment questions (Clanchy, 1985; Meyer, 1988}).
However, Donald (1988) and Meyer (1988) argue that there
is a serious mismatch between the lecturers’ expectations
of students’ competencies and their actual competencies.
According +to Donald (1988} and Meyer (1988}, students,
guided by their high school experiences where writing is
used to explore ideas rather than to communicate, enter
university with significant misconceptions about the
purpose of academic writing. Incoming students are also
largely ignorant of the forms of academic writing. The
language used to define writing tasks, such as, argue and
compare, are often misunderstood by students because
their common sense interpretations of these words do not
match their meaning in the context of an academic
assignment qQuestion. The latter problem is compounded,
according to Clanchy (1985), as expectations for written
assignments are rarely made explicit and the assignment

questions themselves are often unclear and ambiguous.

As a consequence of lecturers’ expectations of students’
competencies, +the teaching of understandings that would
greatly enhance the students’ potential to write

successfully in an academic environment is haphazard or
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non-existent. The value of cognitive process models, in
comparisen to product-oriented models, is that they show
that an adequate resclution of the problems faced by
students in their academic writing may need to deal with
the students’ understanding of the requirements of
context in which they are operating as well as the
superficial, mechanical features of written language.
The fact that +the former is often wunclear and not
explicitly taught can impede students’ literacy

development,

A Contemporary Perspective of the Nature of Writing

4 synthesis of recent literature pertaining to writing
indicates a need to go far beyond a conceptualization
which views writing as simply a product., To derive an
adequate understanding of the causes of writing problems,
as they are manifested in the product, requires an
examination of the processes involved in the production
of that text. An analysis of a student’s written text,
may reveal a particular problem, for exémple, the lack of
an appropriate introduction which sets the context for
an essay. However, the causes of this problem may be
many . The problem may arise from the student’s lack of
understanding of the structure of an essay, or the
student may not have synthesized the relevant background
material sufficiently to enable her/him to write an
appropriate introduction, or the student may have
ﬁisinterpreted the nature of the task either by

misinterpreting the assignment question or by
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misinterpreting the expectations of the marker, and so

on.

To overcome the limitations of product oriented models, a
model cutlining the processes involved in writing essays
at university has been developed from the current
literature. The development of appropriate writing
remediation procedures which meet the needs of students
requires a conceptualization of writing which includes
the processes involved in writing. Process factors are
important because breakdowns in different components of
the writing process may manifest themselves as similar
problems in students’ essays, however, the different
causes for these problems are likely to require quite
different methods of remediation. A range of
possibilities may be inferred from the essay as to where
or why the breakdown may have occurred but the reason for
breakdown cannot be pinpointed without analysing the

processes used by the writer.

The process model for university research assignment
writing (see figure 2.2) has been derived from the
cognitive process model of writing proposed by Flower and
Hayes (1981). However, the derivative model takes into
account the criticism advanced by Nystrand (1989), that
cognitive process models underplay the importance of
context and audience and adopts the later theoretical
refinements suggested by Flower {1989a). It also
acknowledges the importance, suggested by Stotsky (1990),

of the researching process as part of University writing.
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Finally, it accepts the view that written language is a
means of developing +thinking rather than a product
(Tierney, Soter, O’Flahavan, & McGinley, 1989; McGinley &
Tierney, 1989; Stein, 1989b}. According to this view,
there is no dichotomy between process and product or
rlanning and composing. All these are seen as part of a
process where thinking is extended and/or refined by the
goal-directed activity of writing. Writing can play a
particularly important part in +the development of
thinking about a topic as writing allows the exploration
and re-examination of ideas. The organising process
involved in writing also allows writers to make
meaningful connectioné between items of information
within the topic through the creation of

superordinate/subordinate categories.

The ©process model for research-assignment writing at
Edith Cowan University developed from the literature
consists of four major components: ({(a) the general
University environment, (b} the specific task
environment, (c) the writer’s long-term memory, and {(d)}

the components of searching/writing processes,

General University Environment

The Edith Cowan University assesasment system forms a
context which affects the way in which University
students respond to the writing tasks they are set.
Students’ performances in research writing tasks are

assessed and their performances are scored or quantified.
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The scorel given indicates whether students have passed
or failed, and how well students have passed. However,
the effect of the University assessment system is

mediated by the motivation of individual students towards

assessment, Some students are satisfied with just
passing their assignments. Other students aspire to
achieving A'’s and B's. The levels of students’

agpirations will affect the time and energy they put into

the researching/writing process.

Specific Task Environment

There are a number of elements within the specific task

environment.

The nature of the assignment. What is the topic of

the assignment? What kind of response is the assignment

seeking?

The audience. Who is the lecturer marking the

topic? What are her/his needs and demands?

The evolving text. The eveolving text orens or closes

options that control how a text may proceed according to

1Letter.grades are given as follows:
A (B0% - 100% of the total possible mark) indicates a

distinction.

B (70% to 79% of the total possible mark) indicates a
credit.

C+ (60% - 69% of the total possible mark) indicates a
pass,

C (50% - 59% of the total possible mark) indicates a
pass,

N ( <49% of the total possible mark) indicates a
failure

The letter grades A and B are given to 35% of the
atudents with the provisc that there must be more A’s
than B’s.
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a vast array linguistic and rhetorical conventions. For
example, e topic sentence serves to limit and refine a

paragraph’s possibilities.

The resources and tools, This includes the resources
that are available to writers, e.g., books and other
reference materials, computer data bases, lecturers,

and other students. It also includes the tools that are
available to writers, e.g., example, computers and word

Processors.

Writer's Long-Term Memory

Within the writer’s long term memory, there is
information about content, audiences, and discourse
forms.,

Researching/Writing Processes

There are five major processes (see figure 2.2) within

this area:

Researching. This involves the initial interpretation of
the task, the preliminary setting of goals, and the
retrieval of relevant information from +the long-term
memory. It also involves the search for information
through, viewing, reading, discussion, and gquestioning.
At the same time thinking, diagramming, listing, and

notetaking are taking place.

Planning. Planning involves the reinterpretation of the
task and goals based on data gathered. Relevant

information from the long-term memory together with



54

externalisations of thought in the form of notes 1is
organised. Organization invelves classifying, creating
hierarchies, ordering by time and/or logic. Frameworks

for composing a response to the assignment are generated.

Composing. In compcsing, data from various sources, such
as memory and notes, are turned into meaningful written

discourse to meet the purposes set by the assignment

specifications and by the writer,

Reviewing. Reviewing involves the writer in the
systematic examination of the text. The aim of reviewing
is to improve the quality of the text. The text is read
and evaluated against the standards set by the writers'
interpretation of the response required by the assignment
and is also evaluated in terms of the achievement of any
special goals sgset by the writers for themselves.
Reviewing involves both revision and editing. Revision
involves the changing of the text by deleting
extraneous material and elaborating on important points
that have been addressed toco briefly or where the meaning
is unclear. It &lso includes reorganizing text and
providing 1links to enable the writer’s message to be
communicated clearly to the intendgd audience, Editing
involves changes to the surface structure of the text

involving spelling, syntax and word choice.

Monitoring. Monitoring is the process by which writers
menitor their progress within the overall task,

identifying Problems and refining goals to neet
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exigencies as they develop or become apparent. For
example, a writer becomes aware that s/he has
insufficient information to justify a particular point of
view that is emerging from her/his writing so s/he may
decide either to carry out further research to discover
the additional information needed or change the emphasis

of his/her writing.

Limitations_of the Process Model for University Writing

It must be emphasised that the model proposed is not
meant to represent a staged view of writing in which
writers work through the various components of the
researching/writing process in a linear fashion. Expert
writers do not apply the five major processes involved
writing in a strictly linear fashion. Many good writers
employ a recursive, non-linear approach, e.g., writing a
draft may be interrupted by more planning, and revision
may lead to reformulation, with a great deal of recycling
to earlier stages. The manner in which the model has
been represented may appear incongruent with a holistic
conceptualisation which views writing as an extension
and refinement of a writer's thinking. However, it is
useful to break the model up into a number of processes
to highlight particular needs of writers which would not
be shown in a holistic representation of writing. The
model shows the components involved in the process of
essay writing where breakdowns can occur. If the area
where a breakdown has occurred can be identified then it

is possible to teach/model to students appropriate
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strategies which can improve their writing, e.g., the
explicit teaching of strategies for collecting data,
planning devices, strategies for revising and editing,
and so on. The model also demonstrates how the nature of
the task, as perceived by the writer, can influence both
the research and the composing processes, The former
influences the selection of the materials to be reviewed
and the latter involves the writer fulfilling the
implicit and the explicit expectations of the audience,

i.e., in the cagse of University assignments, the marker.

The Cognitive Process Model and Content

Stein’s (1985) criticism of cognitive process models of
writing for underplaying the importance of content has
not been addressed within the proposed model. The
resolution to Stein's criticism lies largely outside the
cognitive models. This can be resclved by determining
where +the aspects of writing highlighted by the models
should be taught. Osland (1986, p. 170) calls for a
rejection of a "narrow perception of writing teaching as
a separate skills service ... in favour of a programme
which makes the teaching of writing central to the
learning of each discipline.” Osland’s argument may be
separated into two elements. Firstly, the acquisition
of content knowledge ought not be separated from the
processes, including writing, by which the content
knowledge is acquired. Glaser’s (1984) studies of the
development of problem solving and c¢ritical thinking

skills have revealed a distinct need for context. Hig
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studies have shown that process~centred pedagogies which
ignore the role of knowledge are less effective than
those which embrace it. Glaser's view is supported by
Keil (1984, p.96) who concludes that "Humans are capable
of engaging in complex chains of processing, but when
they do, the processing is embedded in, and done in
reference to, a specific knowledge structure". According
tc Biggs (1989), the process is guided by and is a
derivative of the structure of knowledge, rather than
being an independent set of "boxes" with patterns of
information flow. Secondly, writing is a valuable tool
for both acquiring knowledge and developing more
sophisticated understandings. More sophisticated
understandings are developed because the emphasis of
written language on structure, organisation, and syntax
forces writers to organise their ideas about a topic and
show the relationships among the ideas (Hayes, 1990;

Jackson 1991).

Writing shapes knowledge and knowledge shapes writing.
In light of the relationship between knowledge structures
and cognitive processes, the processes and forms of
writing required at a university should be taught in
conjunction with the course content in units that are in
the centre rather than at the periphery of the academic

curriculum (Marshall, n.d.}.
The Nature of Writing: The Teaching of Writing

Not only should writing be taught in the context of the

various disciplines rather than in isolation, but as
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academic writing involves frequent reading-based
research, it ought also to be taught in conjunction with
reading. This view is supported by the growing body of
evidence which points to a strong connection between
reading and writing processes. An important outcome of
the last fifteen years research into writing is the
suggestion that reading and writing are mutually
reinforcing and should be taught together. This research
also indicates that the conjoining of reading and writing
instruction would lead to an improvement in students’
thinking and reasoning abilities (Krashen, 1984; Tierney,

Soter, O’Flahavan, & McGinley, 1989; Whyte, 1985}.

Another important outcome of the research into writing is
to show the limited impact that the teaching of grammar

has on writing performance.

The purpose of this section of the chapter is to (a)
establish the connection between reading, writing, and
thinking, {b) show the limitations of remediation
procedures which focus on the mechanical aspects of
writing, by providing a brief overview of the literature
exploring the relationships between grammar and writing
performance, and {c} eargue that writing remediation
procedures, suitable for University students, should not
focus on the mechanical aspects of writing and should

encompass the reading/writing/thinking connection.

he Readin Writi nd inking Connection

The genesis of the idea that reading and writing may be
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connected began at least as early as 1912 with Baker and
Thorndike who believed that reading and writing were
symbiotic (Whyte, 1985). Since that date, numerous
researchers have tested the relationship between the
reading and writing processes. Squire (13983) argued that
reading and writing are two complementary, reciprocal
processes. Table 2.1 presents an adaptation of Squire'’s
view of the similarities of the processes of reading and
writing. Tierney and Pearson (1983) argue that reading
and writing are "acts of composing" (p. 568) that share
five cognitive and metacognitive subprocesses: planning,

drafting, aligning, revising, and monitoring.

Other researchers have tested the notion that proficiency
in one of the language modes under consideration often
means a proficiency in the other. Stotsky (1983a)
synthesized the research carried out on reading/ writing
relations. She found that these studies consistently
indicated that: {a) better writers tend to be better
readers, (b} better writers tend to read more than poorer
writers, and (c) better readers tend to produce more

syntactically mature writing than poorer readers.

Writing and Reading for Pleasure

Krashen (1984) reports on seven studies dealing with
high school students and college freshman which indicated
that voluntary reading contributes to the development of
writing proficiency. Similarly, Whyte (1985) discusses a

study by Barbig and La Campagne {1968) which c¢oncluded
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The Relationships between Reading and Writing

Reading

Writing

Before

During

Activating relevant language
schemata.

Activating relevant content
schemata.

Establishing purpose.
Activating prediction

strategies.

Securing ideas.

Organising ideas.

Determining point of view.

Considering audience.

Active engagement in the
construction of a

representation of meaning.

Active engagement in the
construction of a

representation of meaning.

Evaluating.

Studying parts in relation

to the whole.

Analysing how effects are
achieved.

Making independent judgements,
e.g., preferences, ethics, and

aesgthetics.

Evaluating.

Revising.

Applying outside standards

of correctness,
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that better writers do more voluntary reading.

Relationship between Reading and Writing Proficiencies

Whyte (1985) mentions a study by Zeman in 1969 which
found that the best readers used more complex written
sentence structures. Birnbaum (1982) also relates how
a2 thirteen year study by Loban (n.d.) found that children
who were achieving well in one language process were

achieving well in the other,

In the 1980s a number of studies were conducted which
observed subjects’ behaviour during the act of reading
and writing. A study by Bissex (Stotsky, 19883a) found
that good writers think more abocut meaning while poor
writers concentrate on neatness and avoiding errors.
Atwell found similar results in 1981 when she observed
that better writers did more re-reading and planning
(Stotsky, 1983a). This was confirmed by Birnbaum {(1982)
who found, in a study of selected fourth and seventh
graders, that the best students know just how and what to

think during both reading and writing.

The results of the research carried out into reading and
writing have not only shown the relationships which exist
between reading and writing, but also provide a strong
rationale for teaching reading and writing together,
The studies, cited above, indicate that appropriate
reading instruction/ practice can have a positive impact
on writing and that appropriate writing instruction/

practice can have &a positive impact on reading
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comprehension,

Effects of Reading on Writing

Krashen (1984) discusses three studies which compared the
effects of reading and writing on the development of
writing proficiency. In each case, a group of students
who wrote frequently was compared to a group that wrote
less (in one case not at all} and spent more time
reading. All groups showed improvements in writing
proficiency. However, in two studies the reading group
out performed the writing group in a post-test essay in
all the categories, i.e., content, mechanics,
organisation, grammar, wording, and phrasing, used by the
researchers to assess their subjects’ writing. In the
third study there was no significant difference in the
performance of the two groups. Net all studies report
gains in writing ability with increased reading, however,
it appears that increased practice in writing may not be

as effective as increased reading.

The Effect of Writing on Reading

Much of the research on the effect of writing on reading
comprehension comes from researchers on sentence
combining. Sentence combining is the act of combining
several short sentences that have been derived by
transformational analysis from longer ones { O’'Hare 1879;
Nugent, 1983). Many studies have shown that sentence
combining has a positive effect on reading comprehension

{Evans, Venetozzi, Bundrick, & McWilliams, 1988; Neville
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& Searls, 1985; Searls & Neville, 1988). These studies
have alsc shown that the greatest gains in reading
comprehension appeared to be among poorer and average

readers,

Stotsky (1982) also found other types of writing had an
impact on reading comprehension. Paraphrase writing, or
students putting a subject in their own words, requires
them to transform ideas that have been presented to them
in a text. Similarly, précis writing inveolves both
comprehension of and attention to importance, at the
expense of trivia, According to Hidi and Anderson
(1986}, there are at least two sets of cognitive
operations at work in précis writing: (a) a selection
process 1in which conscious judgements are continuously
made, and (b) a reduction process in which propositions
are deliberately condensed through a variety of higher
order transformations. Both paraphrase and précis
writing force sgstudents to go beyond a superficial
understanding of a text as they require the students to
find and demonstrate relationships that are not

necessarily explicitly stated the text.

Differing forms of writing have also been found by
researchers to have differing effects on comprehension.
Studies by Langer and Applebee (1987), Marshall (1987),
and Newell and Winograd (1988) indicate that rather than
having a general effect on writing, specific writing
tasks foster specific kinds of learning. The studies

examined the interaction between the nature of the
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writing task and the level of recall., They found that
students responding to dquestions and engaging in
analytical essay writing were able to recall more of the
overall organizing frames of the original passages more
often than when they engaged in notetaking or in
answering short answer study questions. Studying course
content by taking notes or answering short-answer study
questions leads students to focus attention on specific

pieces of information and to remember them very well for

a short period of time. However, these forms of writing
also lead to limited engagement with the material. In
comparison, analytic writing encourages students to

manipulate information in more complex ways. As a result
of this manipulation, students are able teo demonstrate
better understandings and remember that material cover

time.

Reading, Writing, and Thinking

Research conducted by Tierney, Soter, O0'Flahavan, and
McGinley (1989) with undergraduate students indicated
that reading and writing in combination are more likely
to prrompt c¢ritical +thinking than when reading is
separated from writing or when writing is combined with
knowledge activation or answering questions. Critical
thinking is more likely to occur because the revising
stage 1in the reading writing process leads to students
engaging in a higher order synthesis and transformation

of the ideas.

However, in the final analysis, the goal is not merely of
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writing affecting reading comprehension or reading
affecting the quality of writing, but of reading and
writing mutually affecting learning. Writing about
reading transforms the words of another on a page into
the thoughts and words of the active learner, Only when
the words of others are translated and transformed
through the thoughts, words, and syntax of the individual

mind do those first words become truly original thoughts.

Text Structure, and Reading and Writing

The belief that reading and writing should not be viewed
as separate, distinct processes, but should be
considered as integrated and mutually reinforcing has
received further support from studies exploring

students’ awareness of text structure.

Various studies (Kintsch and wvan Dijk, 1878; Meyer,
Brandt, & Bluth, 1980; Meyer, 1984; Meyer & Rice, 1984)
have indicated that the reader’s use of text structure is
a necegsary skill in comprehending text. A study carried
out by Hiebert, Englert, and Brennan (1983) supported
the previous findings related to reading and extended
them to writers and writing. Their study indicated that
sensitivity to text structure is related to performance
in both reading and writing. In reading, sensitivity to
text structure apparently elicits strong reader
expectations which contribute to their successful
identification and comprehension of textual ideas related

to the text topic and structure. In writing, knowledge
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of text structure apparently enhances performance by
guiding the writer in generating sentences appropriate to

the given topics and text structures.

The ability to organise information in their own writing
gives students insight into the writing of others. In
order to fully comprehend how a text is organised, the
student must begin as a writer, trying to organise
information into a cohesive whole that is comprehensible
to a reader. In attempting to write an expository text,
students see the need for organisation and the need for
using conventions of writing in order to produce a
coherent text. When students do not organise their
information, they realize, wusually from the teachers’
comments, that their audience does not understand them.
Students acquire and develop schemata related to the
organisation of language through writing, which they can
then +transfer into reading situations. When they are
reading, students, as a result of their experience as
writers, will understand that the information contained
in the text they are reading will be presented in an
organised format (Crismore, 1982; Flood, 1984; Flood &

Lapp, 1986; Raphael, Englert & Kirschner, 1989).

Grammay and Writing FPerformance

Meyer, Youga, and Flint-Ferguson {(1990) summarised the
state of grammar teaching in American schools as follows:
"Grammar is often taught but very seldom learned" (p.66).
In Australia, as in America, the teaching of grammar in

formal grammar lessons also receives widespread support
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particularly amongst those in the community who believe
that literacy problems could be overcome by a return to
the basics. This support exists in spite of more than
eighty vyears of research which concludes overwhelmingly
that the study of formal grammar taught by traditional
methods has very little or no effect on students’ use of
language. Braddock, Lloyd and Schoer (1963), reviewing
studies from 1945 to 1962, stated that, "the teaching of
formal grammar has a negligible or, because it wusually
displaces some instruction or practice in actual
composition, even a harmful effect on the teaching of
writing" (pp. 37-38). Sherwin (1969), reviewing 25
studies carried out between 1906 and 1968, concluded that
"after a tally of procedural and other limitations, the
research still overwhelmingly supports the contention
that instruction in grammar is an ineffective and
inefficient way to help students achieve proficiency in
writing” (p. 168). More recently, Foster (1983) and
Hillock (1986) surveyed the considerable body of
research, carried out over the last two decades, which
compared the effects of teaching grammar (traditional and
transformational) with the effects of not teaching
grammar at all on the composition performance. Subjects
of the various studies ranged from primary to tertiary
students. Both Hillocks and Foster concluded from
extensive surveys of the research that there is no
convincing empirical evidence which shows a link between
knowing grammar, traditional or transformational, and

writing performance at any of the age levels researched.



68

Smith (1983) and Krashen (1984) believe that conscious
knowledge of the rules of grammar and usage appears to
help only at the editing stage of writing. At  the
editing stage, writers can apply the rules of convention
relating to patterns of language which they already know

in order to fine-tune +their work.

Sedgewick (1987) <calls for a rejection of traditional
decontextualised methods of teaching grammar and advises
language teachers to teach grammar in context and in
conjunction with teaching the writing process. He
believes that students could be taught grammar in lessons
where there is a context and an authentic purpose for
writing. In these lessons students can be taught the
conventions of grammar which they require in order to be

able to proof-read and edit their own writing.

A Contemporary Perspective on the Teaching of Writing

Research conducted over the last decade has shown that a
significant knowledge transfer takes place between
reading and writing in both directions, reading =->
writing and writing -> reading (Krashen, 1984; Whyte
1985). The work of Braddock, LLoyd and Schoer ({1963},
Foster (1983) and Hillock (1986} also shows the relative
futility of the teaching of grammar in decontextualised,
skills-based lessons and suggests that gains in the
gquality of writing may best be achieved through
instructional foci which: (a) expleoit the interconnected

nature of reading and writing, and (b) emphasize the



69

development of ideas and structures to organise and
sequence them rather than on the correctness of surface

features such as, grammar.

The Principles Underlying the Successful Teaching

of Academic Writing

There are five principles which underlie +the successful
teaching of academic writing. They can be derived from
the contemporary perspective on writing and the teaching

of writing. These are:

1. The requirements for academic writing should be
taught in the context of a course and not in

decontextualised skills-based lessons.

2. Writing should be taught in units that are a major
focus rather than a peripheral element of the academic

curriculum.

3. Students need to be taught the processes underlying

successful academic writing.

4, Reading and writing should be taught in conjunction
as reading provides the content and structures for
writing and writing can provide structures for absorbing

new information being read.

5. The context in which students write can have an
important bearing on their literacy development,

Consequently, within units at university:
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(a) Expectations for writing must be made

explicit.
{b) The writing tasks set must be clear and unambiguous.

{c) Writing teaching should concentrate on structural

and organisational factors rather than surface features.

(d) Assignment tasks should be set which require
students to analyse and synthesise rather than simply to

recall and list facts.
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CHAPTER 3
METHOD AND RESULTS OF PART 1 OF THE STUDY

The first section in this chapter outlines briefly the
nature of the data cecllected for the first part of this
study and how it was collected. The second section in
this chapter describes and analyses the information
relating to the original purposes of the first part of
this study. The third section in this chapter presents
and analyses the implications of additional information
collected which was not sought when the gtudy was
originally conceptualised but which is thought to have a
serious effect on the value of the Faculty of Education’s

current remedial writing programme,
Method

Nature of the Data Collected

The coriginal purpose of the first part of this study was
to determine the assumptions about writing which underlie
the procedures and practices used by the Faculty of
Education at Edith Cowan University to diagnose and
remediate the perceived writing problems of its first
year students and to compare these assumptions to a
current conceptualisation of the nature of writing and
writing teaching. However, in the process of collecting
data concerning the the Faculty’s diagnosis and
remediation practices, additional information came to
light which has a serious impact on Faculty of Education

students’ literacy development. This additional



72

information, and its impact on student literacy, will be

discussed in the latter part of this chapter.

In order to achieve the original purpose, data were
collected pertaining to: (a} the current methods of
diagnosing writing problems of first year teacher
education students, and {(b) the current methods of

remediating writing problems of those students.

In addition to the above areas, data relating to the
structure and organisation of the remedial writing unit

were alse collected.

Methods of Data Collection

Data relating to the selection procedures and remediation
practices were collected on the Mount Lawley Campus of
Edith Cowan University in second semester 1980, There
were two sources for these data: open and semi-structured
interviews and document analysis. The first part of the
study relied heavily on the information supplied by the
lecturers and tutors involved with either the
organisation or teaching of COM0101 at Mount Lawley.
Numerous discussions were held with the Faculty staff
over a period of six months. Discussions were held with:
the Dean of the Faculty of Education; the COM0101 course
coordinator, who was responsible for administrative
aspects of COM010l1l; and the lecturer and three tutors
involved in teaching components of the remedial writing
unit. Records of the salient points from the discussions

were kept in field work diaries,
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Various documents were also collected. The documents
collected include copies of the screening test used,
copies of unit outlines, weekly breakdowns of the content
of classes, and copies of unit exit tests. However, the
number of documents <collected was limited as some
tutors/lecturers kept formal written records such as unit
outlines others kept few written records and tended to
work on a week-by-week basis, e.g., only one of the three

tutors kept extensive written records.

Diagnosis and Remediation Procedures

All students enrolling in early childhood, primary, or
secondary teacher education programmes in the Faculty of
Education are tested for "acceptable standards of
literacy"”" and if necessary attend regular instruction in
areas of weakness established. The vehicle for testing
and remediating students’ literacy needs is the written
communication competence unit COMO101%. CcCOM0101 is a
non-award unit which is a compulsory co-requisite to
study in the Bachelor of Arts Education. Students are
expected, on completion of the unit, to be able to: (a)
"interpret questions, locate resources, research a
variety of topics, and demonstrate comprehension of

materialy and (b) write expository essays at a level

100M0101 originally included both oral and written

communication. These two aspects of communication
have now been separated and COMO0101 deals with written
communication and COM0102 deals with oral communica-
tion,
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appropriate to tertiary studies" (see COM0101 Unit
Description Appendix A) The content outlined in the
unit description reflects these objectives and includes
both reading and writing skills. However, data collected
for the first part of this study, described later in the
chapter, reveal a substantial discrepancy between the
content described in the outline and the actual content

taught in COM0101 courses.

COM0101 must be completed by all students enrclled in a
Bachelor of Arts (Education) prior to entering the third
year of their course, However, students can complete
the unit without attending any formal lectures. The unit
COM0101 is wunique in the Faculty of Education because
students can sit a literacy test prior to the
commencement of formal lectures. Any student passing
this test is deemed to have met the unit’s requirements
and need not attend lectures. Taking this situation into
account, Communication 0101 consists of the following
components: (a) procedures for screening students, (b)
procedures for remediating students who have been
identified as being at risk because of their performance
in the screening test, and {(c) procedures for re-testing
students at the completion of the remediation

procedure.

The nature of the screening test and the three procedures
used in establishing and developing written communication

competence are discussed below,
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An Overview of the Screening Test

All undergraduate students in the Faculty of Education at
Edith Cowan University are required to complete the
English Skills Assessment test (ACER, 1982a) in the first
semester of their first year. The English Skills
Assessment test {see Appendix B) is a combination of two
tests 1intended for use with students in Years 11 and 12
of secondary school and the first year of post-secondary
education. It was adapted from two American tests: the
Segquential Tests of Education Progress Series I, for
grades 10-12, and the Descriptive Tests of Language

8kills for College Freshman (ACER, 1982b).

The English Skills Assessment test is a standardised test
consisting of two parts. Part 1 of the test consists of
three timed tests: spelling, punctuation and
capitalization, and long comprehensicn, the last test
contains passages of 400-500 words in length. Part 2
consists of five timed tests: paragraph comprehension
{short passages), usage, vocabulary, sentence structure
and logical relationships. All items are of the
multiple choice type. In turn, each of these tests is
broken down into diagnostic groupings of items or sub-
tests. Each item is classified according to the skill it
purports to measure. The sub-tests contained within

each test are as follows:

Spelling Test

This test asks students to detect four categories of
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spelling errors: (a) initial syllable or sound, (b)
medial syllable or sound, (c¢) final syllable or sound,

and {d) consonants {ACER, 1982a; 1982b}.

Punctuation and Capitalisation Test.

This test asks students to identify, within sentences,
errors in the use of capitalisation, apostrophes, commas,
semicolons, periods, hyphen, question, and quotation

marks (ACER, 1982a; 1982b).

Comprehengion T test.

Students are asked to read passages of 400-500 words and
answer multiple choice gquestions. Skills that the
questions purport +to cover include {a) understanding
main ideas and direct statements, (b) translation and

inference, and {(c} analysis {(ACER, 1982a; 1982b}.

Comprehension II Test

Students are asked to read short passages of 60-70 words

and answer multiple choice questions. Skills that this
component of the test purports to cover are {a)
understanding main ideas, (b} understanding direct

statements, and (¢} drawing inferences (ACER, 1982a;

1982b).

Usage Test

This test asks students to identify parts of sentences
which are incorrect according to the test designers’

perception of standard written English. The test is
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broken into four sub-tests and contains items testing
the use of pronouns, medifiers, diction and idiom, and

verb tense and agreement (ACER, 1982a; 1982b).

Vocabulary Test

Students are required in this test to choose, from four
alternatives for each, the synonyms for twenty given

words (ACER, 1982a; 1982b).

Sentence Structure Test

This test requires students to find and correct errors in
sentences, and to rephrase gsentences mentally and +to
create new, acceptable sentences. The test is broken
into three sub-tests and contains items testing
students’' abilitics to (a) use complete sentences, (b)
use coordination and subordination appropriately, and {c)

place modifiers appropriately (ACER, 1982a; 1982b).

Logical Relationghips Test

Students are asked to identify relationships between
words, sentences and ideas. The test is broken into
three sub-tests and contains items testing students'’
abilities to (a) use appropriate connectives, {b) draw
analogies, and (c) recognise principles of organisation

{ACER, 1982a; 1982b),

The Procedures for Screeni Students in 1990

In 1990, Faculty of Education students at Mount Lawley

Campus sat the English Skills Assessment Parts I and II
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during their first semester exams in June. Students were
obliged to attempt all nine tests, In order to pass,
students were required to score 75% or above in each of
the tests,. The decision to choose 75%2 as the pass mark
for each of the tests was entirely arbitrary as the
English Skills Assessment is a standardised test and not
a criterion referenced or mastery test. The choice of
T5% as a pass mark did, however, create some
consternation initially, as more than 90% of the Faculty
of Education students at Mount Lawley Campus fell below
the 758% mark in one or more of the tests. As =a
consequence of the large number of students identified as
having some deficiency with respect to literacy when
using all nine tests, the Faculty of Education decided
to consider students’ performances in only four of the
components of the English Skills Assessment test. The

four components chosen by the Faculty to agsess its

students’ writing competency were punctuation and
capitalisation, spelling, word usage, and sentence
structure. These components of the English Skills

Assessment test were chosen because they were felt by the
Faculty to represent the skills most directly related to
writing. Students achieving a score of 75% or more in
each of these tests were deemed to have met the
reguirements of Communications 0101 and were passed fron
the unit. Students achieving a score of less than 75% in

any of the tests were deemed to have failed that test.

21n 1991 the pass mark was set at 65%
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Procedures for Remediating Students Identified as Having
Weaknegsses in an Aspect of Written Lapguage

Students, who were deemed to have failed the test, were
required to attend remedial lessons covering that test's
content. For example, a student failing spelling and
word usage attended the spelling and the word usage

components of the unit Communications 0101,

There were formal classes held dealing with the content
of each of the four tests wused by the Faculty of
Education to assess its students’ writing competence.
Thus, remedial classes were held in spelling, word usage,

sentence structure, and punctuation and capitalisation.

Procedures for Remediating Students Perceived As
having Spelling Weaknesses

The spelling component of COM0101 consisted of one mass

lecture, where spelling rules and self-monitoring
procedures were outlined. At the completion of the
lecture, students were alse given handouts {see

Appendix C) which ocutlined some of the common sources of
error in students' writing and provided a 1list of
spelling generalisations which could be of assistance in
overcoming some of these errors, For example, doubling
the consonant to keep the vowel sound lax when adding
suffixes beginning with vowels to words that have a
consonant--lax vowel--consonant pattern. The lecture
provided the only contact the students had with the

lecturer, There were no follow-up workshops. In the
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place of workshops, students were given a collection of
spelling activities. The collection of spelling
activities included a marking key. The students were
then left to complete and mark the spelling activities
without assistance. The completion of these activities
by individual students was not monitored or assessed in
any way. Students were also given a list of five hundred

common words to learn.

Procedures for Remediating Students Perceived as Having

Punctuation and Capitalisation Weaknesses

The punctuation/capitalisation component of COM0101 was

run along lines similar to the spelling component of the

unit, It alsc consisted of one mass lecture, where
runctuation rules were outlined. At the completion of
the lecture, students were also given handouts (see

appendix E)} which outlined some basic rules relating to
the use of fullstops, question marks, exclamation marks,
apostrophes, commas, colons, and semi-colons. Again, the
lecture provided the only contact the students had with
the lecturer. There were no follow-up worksheps. In the
place of workshops, students were given a collection of
punctuation activities. The collection of punctuation
activities (see Appendix F) included a marking key. The
students were then left +to complete and mark the
punctuation activities without asgsistance. The
punctuation activities involved rewriting sentences and
paragraphs inserting appropriate punctuation. Again, as

with the spelling component, the completion of the
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punctuation activities by individual students was not

monitored or assessed in any way.

Procedures for Remediating Students Perceived as_ Having

Usage Weaknesses

The usage component of COM010l1 consisted of weekly, one
hour tutorial workshops lasting for a semester, There
were approximately 12 tutorial groups with between 6-15
students in each group, The tutorial groups were split
up between three tutors. During the tutorial workshops,
students were taught various technical aspects of the
written language relating to conventional usage. The
approach to teaching used in the workshops and, to a
lesser extent the content of the workshops, varied
according to the perspective of the tutor taking it.
Tutor 1's perspective of how writing should be taught was
holistic. In contrast, the perspective of Tutor 2 and
Tutor 3 on the teaching of writing was to deal with the
the elements of language in a discrete fashion in
decontextualised skills-based lessons. However, all ﬁhe
tutors were constrained by the fact that the content of
the component of Communications 0101 they were taking
could not overlap with the content of the other three
components as there were some students who had to attend
all four components. In other words, the tuteors felt
that, irrespective of their theoretical perspective, they
had to adopt a decontextualised skills-based approach
dealing with discrete elements of written language in

their workshops because of the way in which the remedial
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writing unit was organised into four discrete components.

Theough she felt constrained by the organisation of the
unit; Tutor 1 attempted to apply her perspective of +the
teaching of writing by +trying to create a context for
the parts of language she dealt with in her sessions.
Instead of dealing with aspects of language at the
sentence level, she tried to use larger chunks of
language such as paragraphs so her students could see

the patterns of language. TFor example, subject-verb
agreement was dealt with by asking students to change all
the verbs in paragraphs from the past tense +to the
present tense and all the subjects in other paragraphs
from singular to plural (see appendix G). On the other
hand Tutor 2 and Tutor 3 taught aspects of language using

examples at the sentence level.

The content of the workshops also varied according to
tutor. Where topics were similar, the depth of treatment
sometimes varied. The topics dealt with by Tutor 1 in
the usage workshops included subject-verb agreement;

necun-pronoun agreement; formation of the 13 verb tenses
and consistency of tense in writing; the appropriate use

of the pronouns 1, me, my, mine, he, him, his, she, her,

hers, it, its, we, us, our, ours, you, your, yours, they,

them, their, theirs, who, whom, and whose; the appropriate

use of the relative clause markers that and which; the
use of first, second, and third person and consistency of
person in writing (see weekly outline of workshop

sessions in appendix H).
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The topics dealt with by Tutor 2 and 3 in their usage
workshops were similar and included identifying parts of
speech, nouns, verbs, adjectives, adverbs, and
prepositions; subject-verb agreement; formation of the
past (simple) tense, future (simple) tense, present

(simple) tense, and past perfect tense.

Procedures for Remediating Students Perceived azs Having

Weaknesses with Sentence Structure.

The sentence structure component of COM0101 also
consisted of weekly, one hour tutecrial workshops lasting
for a semester. Again, there were approximately 12
tutorial groups with between 6-15 students in each group.
The tutorial groups were split up between the same three
tutors who were taking the usage component. During the
tutorial sessions, students were taught various technical
aspects of the written language relating to sentence
structure. As was the case with the usage workshops, the
approach teo teaching used in the sentence structure
workshops and the content of the workshops varied

according to the perspective of the tutor taking it.

The topics dealt with by Tutor 1 often went beyond the
constraints of sentence structure and dealt with writing
at the paragraph and whole text level. Topics dealt with
by Tutor 1 included: organisational and linguistic
devices contributing to text coherence; simple,
compound, and complex sentences; adjectival and adverbial

modifiers; coordinating and subordinating conjunctions;
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and the use of transitional words and phrases and other
linguistic devices to contribute to text cochesion, These
aspects of written language were taught and pracfised in
workshops using increasingly more complex sentence
combining exercises (see appendix I}. The sentence
combining exercises moved from combining sentences to
make a single sentence, to combining sentences to make
paragraphs, and finally, combining sentences to make a

number of paragraphs dealing with a topic.

Topics dealt with by Tutors 2 and 3 included identifying
the subject and predicate in sentences, the use of
coordinating and subcrdinating conjunctions to combine
two sentences into single sentences, correcting ambiguity
in sentences through the appropriate placement of
modifiers, and correcting ambiguity in sentences through
the appropriate placement of +transitional words and
phrases, Tuters 2 and 3 used editing exercises at the
sentence level to teach and preovide practice in these
aspects of written language for students in their

workshops.

Procedures for Re-Testing Students at the Completion

of Remediation Courses

In 1990 the assessment procedures for the four components
of COM0101 were designed and implemented independently
of each other by the individual tutors/lecturers
concerned. Different tutors of the same wunit also
designed different tests to reflect the different content

and orientations of their units.
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Procedures _for Re-Testing Students at the Completion of

the Spelling Crnurse

Spelling tests were held at intervals of seven weeks,
Students could sit these +tests when they judged
themselves to be ready. At the test, students were
asked to spell 15 words selected from +the 1list of 500
words that had been given to them on the occasion of the
mass lecture in spelling (see Appendix D}, Students
achieving a perfect score would be passed from the
spelling component of COM(O101. Students failing to
achieve a perfect score would re-sit the test until they

passed.,

Procedures for Re-Testing Students at the Completion of

the Punctuation/Capitalisation Course

Students undertaking this course were also tested at
intervals of seven weeks. At the test, students were
presented with a variety of un-punctuated texts which
they were required to punctuate, The test was based on
the application of the rules they had been given in the
handout and in the mass lecture. Students achieving a
perfect score were passed from the punctuation/
capitalisation component of COM0101. Students failing to
achieve a perfect score had to re-sit the test until they

passed,
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Procedures for Re-Testing Students at the Completion of

Usage Courses

At the completion of the usage courses students were
reguired to complete an editing test which assessed the
students' ability to identify and correct the problems
relating to conventional usage dealt with in the workshop
sessions., The students attending the course run by Tutor
1 were required to complete & two hour test consisting
of five sections (see Appendix J). In section 1,
students were asked to edit a story correcting any errors
in subject~verb agreement and tense shifts. Section 2
required students to identify, from among a number of
choices, the correct pronoun required to complete
sentences (multiple choice). In section 3, students
rewrote ambiguous sentences., Section 4 required students
to ccmplete three cloze exercises filling in the spaces
with the appropriate tense formation of given verbs. In
the final section, students were asked to edit shifts in
person and errors in noun-pronoun agreement in & short
essay. Sections 1, 3, and 5 of the test used chunks of
text rather than sentences. The tesgt was a mastery test
reguiring students to show that they had mastered the
course content. Students scoring 80% or more in at
least four of the sections were deemed to have passed the

usage component of COM0101.

The students attending the course run by Tutors 2 and 3
were required to sit a 45 minute test consisting of 7

sections worth a total of 100 marks (see appendix K).
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The content of each section and the marks assigned to
that section were as follows: Section 1 required
students to nominate the verbs, adjectives, and adverbs
corresponding to a given list of nouns (42 marks). In
section 2, students were asked to supply the
prepositions that were missing in six sentences (14
marks). Section 3 inveolved students finding and
correcting errors in subject-verb agreement in five given
sentences (five marks). In section 4, students were
asked to supply the antonyms for a list of adjectives (20
marks}. Section 5 reguired students to list appropriate
adjectives to describe five phrases (10 marks). In
section 6, students were required to find and correct
errors in the placement of adverbial modifiers in five
sentences (five marks). Students had to provide the
appropriate verb tense formation for verbs in five
sentences in section seven (4 Marks). Students
achieving a total mark of 80 or more were deemed to have

passed the usage component of COM0O101.

Procedures for Re-Testing Students at the Completion of

Sentence Structure Courses

Procedures for re-testing students at the completion of
their sentence structure course also varied according to
the tutor taking the course. Tutor 1 required students to
complete a sentence combining activity (see Appendix L}.
Students had to combine the ideas and sentences in a
given text using adjectival and adverbial modifiers,

coordinating and subordinating conjunctions, transitional
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words and phrases, and other cohesive ties, to create a
cohesive and coherent text consisting of between four and
five paragraphs. Students were allowed three one-hour
sessions to draft, revise, and edit their texts. The
students' texts were read by the tutor who identified
discontinuities in the flow of the text, The
discontinuities were then analysed to discover the source
of the error. BSerious discontinuities were given a score
of +three and minor discontinuities a score of one. 1In
order tc pass the sentence structure component of
COM0101, students were required to achieve a score of six

or less,

Students attending the sentence structure workshops run
by Tutor 2 were required to sit a 45 minute test
consisting of four sections (see Appendix M). The four
sections were worth a total of 100 marks. In section 1,
students were asked to identify the predicates of five
sentences (10 marks). In section 2, students were asked
to identify errors and correct the placement of modifiers
in 8 sentences (36 marks}. In section 3, students were
given eight examples in which they were asked to use
coordinating and subordinating conjunctions to combine
two sentences into a single sentence (24 marks). In
section 4, students were asked to identify and correct
the ambiguities contained in 10 sentences (30 marks).
Students achieving a total mark of 80 or more were deemed
to have passed the sentence structure component of

COM0101.
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Discussion

In the following section of this chapter, the Faculty of
Education’s assumptions about writing and the teaching of
writing are derived from its diagnosis and remediation
procedures and then compared to the contemporary
perspective on writing and the teaching of writing

established in the previous chapter.

Assumptions about Writing Underlying the Faculty of

Education’s Diagnosis and Remediation Procedures

Despite some inconsistencies in remediation practices
arising from the idiocsyncratic theoretical perspectives
of the COM0O101 tutors, the Faculty of Education’s view of
writing is readily apparent from its testing procedures
and the manner in which it organises its remedial writing

programne.

Assumptions about Writing Underlying Testing Procedures

There are four assumptions about writing underlying the
Faculty of Education's wuse of the English Skills

Assessment:

{a) Coherent writing and, therefore, the assessment of

coherence in writing is concerned with surface features.

(b) Students' performances in real writing situations
can be assessed by extrapolating from their performances
in & test invelving the application of a limited range of

English skills at the sentence level.
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(c) Potential problem areas in students’ writing can be

identified from their performance in such a test.

(d) Competence in reading is not related to competence
in writing in spite of the fact that much of academic
writing involves reading-based research. The latter view
of writing is shown by the exclusion by the Faculty of
the comprehension sections of the English Skills
Assessment from its assessment of students’ literacy

competencies.

Assumptions about Writing Underlying Remediation

Procedures

There are four assumptions about writing underlying the

Faculty of Education's remediation procedures:

(a) The requirements of academic writing can be met by
teaching students how to control the surface features of

their writing.

{(b) The deficiencies identified in students’ control
over the surface features of writing, can be remedied by
directly teaching students about those features in

decontextualised skills~-based lessons.

(c) The various aspects of writing can be taught

independently of each other.

(d) The teaching of writing is concerned with the
product of writing and not the processes involved 1in

writing.
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Faculty of Education’s Assumptions about Writing Compared

to a Contemporary Perspective

There is a significant mismatch between the assumptions
underlying the Faculty of Education's writing diagnosis
and remediation procedures and the principles underlying
a contemporary, informed perspective of writing. This
mismatch is evident when each of the major assumptions
underlying the Faculty's procedures is compared to the

contemporary perspective.

Writing ig Concerned with Surface Features

As the various linguistic and semantic elements
contributing to coherence in writing are elaborated in a
later chapter, comment will be brief here, This
assumption presents superficial aspects of form as the
main concern of writing and net meaning. This view,
however, is not commensurate with the purpose of academic
writing. Academic writing engages 1in reasoned and

substantiated explanation or argument, the purpose of

which is to convey meaning to an audience. In order to
convey their meaning effectively, writers organise their
ideas at both global and local levels. It is important

for academic writers to master all the conventions of
writing as even surface level errors can divert the
readers’ attention away from their messages. However, the
global forms of organisuation and deep-level semantic
structures are more important than the local forms for
the successful transmission of meaning. For example,

spelling or punctuation errors, or errors in usage or in
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the structure of individual sentences are unlikely, in
isclation from other problems;, to render an entire text
incomprehensible, In contrast, writing that lacks a
clear focus or an organisational format appropriate to a

particular purpose can be incomprehensible to a reader,

Students’ Real Writing Performances Match their

Performances in Skills-Based English Tests

The extent to which students’ performances in the English
Skills Assessment in spelling, punctuation and
capitalisation, usage, and sentence structure match their
performances in the same categories in their assignment

writing is dealt with in part two of the study.

The Problems Identified by a Skills-Based English Test

Match the Problems that Students’ Manifest in Writing

Assessments that deal with the surface features of
writing exclusively are ignoring important aspects of
writing which often cause problems for novice writers,
These aspects of writing are far more important to
conveying meaning successfully than the aspects of
writing related skills tested by the portions of the
English Skills Assessment used by the Faculty for
assessing students’ writing competencies. The extent to
which there is a match between the students, identified
as having problems in the technical and mechanical
aspects of their writing by the English Skills Assessment
test, and the students who alsoc experience more global

problems in their real writing is the subject of the
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second part of the study.

Competence in Reading is Not Related to Competence

Writing

There 1is no evidence that the aspects of reading
performance measured by the two comprehepsion components
of the English Skills Assessment test reflect the aspects
of reading required to carry out the reading-based
research that underpins much of the academic writing
that undergraduates are required to carry out as part of
their course assessments. The reading comprehension
components of the test, as they are conducted in
isolation from writing, also may not be a very accurate
measure of the reading-writing relationship. However,
the Faculty of Education’s elimination of these tests
from the procedures it uses to assess its students’
literacy competencies for pragmatic reasons rather than
because it has evidence to show that the tests are
inadequate, indicates that the Faculty does not recognise
sufficiently the important part that reading plays in
successful academic writing. This lack of recognition
persists despite the considerable body of research
(Crismore, 1982; Hiebert, Englert & Brennan, 1983;
Flood, 1984; Flood & Lapp 1986; Raphael, Englert &
Kirschner, 1989) which indicates that reading provides
the content and language structures for writing and that
writing provides the structures for organising and
assimilating information from reading. The Faculty’s

position also ignores the research evidence (Baker, 1979;
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Stein 1985; Landis, 1990; Peters, 1990) which indicates
that many of the problems students have with writing
arise from an inadeguate conceptual base. Students have
not understood the content of their reading and,
therefore, find it difficult to write about the content

in a coherent fashion.

eaching Academic Writing TInvolves Teaching Students

Control Cver Surface Features

Surface feature writing errors such as punctuation,
grammar, and sentence structure are often manifestations
of deeper problems +to do with understanding and
organising ideas at the global level (Stein, 1985).
Students, wheo lack control over the content of their
assignments, tend to fill them with direct quotes and
paraphrased text. These students depend heavily on their
source materials for their writing as they are unable to
synthesise what they have read and apply the
understandings derived from that synthesis to their
writing in order to meet the needs of an assignment
task. Their writing often appears purposeless and
lacking in a clear focus, Students lack control over
the subject matter and, therefore, 1lack control over
their writing at all levels. Ideas are poorly developed
and paragraphs and sentences are poorly structured.
Often markers return these assignments to students
peinting out a myriad of errors in expression and syntax.
However, the students’ problems will not be solved by

teaching them about the appropriate placement of
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modifiers, or about verb tense and agreement. To resolve
many of the problems that students are exhibiting at the
paragraph and sentence levels, students will need to be
taught strategies and organisational structures which
will give them control over the content of their writing.
Limiting the teaching of writing to the mechanical and
technical or surface features of language can cause
difficulties particularly when dealing with weaker
students. Focusing on these aspects of language can
distract students from concentrating on the purpose of
writing which 1is to create and communicate meaning.
Teaching students about the mechanical and technical
aspects of their writing will help stronger students to
fine tune their work in the editing stages. However, the
latter will only be of benefit 1if the underlying

coherence of the writing is already established.

Writing Can be Taught in Decontextualised Skillgs-Based

Lessons

Eighty years of research into the +teaching of grammar
reported earlier shows Lthe relative purposelessness of

decontextualised skills-based lessons.

Aspects of Writing can be Taught Independently of Each

Other

Even the limited aspects of writing taught by the Faculty
of Education in the remedial writing programme are taught
independently of each other, The difficulties inherent

in this approach are obviocus when considering the
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relationship between punctuation and sentence structure.
Punctuation cannot be dealt with separately from sentence
structure as punctuation deals with meaning. When the
underlying sentence 1is intact, it can be punctuated
appropriately. Students’ sentences are unclear and often
ambiguous because they write sentences that are too long,
that contain too many ideas which are inadequately
explained, There is often also a problem with
punctuation as it is difficult to punctuate sentences to
enhance their meaning where the meaning does not already

possess the potential to be clear.

The Teaching of Writing is Concerned with Products and

not Processgses

Often problems occur in student’s writing because they
are unaware of the processes of successful acadenic
writing. Therefore, if the problems are to be
rectified, the processes of successful academic writing

also need to he taught.

Placing the emphasis on the teaching of the processes of
writing also highlights the importance of students
understanding the context in which they are operating,
for example, the meaning of an assignment question, and
of the need of the Faculty to clearly explicate this

context,

Deficienciegs in the Current Operations of COM0101

In addition to the inadequacies of the assumptions
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underlying the present procedures for assessing and
remediating writing difficulties, there are also a number
of structural and organisational difficulties in the
operations of COM010l which affect its ability to make a
positive contribution to the literacy development of

students.

These problems, elaborated on below, relate to: (a}
inadequate staffing, (b) limited student commitment, and

(c) the limited relationship of COM0101 to other units.

Staffing

Problems with respect to the staffing of COMO101 relate
to: (a) continuity of staffing, (a) expertise of staff,

and (c) the lack of common direction and purpose.

Continuity of Staff

COM0101 has traditionally been staffed in two ways:
Firstly, staff who have a low lecturing load may be
asked to assist by taking workshops or lecturing in the
unit. Secondly, sessional staff are employed on a
semester-by-semester basis to tutor and run workshops in
the unit. The system, by which the unit is staffed,
leads to & lack of staff continuity as lecturers who are
taking the unit in one semester because of 1low lecture
loads, may not be available in another semester.
Similarly, sessional staff may also vary from semester to
semester. The lack of staff continuity leads to a lack
of planning which in turn is reflected in haphazard and

inconsistent programmes.
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Expertise

Generally, staff taking components of COM0101 lack an
understanding of the students’ writing needs and the best
way to meet them. Permanent employees of the University
are allocated teaching responsibilities in COoM0101
because of their availability rather than because they

have a particular expertise in the area of tertiary

literacy. Sessional staff are alsco selected largely on
the basis of their availability. The Faculty of
Education, in general, and the Department of
Communications Education, specifically, have been

experiencing problems with finding suitably trained staff
to run all their courses, All the sessional staff
involved in the teaching of COM0101 are primary-trained
teachers., With the exception of one tutor who was
carrying out post-graduate study in an area of tertiary
literacy, nhone of the sessional staff had any particular
expertise or understanding of the writing needs of
tertiary level students. The lack of expertise of staff
was revealed in the opinion that was often expressed by
two of the three tutors involved in the teaching of
COM0101, and the course coordinator, that these students
had missed out on a "few rules" whilst at school and any
deficiencies in their writing would be overcome by

teaching them those rules.

Common Aims_ and Objectives

Staff in the unit also lacked common goals and direction
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with respect to the content and objectives of the unit.
Sessional staff were given no guidance as to what content
they should teach, how they should teach it, and how they
should assess the students’ progress, The only
information given to staff was the names of the students
and the area(s) of writing in which the students were
identified as being deficient by the English Skills
Assessment test. There was also very little coordination
between staff regarding the content and delivery of
Programmes., Tutors were employed on an hourly basis to
take a set number of classes. They were not paid to take
part in planning and organisation. Conseguently, most
planning occurred on an individual and on a weekly basis
without regard to over-arching aims and long-term
goals. The lack of coordination and planning led to
large variations in content and expectations for the same
components of COM0101 from different tutors. For
example, 1in the usage component of COMO101, Tutor 2
passed all but six of her 51 students, whereas Tutor 1

passed only 13 of her 79 students.

Student Commitment

A number of factors also affected the seriousness with
which students applied themselves towards meeting the
requirements of COM0101. These relate to the process
used to select the students for the remedial classes and

the fact that COMO101 is a non-award unit.

e My ke
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Selection by Failure

The present selection process used for COM0101 relies on
gelection by failure. This process engenders a high
degree of antagonism among students selected to
participate in COM0101. Students, who have passed 12
vyears of schooling and who in some cases have received
high marks in English and English Literature, suddenly
find that their competencies in one or more aspect of
writing are judged as deficient. All +tutors and
lecturers in COM0101 have reported antagonism and
hostility from a significant number of students attending

their classes.

Non-Award Status of COM(Q101

Not only do teaching staff have to contend with
antagonism from students, but as COM0101 is a non-award
unit, lecturers and tutors also find it very difficult to
engender any serious commitment to learning from many of
the participants. Staff report sporadic attendance at
classes particularly as the pressure for students to meet
assignment deadlines in other units builds up over the
semester. As there are no marks or graded compulsory
assignments involved, usually the first wunit +to be
neglected is COMO101. As has been previously stated,
students are expected to pass COM0101l prior to being
admitted to the third year of their course. However,
this extended time frame contributes to the lackadaisical
approach taken by some students towards COMO101,

Students repeatedly ignore notices from the course
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coordinator because they believe they have a year and a
half before they have to pass COM0101, Many students do
not contact their lecturers or tutors until almost the
end of second semester in the second year of the course.
This causes more antagonism and arguments between staff
and students. Students claim that they were not informed
that their attendance at classes was compulsory. However,
sessional staff do not have sufficient time to deal
adequately with these students’' perceived problems as
their contracts are, by this stage, almost finished.
Students become agitated because they are faced with the
prospect of not being able to enrcl in the third year of

their course.

Relationship to Other Units

The antagonism towards the unit is further exacerbated by
the fact that often the expectations set for passing
COM0101 bear very little relationship to the expectations
set 1in other units,. This is evidenced by students who
are not only passing assignments in other units but in
some cases they are receiving credit grades although they
have not yet passed COMO101. This situation causes
frustration among students and contributes +to their
perception of COM010l as a unit which seems to serve no

relevant purpose,.

Summary

This chapter described and analysed, from a contemporary

perspective, the procedures used by the Faculty of
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Education at Edith Cowan University +to assess and
remediate the writing needs of its first year Bachelor of
Arts (Education) students, The results of the analysis
show +the assumptions underlying the procedures used by
the Faculty to assess and remediate its students’ writing
difficulties are seriously flawed when compared with the
principles of the successful teaching of academic writing
derived from a contemporary conceptualisation of writing
and the teaching of writing. The main assumptions about
writing and the teaching of writing underlying the
Faculty’s procedures are that writing is concerned with
surface features and that the teaching of writing
inveolves giving students control over faose surface
features. However, the Faculty has ignored, or is
unaware of, the considerable body of evidence which shows
the strong interconnections between the surface

correctness of writing and the writers' control over

meaning, This evidence shows further that students’
writing cannot be assesgssed adequately using
decontextualised, skills-based tests and that the

development of students' writing will be limited if
writing is taught in decontextualised skills-based

lessons.

The procedures used at present by the Faculty of
Education to remediate perceived difficulties in
students? writing may be hampering its students’
literacy development. Writing is presented in COMQ101 as

a set of facts to be learned and mechanical processes to
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be applied instead of as the development, refinement and
the communication of thought, It was established in
chapter 2 that one of the features which distinguishes
novice writers from expert writers is their behaviour
when revising. Novices make few alterations to the
gsemantic content of their text and spend most of their
time attending to technical aspects of their work such as
spelling and punctuation. Experts on the other hand will
make substantial changes to the content of their text to
achieve better their own goals for writing and/or to
produce & better effect on their audiences. Rather than
showing students the relationships that exist in written
language, and developing the reading/writing/thinking
connection, the current model for the remediation of
writing difficulties in the Faculty of Education at Edith
Cowan University, reinforces the writing behavicurs of
novices and hampers students’ development into expert

writers.

It has been established that the Faculty of Education's
remedial writing unit COM01l01l is limited because of the
flawed assumptions wupon which it is based, In this
chapter a number of problems arising from the manner in
which COM0101 is currently organised have been
described. These problems include the way in which the
unit is staffed, the attitudes of students towards the
unit, and the relationship of COM0101 to other wunits.

These factors further limit the usefulness of COM0O101,

AL p T e
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CHAPTER 4

REVIEW OF LITERATURE: THE CHARACTERISTICS OF COHERENT

WRITING

This chapter has three major purposes. The first purpose
is to examine linguistic and semantic elements in writing
which contribute to writing quality and text ccherence.
In particular, the relationship between cohesion,
coherence, and writing quality are explored. The reason
for exploring this relationship is to establish the
difference between the textual properties of cohesion and
coherence. These terms are often used interchangeably in
the literature rendering their application to the

analysis of discourse difficult.

The second purrose is to establish the characteristics of
academic writing which may differ from other forms of

writing.

The third purpose is to develop a model peortraying the
major factors contributing to the writing of "coherent
academic essays., In a subsequent chapter, the components
of the model are used to develop a marking key. The
marking key is applied in an analysis of students’
responses to a research essay assignment in order to
identify areas where students are experiencing
difficulty with their writing. The areas of difficulty
identified in students’ essay writing are then compared
to the areas of writing difficulty identified by the

Engiish Skills Assessment test.
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Cohesion and Cocherence

Cohesion

Cohesion is an intersentential property of text and is
defined by Halliday and Hasan {(1976) as the linguistic
features that help make a sequence of sentences a text.
Linguistic devices, called cohesive ties, help 1link
ideas within and across sentences (Chapman, 1983; Speigel
& Fitzgerald, 1890}, Cohesion is achieved through the
use of referential relationships in which the
interpretation of one idea in the text depends on the
successful interpretation of another (Halliday & Hassan,
1976; Fahnestock, 1983). Consider the following

sentences:

Mary went to school., She took her lunch with her.

fr

In the second sentence the pronouns "she" and "her" have

been substituted for the noun '"Mary", The successful

" "

interpretation of the meaning of "she" and "her" in the
gecond sentence requires the reader to refer back to the
previous sentence. The use of pronominal substitutions
in the second sentence has provided links back to the

first sentence.

Cohesion may alsc be viewed as a redundancy which 1links
one sentence or part of the sentence to another (Moe and
Irwin, 1986; Cox, Shanahan, & Sulzby, 1990). Cohesive
ties are devices in the text which writers can use to
exploit the potential of readers to be able to render

repeated visual information redundant. For example, a
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writer may in a subsequent sentence group a number of
related concepts into one superordinate category instead
of repeating the same information contained in a previous
sentence, This is illustrated in the following two
sentences, where the substitution of "these factors" acts
as a superordinate category which subsumes the concepts

of soil, temperature, rainfall and humidity.

The nature of the seoil, temperature, rainfall, and
humidity were all important in determining the
success of the project. These factors led to the

plant’s spectacular growth.

Cohesive ties are one of the devices, signalling
relationships within a text, which writers wuse to
provide their writing with texture, i.e., a sense of
connectedness. These devices are important writing tools
that can help change a collection of sentences, lcoosely
related by topic, into flowing discourse. Two sentences
cohere if some element in one sentence cannot be
understood without recourse to another; such reference is
usually anaphoric, looking back to the previous sentence,
but occasionally it can be cataphorie, 1looking forward.
Halliday and Hassan {1976) identify five basic sources of
cohesion (a) reference, which includes many types of
pronouns, (b) substitution, which involves the
replacement of one word with another, {(c) ellipsis, which
involves the omission of a repeated word or phrase, (d)
conjunction, which includes additive, adversitive, and

temporal links, and (e) lexical cohesion, which includes
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reiteration, i.e.,, the repetition of words and phrases,

and collocation, i.e., co-occurrences of words which

regularly co-occur in the language or a specific semantic

domain (see Table 4.1).

Table 4.1

Sources of Cohegion

Source Example

Reference The results of the study were significant.
They indicate a strong positive relationship
between the age of the questionnaire respondents
and their understanding.

Subgtitution Dogs and cats showed similar reactions when
tested, Both animals reacted to the light.

Ellipsgis There were three important factors contributing
to the development of the shearers’ strike in 1891.
The first.... was the leadership of William Lane.

Conjunction War broke out before either side had consolidated
their positions.

Lexical Neither of the two interpretations were supported

Reiteration
by the text. The first interpretation... . The
gecond interpretation... .

Lexical Each unit cost 49 cents to produce. The units

Collocation

were subseguently sold for two dollars.

Coherence

In contrast to cohesion which operates within and between
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sentences, coherence is perceived as a global property of
text (Bamberg, 1984; van Dijk, 1980; Hasan 1984}, It is
the overall discourse property of unity, or how well a
text holds together ({Fahnestock, 1983; Spiegel &
Fitzgerald 1990). A text holds together because the
concepts in the text are subsumed within a global
meaning reflecting the writer’s purposes for writing (van
Dijk, 1980). Van Dijk (1980) argues that to be coherent
a text'’s propositions (microstructures) must be linked
together into a network that establishes the global
meaning (macrostructure) of the text. The coherence of a
text is a reflection of how well the author has been able
to achieve both a unity and segquence of ideas, Any
writing that lacks coherence will almost certainly fail
to communicate its intended message to the reader. The
importance to coherence of overall plan, structure, or
schema is emphasised by many theorists and researchers
{Bamberg, 1984; Mosenthal & Tierney, 1984; McKenna, 1988;
van Dijk, 1880). In addition, many theorists view
coherence as partly residing in the reader’s mind. That
is, coherence does not arise solely from textual factors
but also from the reader’'s own schemata and expectations
(Bamberg, 1984; Mosenthal & Tierney, 1984; Spiegel and

Fitzgerald, 1990},

The Relationship Between Cohesion and_Coherence

Both the nature of the relationship between coherence and

cohesion, and the usefulness of cohesion analysis as an
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index of textual coherence have been the subject of
considerable debate among reading and writing
researchers. Views vary between those who believe that
cohesion is the basis for coherence (Hasan, 1984) and
those who believe that cohesion is the linguistic

consequence of coherence (Carrell, 1982).

This section of the chapter: (a) explores the
relationship between the level of use of cohesive ties
and text coherency, (b) examines the contribution of
different cohesive devices to cohesion, (c) considers the
debate concerning the relationship between cohesion and
coherence from the perspective of schema theory, and (d)
concludes with a redefinition of the terms cohesion and

coherence.

Cohesive Ties: Level of Use and Text Coherency

Tierney and Mosenthal (1983} examined the essays of grade
twelve students and found that cohesive ties are
pervasive in all texts, ranging from coherent to
incoherent. Their study showed that a simple statistical
accounting of cohesive ties can not be used as an index
or predictor of a text’'s coherence. Some of the
incoherent essays contained many cohesive ties and some
contained relatively few. Similarly, some highly
coherent essays contained many cohesive ties and others
relatively few. Consequently, they were unable to
establish a pattern in the number of cohesive ties used

and text coherency.
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The findings from Tierney and Mosenthal'’s study are
supported by studies conducted by Roen and Piché (1984)
and Neuner (1987). Neuner (1987} found that cohesive ties
could not be used to distinguish gcod and poor writing
among college freshmen. Roen and Piché (1984) found that
micro-level cohesive devices did not enhance the
discourse coherence of college students. Both studies
were unable again to demonstrate a direct relationship
between the level of use of cohesive ties and text

coherency.

The findings of these three studies were unable to prove
the assertion that cohesive ties facilitate
comprehension. Instead +they give support to a view,
expressed by Carrell (1982), that, rather than surface-
level 1linking structures beinz the cause of coherence,
they are a symptom of the underlying coherence of the
writers’' text knowledge and topic knowledge. Thus, it
may be reasonable to suggest that overall text/topic
comprehension may be the cause of the recognition of
cohesive ties by readers rather than the cohesive ties
being the primary factor in the level of text

comprehension.

Types of Cohesive Devices and Text Coherence

Counting of the number of cohesive devices used by
writers does not provide a useful means of predicting
text coherence, However, some cohesive devices are

believed to be more important to cohesion and ultimately



111
to text~coherence than others. Fahnestock {1983)
believes that Halliday and Hasan’s fifth category, that
of conjunctions, is more important to cohesion than the
other categories because of their importance +to the
making of meaning. Rather than deriving cohesion from
lexical items in the surface structure of sentences,
conjunctions relate meaning over several sentences.
Fahnestock egquates Halliday and Hasan's use of the term
conjunctions to the term transitions. There are numerous
systems (see table 4.2 for one of the systems) used to
categorise transitional words and phrases and there is
also, within each system, a considerable overlap between
the categories, Transitional words and phrases =signal
relationships between sentences where semantic

"relationships already exist.

Cohesive ties, in the form of transitional words and
phrases, not only operate at the sentence but alsoc at the
paragraph and inter-paragraph levels. At the inter-
paragraph level, cohesive ties are often used 1in
conjunction with paraphrased reiterations of the main

idea of the previous paragraph.

McCulley (1985) investigated the relationship among
features of textual cohesion and the writing quality and
coherence of 17 year old students. McCulley reports that
his =study supports the conclusions of a previous study

conducted by Witte and Faigley (1981) in which it was
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Transitional Words and Phrases

Type Examples

Affirmation in fact, actually, indeed, certainly

Negation nevertheless, on the contrary, notwithstanding, on
the other hand, despite still, however, but,
conversely

Concession although, though, granted that, no doubt, to be
sure, whereas, of course, doubtless, coertainly

Illustration for example, for instance, to illustrate, in
particular, specifically

Addition and, also, moreover, or {nor}, furthermore, next,
again, too, second, third, etc., another, finally

Qualification frequently, often, usually, in general, in case,
occasionally, provided, unless, when, because,
since, for, if

Summation therefore, thus, ir conclusion, to sum up, so,
consequently, all in all, in short, on the whole,
in other words, then

Sequence then, after, since, before, when, whenever, until,

as soon as, as long as, in {1989), at {the end of

tern)

Note Classifications for transitional words and

phrases derived from Meman (1983},

found that three cohesive features: lexical synonyms,
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hyponyms?t, and collocations? contribute most to

judgements of writing quality and coherence.

Writing for Readers

Fulcher (1989) believes that the disagreement among the
researchers is fundamentally theoretical and not
empirical. He states that critics of Halliday and Hasan
are "upset” not because of tﬁe suggestion that cohesion
exists or that it is related to coherence, but that
Halliday and Hasan have claimed that c¢ohesion 1is the

basis for coherence.

Schema-theoretic or concept-driven explanations of the
reading process view a reader’'s mental representation as
the emergent product of the interaction between text-
based information and pre-existing knowledge (Anderson &
Pearson, 1984; Rumelhart, 1984}, Schema theorists
believe that the coherence of a text comes first, and
cohesion 1is a linguistic consequence. In their view,

readers assume coherence and so make sense of cohesion.

lHyponymy refers to two entities belonging to the same

semantic set within the context of a particular text.
For example, bird and dog may be viewed as hyponymous
because they belong to the same set animals within the
context of a text,

2Collocation: a type of cohesion in which one lexical
element is related to a previous one through frequent
co-occurrence in similar contexts by:
1. Association with a particular topic (e.g., Goodman,
whole language, psycholinguistics, meaning)
2. Opposition or contrast {e.g., influence/counter-
influence)
3. Membership in ordered sets
4, Membership in unordered sets
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Halliday and Hassan have been, by implication,
characterised as belonging to the data driven camp
because they believe "cohesion to be the foundation of

coherence” (Hasan, 1984, p.181).

However, in the interactive view of reading
comprehension, readers vary their focus along a continuum
from primarily text-based processing, concentrating on

getting the writer's message straight, to primarily
reader-based processing, concentrating on what the
author’'s message ought to bhe. This variation in focus is
determined by a number of interconnected factors: reader
purpose, topic familiarity, interest and motivation, and
discourse typre and complexity (Stanovich, 1980). Meaning
arises from a reader's effort to construct meaning and to

integrate the details in the text into a coherent whole.

Coherence is an aspect not only of texts as written, but
also of texts as read. Readers fill in any gaps in the
text with inferences and combine the textual elements
into a coherent representation. Irwin {(1986) argues
that the degree to which a reader will have to engage in
text-based processing will depend on a reader’s
expectations and prior knowledge. The reader’s prior
knowledge will, in turn, determine the importance of

textual cues.

Bamberg (1983) believes that failures in coherence are
contributed to by writers undercuing i.e., providing too
few cues for readers to be able to perceive relationships

between the text or because they miscue, thus, giving
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the reader conflicting or misleading cues.

Cohesion and Coherence Redefined

The importance of the work of Tierney and others
considered in previous sections is not that it negates
the work of Halliday and Hasan but rather that it shows
that the relationship between cohesion and coherence is
complex and coherence cannot be arrived at simply by a
simple statistical accounting of ties within a single

text.

A synthesis of the research to date seems to indicate
that cohesion and coherence are related but different
properties of text. The research shows that although
cohesion is not a sufficient condition for coherence,
cohesive ties do contribute to the coherence of a text,
and that some forms of cohesive ties, particularly those
which embody semantic relations in a text, are more
important than others. However, whilst it appears that
the use of cohesive ties at the local level contribute to
readers being able to construct a coherent representation
of a text particularly in the case of texts where the
reader's background knowledge is limited, coherence is a

much more global function of the text.

It appears from the literature that the fundamental
prerequisite for a coherent text is that the writer has
an adequate conceptual or content base for his/her

writing.

A second prerequisite for a coherent text is that the
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writer has a clear purpose for writing. The view that
textual coherence is largely the function of the clarity
of authors® purpose and a strong organisational structure
to carry out that purpose is supported by Mckenna's
(1988) study examining some of the variables involved in
the production of coherent text by incoming college
freshman. The coherence of students’ texts  was
determined using Bamberg's (1984) scale of text
coherence. 8ix variables which McKenna believed would
determine the presence of coherence in a text were also
rated and the results correlated with the ratings for
text coherence, The six variables and their definitions
appear in Appendix N. She found that intent, context,
structure, and focus have similar and high correlations
with coherence. In contrast, cohesion was found to have

the lowest correlation with coherence.

A third prerequisite for a coherent text is that writers
are able to generate structures for systematically
organising the content of their writing such that it
meets their communicative purpose and the needs of their
audience. This systematic organisation will contain a
macrostructure which equates to a superordinate framework
for the overall text. The superordinate framework
organlses the content of the writing into major
divisions. Within each of the major divisions other
macrostructures organise the content at the paragraph

cluster and paragraph level.

In summary, coherence in writing is a global quality
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which arises from the writer's understanding of the
content and her/his systematic communication of that
content to an audience using organisational formats which
meet her/his purpose for writing and the needs of her/his
audience. At the local level, writers provide +textual
cues as to the relationships that exist between the ideas
contained in their texts through the use of cohesive
devices., The relationships between these ideas are
available and useful to the reader because they have
already been established by the way in which the text has
been structured and organised to present these ideas,
Thus, whilst textual cues can assist readers in
reconstructing the main ideas of the text, texts which
lack adequate conceptual or content bases cannot be made
coherent +through the use of textual c¢ues. That is,
semantic relationships cannot be expressed where they do

not exist.

The Characteristics of Academic Writing

The main feature of academic writing which separates it
from other forms of writing is +that it consists of
reasoned and substantiated explanation or argument. The
substantiation for statements or propositions made can
take two forms: (a) data which have been collected by
the writer and offered as evidence, and (b} the use of
references to show that the idea being proposed has some
currency in the general community or in the specialist
community to which the writer belongs (Burdess, 1991;

Osland et. al., 1991),
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Academic writing differs from high school writing in its
purpose (Donald, 1988; Meyer 1988). The purpose of high
school writing is to explore ideas. The purpose of
academic writing is to communicate a message. The focus
of the former involves writers using their writing to
make connections between various ideas and to develop a
synthesized conclusion The focus of the latter is to take
the synthesized conclusion and to argue or explain it to
an audience (Flower, 1989b; Flower, 1989c). Therefore,
academic writing must be more structured towards meeting

the needs of an audience.

The Charascteristics of Successful Academic Writing

Successful academic writers organise their writing at a
global and a local level to help convey their meaning.
At the glcbal level, data are presented in a sequence
governed by logic and/or time in a manner which is
consistent with the writers’ purposes as well as the
needs of their audiences. At the local level, writers
provide textual cues to guide readers in their
construction of text meaning. The less explicit the
cues in the written text, the greater the demands placed
upon the reader, Consequently, skilled writers provide
textual cues to guide the reader in constructing a

meaning which reflects the authors’ purposes.

Successful academic writing exhibits two main features
(a) the purposeful structuring and organising of
content at the whole text, paragraph cluster, and

paragraph levels, il.ed, coherence, and (b) the
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deliberate use of linguistic devices to signal the
relationships between ideas contained in the text, i.e.,

cohesion.

The Structural and Orgsanisational Features of Coherent
Academic Writing

The content of coherent, academic writing is organised
at three levels (a) superordinate, (b) the paragraph

cluster, and {c} the paragraph.

Organisation at the superordinate level. The

superordinate level of text organisation is the level

that c¢an most readily be identified with the notion of

global coherence. At the overall discourse level an
appropriate organisational framework, reflecting the
author’s purpose for writing, is used. The

organisational framework will help the writer categorise
and organise the information into an appropriate sequence
reflecting logic and/or time order, Different purposes
will generate different organisational frameworks. At
most universities, students are required to respond to
written assignment tasks using one of two organisational
frameworks: the academic essay or the report. An
academic essay may be distinguished from a report in that
the ideas contained in an essay are integrated through
the use of continuous prose, In contrast, the ideas
contained in a report are presented under a series of
discrete headings and sub-headings. Whereas the

relationships between ideaz in an academic essay are
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clearly signalled, the relationship between ideas across
the headings and sub-headings in a report need not

necessarily be signalled.

As well as choeosing between the report and essay
frameworks, students may also have to select a form from
within those frameworks which is appropriate to the task
set and which is appropriate to their purposes for
writing. For example, three different forms of reports
undergraduate students are asked to write at Edith Cowan
University appear in Appendix O, P, and Q. The forms
vary according to whether the purpose of the report is to
investigate a situation, describe and analyse a
situation, or to cutline some form of action to be taken

in response to a problem,

In the case of an academic essay, the overall organising
framewerk remains the same irrespective of whether the

task set is to argue, discuss, contrast, and so on. The

framework (see Figure 4.1} of an academic essay consists

of:

1. An introduction which sets the broad context for the

essay and leads to the focus, theme, or thesis of the

essay. The introduction contains relevant background

material which establiishes the importance of the topic.

2. A focus statement which, given the context
established by the introduction, clarifies the particular
purpose for writing. The focus statement outlines the
scope of thé essay and delineates the main segments of

the discussion, explanation, or argument.
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Figure 4.1

The Framework of an Academic Essay

»Sets the broad context
for the essay.

oContains relevant
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importance of the topic.
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ELABORATION
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o™ points contained in the
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"ePurpose is to tie ideas
contained in the essay
together.

«Should not contain new
material.

.~ sMost often contain a
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Maln Point 3




122
3. A main body, consisting of an orderly sequence of
paragraph clusters and paragraphs which elaborate on the

main points contained in the focus statement.

4, A conclusion which ties the ideas contained in an
essay together. The conclusion usually contains a
summary of the main ideas linked back to +the focus

statement or an evaluation statement,

An academic essay can be thought of as a hierarchy of
main ideas. At the uppermost level is an overall main
idea which reflects the writer’s purpose for writing,
Support for the overall main idea or an explanation of
the overall main idea is then expressed in a number of
sub-ideas which are explored in paragraphs or paragraph
clusters. Within each parsgraph or paragraph cluster a
sub-idea is further developed, explained, refined, and

illustrated,

Organigsation at the paragraph cluster level. A

paragraph cluster consists of a number of paragraphs
dealing with a single idea. The purpose of a paragraph
cluster is +to -elaborate on a main idea that is too
complex to be dealt with in a single paragraph.,
The main idea or topic of the paragraph cluster is
usually expressed in general terms in the first paragraph.
The subsequent paragraphs then either deal with the teopic
in increasingly more specific terms or each of the
subsequent paragraphs deals with a part of the main idea

expressed as sub-main idea {see Figure 4.2).
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Figure 4.2

Two Types of Paragraph Clusters

TOPIC PARAGRAPH TOPIC PARAGRAPH

General statements General statements
used to outline main used to segment main
idea into a number of

idea. sub-main points.
SUB-POINT 1
ELABORATIONS Explained and
Main idea explained illustrated
in detail. '
 J
SUB-POINT 2
Explained and
illustrated.
ILLUSTRATION(S)
Example(s) of the y
practical application SUB-POINT 3
of the main idea are Explained and
outlined. illustrated.
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Organisation at the paragraph level. A paragraph
consists of an idea which is explained or supported and
sometimes illustrated. Well organised paragraphs in

academic writing should contain the following (see figure

4.3):
1, A topic sentence in which the main idea of the
sentence is expressed as a generalisation. The place of

the topic sentence can vary, but in paragraphs that are
not introductory, the topic sentence ordinarily occurs at
or near the beginning. In the case of introductory
paragraphs, subsidiary sentences are often used to lead

the reader to the main idea or topic.

2. Explanatory sentences in which the meaning of the
generalisation expressed in the topic sentence is

elaborated on, explained, and/or supported.

3. An illustration in which the practical application
of the generalisation is shown by reference to an

example.,

Paragraphs in expository writing are characterised by
increasing specificity. That is, they move from the
general to the specific thus increasingly refining the

reader’s understuanding.

The Features of Cohesive Academic Writing

As well as providing readers with an underlying coherent
framework, writers provide readers with cues that help

them connect the ideas expressed in the major divisions,
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Figure 4.3

Three Elements of a Good Expositeory Paragraph

A TOPIC SENTENCE

A main idea expressed as a generalisation.

AN EXPLANATION

The meaning of the generalisation is
elaborated on and explained.

AN ILLUSTRATION

The application of the generalisation is
shown by example.

i.e., paragraphs and paragraph clusters, of the essay.

Sequencing ideas across paragraphs. Interparagraph
cohesion is achieved through the writers’ use of
restatement and transitional devices. Sentences

beginning a new paragraph in expository writing can often
include old material as well as new material. The old
material is necessary to provide continuity of thought
and to prevent confusion, The new material is needed to
develop ideas and to avoid monotony. The old ideas and
new ideas are related through the use of transitional
words and phrases. Transitional devices help writers not
only tie ideas together but also point to particular
relationships between the writer’'s ideas thereby cuing

the reader to expect certain kinds of information to
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follow. For example, the following paragraph beginning
mentions not only the content of a previous paragraph,
but also signals that the information contained in the
present paragraph will provide an alternate point of

view,.

Although the economic arguments favouring mining at
Coronation Hill &are numerous, they are far
outweighed by the scocial and environmental costs

that would be incurred should mining proceed.

Although is the signalling word which indicates that a
different point of view is about to be presented and the

economic arguments favouring mining at Coronation Hill

are numerous represents a paraphrased reiteration of the

content of the previous paragraph(s}.

Sequencing ideas within paragraphs. Relationships

between ideas within paragraphs, between sentences, and

within sentences are established through the wuse of
transitional words and phrases, and through the use of
+ cohesive devices such as, reference, substitution, and
ellipsis. The set of transitional words that can be
used within sentences to show relationships is greater
than the set that can be used across sentences or across
raragraphs because the set includes conjunctions such as,
because, but, and, and so on, which, by convention,

cannot be used at the beginning of sentences.

Summary

The purpose of this chapter has been to outline some of
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the characteristics of successful writing. The
definitions and roles of cohesion and coherence in
successful writing have been considered and the
relationships hetween these two aspects of text have been
explored., As there is much confusion surrounding the use
of these terms, coherence and cohesion have been
redefined. Coherence is seen to be the global property of
unity of a text which arises out of +the purposeful
structuring and organising of content successively at the
whole text, paragraph cluster, and paragraph level. 1In
contrast, cohesion 1s seen to be a property of text
operating at the sentence and inter-sentence levels
arising out of the deliberate use of various linguistic
devices to indicate relationships between ideas between

and within sentences.

The features of coherent and cohesive essays have also
been discussed. The structural and organisational
features of coherent essays have been outlined. The
structure of a coherent essay is described as a hierarchy
of main ideas. To achieve this hierarchy, it has been
argued that the content of coherent essays is organised
at three levels (a) the overall text, {(b) the paragraph
cluster, and {(c) the paragraph. At the uppermost level
is an overall main idea which reflects the writer’s
purpose., Support for the main idea or an explanation of
the overall main idea is then expressed in & number of
sub-ideas which are organised into paragraph clusters and

paragraphs.
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The cues that writers provide to help readers connect the
ideas 1in essays together have also been outlined. In
particular, the writer’s wuse of restatement and
transitional words and phrases are felt to make an

important contribution towards a cohesive essay.
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CHAPTER 5

DESIGN OF PART II OF THE STUDY

The second part of this study involved a comparison of
students’ performances in an assignment requiring an
essay response, carried out by students as a normal part
of their course work, with their performances in the
English 8kills Assessment test. The purpose of the
second part of the study was twofold: Firstly, to
investigate the usefulness of the English Skills
Assessment as a screening test for writing difficulties
by establishing whether it (a} identified the students
who are likely to experience problems in their essay
writing, and (b) identified all the areas in which
students experienced problems in their essay writing.
Secondly, if the English Skills Assessment test proved to
be inadequate, to establish if the evaluation of an
assignment essay, carried out by students as a normal
part of their course work, provided an alternative means
by which students could be screened for writing

difficulties.

Population

The sample was derived from the population comprised of
first year students enrolled in the Faculty of Education
at Edith Cowan University in the first semester of 1991.
The sample initially was to be comprised of all the
first year primary and secondary teacher education

students attending the Mount Lawley Campus of the Edith
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Cowan University. However, there was a mismatch between
the number of people sitting the English Skills
Assessment Test: 460 and the number who completed +the
assignment: 492, Even though the total number of
students who completed the assignment was greater than
the number completing the English Skills Assessment, the
final sample did not include all the 460 students. Some
students were repeating first year and had sat the
English Skills Assessment test the previous year. These
students were included in the assignment numbers and not
the English Skills Assessment numbers. Other students
were enrolled in second year but were taking the English
Skills Assessment test for the first time. The 1latter
students were included in the English Skills Assessment
totals but not in the assignment totals. The final
gsample, used for comparison, included 4268 first year
primary and secondary teacher education students enrolled

at Mount Lawley Campus.

Research Instruments

English Skills Assessment test

The English Skills Assessment test, Part 1 and Part 2
(A.C,E.R, 1982), 1is a standardised test, which purports
to measure competency in tdentifying logical

relationships, correcting spelling errors, correcting

punctuation and capitalisation errors, reading
comprehension, word usage, and command of sentence
structure. A detailed examination of this test appears

in chapter 3 which outlines the methodology used and the
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results of the first part of this study.

Research-Essay Assignment Writing Task

Validity

The purpose of the investigation carried out in part 1II
of the study was to compare students’ performances in the
English Skills Assessment test with their performances in
real, academic writing situations. The possibility of
asking students to participate in a separate essay
writing exercise and using their performance in this task
as a basis for compariscn, was considered and rejected.
It was considered that the artificiality of the task and
the consequent lack of student motivation would affect
the validity of using the task as a measure of students’
writing ability in an academic context. Therefore, it
was decided to measure students’ writing performances in
in an assignment requiring an essay response. An
assignment requiring an essay response was chosen as most
Faculty of Education staff prefer students to wuse an
essay format for assignments requiring extended writing.
As the essay was assessable and already part of students’
coursework, problems involving motivation and application
to the task were minimised. An assignment common to all
first year primary and secondary teacher education
students was identified in the first semester core unit
Education 1100. An assessment of students’ performances
in the second assignment {(see Appendix R) in the unit

Education 1100, due 13/5/91, was considered to be a
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suitable writing task to use in this invegtigation,

The task was considered suitable because: (a) It involved
various attributes of academic writing such as, research
and extended writing, (b) the task was common to all
students in the sample investigated, and (c) students had
a real purpeoese for carrying out the task since it

constituted an assessable part of their course work.

The Research Assignment Marking-Key

The researcher worked with the fourteen members of the
Education 1100 lecturing team to develop a suitable
marking key (see Appendix S5} for the assignment. The
marking key was broken down intc a number of categories
and sub-categories including aspects of structure,
organisation, cohesion, grammar, writing conventions, and
content. As well as marking +the content of the
assignments, lecturers were asked to rate as excellent,
satisfactory, borderline, or unsatisfactory the level at
which the students were operating in each of the writing

sub-categories.

Lengthy discussions were held with the marking team about
the nature of writing and academic writing. Specific
definitions and meanings were established for the various
items on the marking key and a marking guide developed to
help ensure consistency among markers. The marking guide
included: {a) a general description of the ratings, and
(b) a description of each item on the marking key and an

explanation of how the ratings would be applied to those
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items,

Ratings

The general definitions for the four ratings were as

follows:

Excellent. Excellent did not equal good but instead
equated to perfect or near perfect, e.g., 1 minor mistake

was allowed.

Satisfactory. Satisfactory meant a few minor problems in

an area of writing. Minor problems in turn were defined
as problems which did not interfere with the coherence

and cohesion of an essay.

Borderline. Borderline was defined as a generally
cohesive and coherent essay with a few larger problems
which on occasion interfered with a marker’s ability to

make sense easily of an essay.

Unsatisfactory. Unsatisfactory meant that it was
difficult for the marker to make sense of the essay in
terms of the question. An unsatisfactory score in the
essay structure category of the marking key could include
cohesive and coherent sub-sections, 1i.e., listings or
explanations, which were internally cohesive, dealing
with content relevant to the assignment question which
however, appear to have no purpose., In other words, the
connection between the listings and explanations, and the
assignment question was not made explicit in the

student’s essay.
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ITtems Included in Marking Key

The marking key consisted of 12 variables. The nature of
the variables included in the marking key was determined
through a process of negotiation between the researcher
and the lecturing/marking team. The researcher wished to
include two types of variables in the marking key: (a})
those variables, derived from the literature, which
appear to contribute significantly to the cohesion and
coherence of a text; and {(b) those variables which
correspond %o the variables im the English Skills

Assessment test.

The first three variables: essay structure, paragraph
seguence, and paragraph structure were felt by the
researcher to contribute significantly to the cohesion
and coherence of a text and were, therefore, included in
the marking key. The four variables sentence structure,
usage, spelling, and punctuation were included in the
marking key because they correspond to sub-tests in the
English Skills Assessment test, These variables needed
to be included in the marking key to enable the study to
establish if students identified by the English 8Skills
Assessment test as having problems in the areas measured
by these variables also manifested the same problems in
authentic writing situations. The five variables,
consistency of person, consistency in tense, sagreement,
referencing, and essay length, were included because the
lecturers/markers thought that they represented important

aspects of academic writing in which students often



135

display deficiencies.

A description of the variables in the marking key and an
explanation of the application of the ratings! to each

variable follows,

Essay Structure, There is an overall organisational
framework which directs the student’s writing towards
meeting the tasks set by the assignment gquestions., The
manner in which responses are constructed focuses on

answering +the assignment questions in & clear and

efficient manner. In the respcnse to each question, the
main ideas are introduced, logically developed and
concluded.

Paragraph Sequence. The paragraphs contained in the
response to each question are sequenced by time and/or
logic. The student facilitates the marker’'s integration
of her/his ideas across paragraphs through the use of
devices such as paraphrased restatements and transitional

words and phrases.

Excellent = relationships between ideas always
clearly signalled.

Satisfactory = on more than 90% of the occasions

Borderline = on more than 75% of the occasions

Unsatisfactory = less than 75% of the occasions

1 In the grammatical features and technical
conventions all repetitions of the same error were
treated as a single error when determining a rating
except for where otherwise indicated.
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Paragraph Structure. Students structure their

paragraphs around a main idea expressed as a general
statement. The rest of the paragraph explains or
supports the general statement., Where appropriate, ideas
are illustrated through the use of examples. Paragraphs
deal with only one main idea and within paragraphs, ideas

are sequenced by time and/or logic.

Excellent Paragraphs dealt with one main idea.
Main points always clearly stated,
explained, and illustrated when

reguired.

Satisfactory Paragraprhs almost always dealt with one
main idea. Main points almost always
{i.e, >90%) clearly stated, explained,
and illustrated when required.
Borderline = Some problems with the clarity and

organisation of paragraphs

(i.e. 75% - 90%).

Unsatisfactory A number of problems relating to the
clarity and organisation of paragraphs

(i.e, <T76%}.

Sentence Structure. Students’ writing indicates that
they have a good sentence concept. Sentence meanings
are clear and unambiguous. Coordinating and subordinating
conjunctions are used appropriately. Modifiers are

prlaced appropriately.

Excellent = 0~1 errors
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Satisfactory = 2-4 errors

Borderline = 5~-8 errors

Unsatisfactory >8 errors

Usage. Students are able to follow the conventions of

standard written English.

Excellent = 0-1 errors
Satisfactory = 2-4 errors
Borderline = 5-8 errors
Ungatisfactory = >8 errors
Consistency of Person. Academic essays should be
written in the third person. A rating of excellent is,

therefore, given only to students who write consistently

in the third person.

Excellent = third person, 0-1 shifts in person
Satisfactory = third person, 3-4 shifts in person
Borderline = third person, 5-8 shifts in person
Unsatisfactory = first person, second person, third

person with more than 8 shifts in person

Consistency of Tense.

Excellent = 0=-1 inappropriate shifts in tense
Satisfactory = 2-4 inappropriate shifts in tense
Borderline = 4-8 inappropriate shifts in tense

Unsatisfactory = more than 8 inappropriate shifts in tense

Agreement. Two forms of agreement were examined: (a)

subject/verb agreement, and (b} noun/pronoun agreement.
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Excellent = 0-1 errors in agreement.
Satisfactory = 2-4 errors in agreement.

Borderline = 4-8 errors in agreement.
Unsatisfactory = more than 8 errors in agreement.
Spelling.

Excellent = 0-1 errors.

Satisfactory = 2~4 errors.

Borderline = 4-8,

Unsatisfactory = more than B errors,

Punctuation. The accuracy of students' use of

capitalisation, fullstops, commas, colons, semicolons,

and question and quotation marks was assessed.

Excellent = 0-1 errors.

Satisfactory = 2-4 errors.

Borderline = 4-8,

Unsatisfactory = more than 8 errors,

Referencing. The accuracy of students' use of
appropriate "in text" and "end of text" referencing

conventions was assessed.

Excellent = 0~1 errors.

Satisfactory = 2-4 errors.

Borderline = 4-8.

Unsatisfactory = mere than 8 errors or a majority wrong.

Marker Consgistency

Structured samples of essays were taken from each marker
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after they had completed their marking. These were used
to establish the degree of inter-rater reliability. The
sample consisted of 84 essays: two high, two medium,
and two low scoring essays from each marker. Comments
were removed and photocopies were made of each essay.
Instruction was given on the use of the marking key to
an expert in the field of writing. The expert then
independently re-marked each of the essays and completed

a second marking key for each essay.

Intra—-Rater Relijability

The consistency of the expert’s ratings was assessed by
obtaining two independent ratings of a sample of six of
the essays. The procedure used to obtain the independent
ratings involved randomly selecting two essays from each
of the following categories: the first ten papers
marked, between the 37th and 47th papers marked, and
last ten papers marked, after the expert completed his
initial marking of the 84 essays. The six papers were
then randomly ordered and remarked by the expert. The
total gscore for the first rating of the sample,
calculated by adding together the ratings for eleven
components of the marking key for the six essays, was
then compared to the total score obtained for the sample
in the second rating. The correlation between the two
independent ratings shows a high degree of intra-rater

consistency, r = .99121, p = .001.
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Inter-Rater Reliability

Table 5.1 shows the correlation of the markers’ rating of
the essays with the rating given to the essays by the
expert, Correlations between the markers’ ratings and
the expert’'s ratings range from r = .34195, p >.6577 +to
r = 1,000, p < .001. The ratings of 10 of the 14 markers
showed a significant (p =.05}) and moderate or high

positive relationship with the ratings of the expert.

The ratings of all the markers were also totalled to
compute an overall estimate of the correlation between

the markers' ratings and the ratings given by the

Table 5.1

Correlation Between Individual Markers' ratings

and the Expert’'s Ratings

Marker n r B

1 6 87763 .1391
2 6 1.0000 .001
3 5 .96115 . 0091
4 6 .39399 5117
5 7 .79693 .0319
6 6 .86588 .0258
7 8 .84021 .0371
8 6 . 34195 6574
9 6 .90113 .0191
10 6 .85349 . 0306
11 ] .97264 .001
12 6 . 48965 .4358
13 6 . 98974 001
14 6 . 79104 . 0387

independent expert. The result of this computation

indicates a statistically significant (r = .76291, p =
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.0001) moderate positive association between the markers’

ratings and the ratings of the independent expert.

The methodology employed to gather data for the second
part of the study had three major limitations. These
limitations related to: (a)} the design of the marking
key, (b) the lecturers’ understanding of some of the
variables contained in the marking key, and (c¢) the

nature of the assignment task.

Degign of the Marking Key

Some of the variables of the marking key did not match
exactly the equivalent +tests in the English Skills
Assessment. Lecturers wanted to highlight some aspects
of writing which they regarded as being deficienct in
students' assignment writing such as; consistency of
tense, consistency of person, and agreement, by treating
them as separate variables. However, consistency of
tense, consistency of person and agreement were all
components of the usage test in +the English Skills
Asssessment. Therefore, it was necessary to collapse
the students' essay performances in these variables into
one variable Tfor usage prior to its comparison with the
students’ performances in the usage component of the

English Skills Assessment test.

Lecturers’ Understanding of the Variables

Table 5.1 shows that there were some differences between
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the lecturers in their application of the marking key,.
These differences arose in spite of the considerable time
devoted to the discussion and development of a common

marking procedure.

Table 5.2 compares the expert'’s ratings of the various
writing components in the sample of esgays with the
ratings of the markers. The biggest source of
discrepancies between the ratings occurred with the
marking key components essay gstructure, paragraph
structure, and sentence structure, Lecturers tended to
over-estimate the performance of the students in their

structuring of their essays.

In the discussions, prior to the marking of the
assignments, some lecturers indicated that they look only
for content when they are marking essays, These
lecturers were concerned only that the content, relevant
to the assignment question, was included in students’
responses. The fact that the manner in which the content
was presented may not meet the requirements of a specific
assignment question was not considered relevant by the
lecturers. They felt that the purpose of an assignment
was for students to demonstrate their mastery of the
content, not of "English". The same lecturers also
displayed a reluctance to mark students down because of

poor essay organisation,

In the case of the ratings for sentence structure, some

lecturers tended to wrongly diagnose the source of the
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Table 5.2

Correlation Between the Markers' and the

Expert's Ratings of Components of the

Marking Key

Component® r ) 3]
Essay Structure .54505 . 0001
Paragraph Segquence ., 73098 0001
Paragraph Structure 59966 L0001
Sentence Structure .61812 . 0001
Usage .76132 .0001
Spelling .8b6478 .0001
Punctuation , 78304 . 0001
Referencing .83885 0001

an = 84 for each component

problen. Some of the problems that were attributed by
some lecturers to sentence structure were a manifestation
of a much larger problem. It was clear that some of
these students lacked control over meaning, It is hard
to organise and express ideas that have not been
understood in the first place. The writing of these
students 1lacked structure and focus. This lack of
structure and focus was, in turn, reflected in inadequate
sentences and paragraphs. However, since the most
obvious problem was the large number of poorly structured
and meaningless sentences, lecturers sometimes identified

the problem at the sentence level but not +the larger
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structural and organisational problems at the essay and

paragraph level.

Nature of the Assignment Task

The task set by the assignment did not require students
to write a single coherent and cohesive essay. The
asgignment was based on a general question framed by the
assignment writer. However, +the assignment gquestion

itself was expressed as a number of specific questions.

A general question requires research-writers to survey
the literature relevant to a topic and to generate a
structure for writing which will enable the writers to
answer the assignment question. As the question set for
the second assignment in EDU1100 was divided into a
number of specific questions, some of the overall
structure that would normally have been generated by
research-writers themselves was provided for them. As a
consequence of this, the competency with which students
are able to carry out this task may not equate students’
performances in an assignment requiring them to generate

a structure for a single, integrated essay.

The manner in which the essay writing performance of
students would normally be assessed, e.g., context, focus
statement, supporting statements, and conclusion, needed
gsome modification. Nevertheless, a goeod response to this
assignment still required theat the ideas contained 1in
each section {(question) were organised in a hierarchical

fashion. That is, in which a logical sequence of main
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ideas expressed as general statements, were explained and
illustrated in a format that met the purpose set by the
assignment sub-guestion. The response to each section
was regquired to have a communicative purpose, this
purpose should have been readily apparent to the reader,
and the manner in which the ideas were conveyed should

have been clear and precise.

Discussion

The purpose of the second part of the study was to
evaluate the usefulness or otherwise of the English
Skills Assessment test and a proposed assignment essay
alternative as means of screening students for writing
difficulties. However, in the process of setting up the
study, two important issues surfaced which could impact on
the 1literacy development of students undertaking the
first year of their course in the Faculty of Education at
Edith Cowan University. These issues relate to: (a) the
type of assignments set for students undertaking
education units in their first year, and (b) the lack of
consistency among lecturers in their expectations of
students’® writing. Chapter 2 considered, among other
factors, the impact that context can have on students’
writing performances. Both these issues affect the

clarity of the context in which students’ are operating.

Nature of Assignment Tasks Set

In order to carry out the second part of the study, it

was necessary to identify an appropriate essay assignment
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so that students' performances in the English Skills
Assessment test could be compared to their performances
in authentic writing situations., This procedure proved
to be more difficult than originally anticipated
particularly for students enrolled in the primary focused
Bachelor of Arts (Education) course. A full first
gsemester load for a primary-focused course consists of
five units. Four of these units are compulsory units and
are undertaken by all students. The fifth unit is in one
of twelve areas of general studies (Edith Cowan
University Handbook 1991). All primary teacher education
students undertake units in one area of general studies
in the first two years of their course. Students are
usually required to complete two assignments and one exam
for each of the five units. Only four of the 12 general
studies wunits require an essay response to any of the
assignments set. Of the eight assignments set for the
four compulsory units only one of the assignments, the
second assignment 1in EDU1100 approached the reguired
format for the study. Many of the assignment tasks set
involved the mechanical application of formats outlined
for 1lesson plans or required students to respond to low
level assignment tasks which required students to
regurgitate and list information rather than to
gsynthesise information and to apply the understandings

derived from this synthesis in new and unique ways.

Bereiter and Scardamalia (1987) show that educational

practices orientated towards a low form of literacy
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produce self~-fulfilling prophecies, i.e. students
exhibiting low-levels of literacy attainment. They also
demonstrate how the benefits of high literacy c¢an be
brought to students who do not come from highly literate
backgrounds. Many of the assignment tasks examined in
the initial phase of this study were orientated towards
students demonstrating only low forms of literacy. These
tasks were structured in such a way as to drive students
away from synthesis and critical evaluation. Most
assignment tasks examined required only a recall and
listing of facts with, on occasion, some minor
interpretation and application, The processes involved
in identifying and developing an appropriate instrument
for comparison with the English Skills Assessment have
highlighted the fact that context is an issmne that the
Faculty of Education must confront when examining the
ways in which to encourage the literacy development of
its students. An issue which must be confronted is the
aspects of the context in which students are operating
which tend to encourage only low-levels of literacy
attainment. The low~levels of literacy encouraged, in
turn, prevent students from developing control over the
content and processes required for them to become

independent learners,

Lecturers' Expectations

The researcher’s interactions with the Jlecturing/marking
staff in the unit EDU1100 showed also how confusion 1is

inherent in the context in which students are now
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operating, In particular, the requirements of the
context are unclear because of mixed messages conveyed to
students. The results of the procedures used to
establish the degree of inter-rater reliability
demonstrate that lecturers’' expectations vary even within
the same course. These expectations are communicated to
the students in the lecturers’ comments and in the marks
they award. However, because the expectations are
inconsistent across lecturers, students may find it
difficult to generalise, for example, the requirements of

academic writing.

Similarly, in the course of developing the assignment
marking key with EDU1100 staff, it was observed that
lecturers varied widely in their interpretation of the
agssignment task. In some cases, there was a c¢lear
mismatch between the lecturers interpretation of the task
and the meaning of the words used to frame the

assignment,

The differing interpretations and expectations cause
confusion and inhibit students’' literacy development
because the mixed messages they receive make it difficult
for students to be able to deduce the requirements of the

context in which they are operating.

Summary

The inter-rater reliability measures obtained indicate
that overall there was a moderate level of consistency

among the assignment markers. It is believed that the
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level of consistency was sufficient for the comparison of
the students' performances in the essay with their
English Skills Assessment test performances to yield

useful data.

However, though not an issue when the study was
originally planned, it became apparent during the study
that many aspects of the context in which the students’
are operating have important consequences for students’
literacy development, In particular, the low-level
assignment tasks set and the variability of expectations
and interpretations of assignment questions indicates
that the context in which students are operating, insofar

as it affects their literacy development, is problematic.
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CHAPTER 6

RESULTS OF PART II OF THE STUDY

Procedures used to Analyse Data

Grouping of Data

The data collected from the English Skills Assessment
test and the Essay marking key were categorised into four
groups prior to the carrying out of any analyses.
Students' were placed in remedial and non-remedial groups
for each measure based on their performances. The manner
in which the classifications were arrived at are outlined

below.

Egssay Categories

Remedial group. Students, who had been rated by the
assignment markers as unsatisfactory in any of the
aspects of writing included in the essay marking key,
were considered to require remediation in that aspect and

were placed in a remedial group.

Non-remedial group. Students, who were rated by the
assignment markers as borderline, satisfactory, or
excellent in all the aspects of writing included in the

essay marking key, were placed inte a non-remedial group.

English Skills Agssegssment Test Categories

The classifications used to group students’' on their test
performances were based on the procedures used by the

Faculty of Education to identify students requiring
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remediation.

Remedial group. Students achieving less than 65%! in any
component of the English Skills Assessment test were also
considered +to require remediation in that component of

writing and were placed in a remedial group.

Non-remedial group. Students achieving 65% or more in

the various components of the English Skills Assessment

were placed into a non-remedial group,.

Data Analysis

After the data were grouped, four comparisons were carried

out:

1, The deficiencies in students' writing skills
identified by the English Skills Assessment test were
compared with those deficiencies identified by the
assignment markers in their assessment of students’
written essays. The purpose of the first comparison was
to establish the deficiencies in students’ essay writing
which were identified by the markers but were not
identified by the Faculty of Education’s testing

procedure.

2. The students identified as requiring remediation by
the English Skills Assessment test were compared to the
students identified as requiring remediation by the

assignment markers. The purpose of the second comparison

1Cut off point used by the Faculty of Education in 1991
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was to determine if the students identified by the
English Skills Assessment test as having specific writing
deficiencies in the areas of spelling, punctuation, usage
and sentence structure displayed the same deficiencies in

their assignment writing.

3. The students’ overall performances in the English
Skills Assessment test, as measured by their. total
scores, were compared to the students’ overall
performances in their assignments, as measured by their
final grades. The purpose of the third comparison was to
determine if the students, who experienced problems in
their assignment writing, could be identified from the
total score? they achieved in the English Skills

Assessment test.

4, The students' performances in all the components of
the English Skills Assessment test and all the variables
in essay marking Kkey were compared with the students’
assignment Sscores, The purpose of the fourth comparison
was to determine the items in the test and marking key in
which the students' performances showed the strongest

relationship to their overall assignment performances.
Results

Writing Deficiencies Compared

The numbers of students identified by the two measures as

?This included all eight components of the English
Skills Assessment test.
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requiring remediation and the areas in which students’
writing were considered deficient are shown in Table
6.1. Deficiencies in usage, sentence structure,
spelling, and punctuation were identified by both the

essay markers and by the English Skills Assessment test

Table 6.1

Numbers of Students Identified by their Essay and ESA

Performances as requiring remedistion

ESSAY E5A
Problem Identified Number % Number y 4
Essay Structure a6 20.2 - -

Paragraph Relationships 94 22.1 - -

Paragraph Structure 91 21.4 - -
Sentence Structure 88 20,7 73 17.1
Usage 102 23.9 114 26,8
Spelling 91 21.4 81 14,3
Punctuation 71 16.7 164 38.5
Referencing 95 22.3 - -
Essay Length 64 12.7 - -

Note. Total number of students assessed = 426,

as areas 1in which students required remediation, In
addition to these four areas, the assignment markers
identified students experiencing problems with their
essay writing in five other areas which were not

assessed by the English Skills Assessment test. Three of
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these areas can have an important impact on the cohesion
and coherence of an essay. These areas relate to: (a}
students’ abilities to provide suitable frameworks for
their essays to enable them to meet the requirements of
the task set by the assignment, (b) students’ abilities
to show relationships between ideas across paragraphs 1in
their essays, and {(c¢) students' abilities to paragraph
correctly. The other %two areas identified by the
agssignment markers, the appropriate use of referencing
conventions and essay length, relate to technical
requirements for writing essays in the Faculty of

Education at Edith Cowan University.

Discugsion

The English Skills Assessment test did not identify three
areas, which are important to good essay writing and
which were deficient in students’ essay writing: essay
structure, paragraph sequencing, and paragraph structure.
Two Jless important areas which relate toc the Faculty's
technical requirements for writing, 1i.e., referencing
and essay length, were also not assessed. As the English
Skills Assessment test did not identify all the areas of
deficiency in student's writing, a remediation programme
based solely on the areas identified by the test would
have 1limited impact on students’ assignment writing

needs.

Students with Writing Deficiencies Compared

Twe analyses were carried out to determine if there was
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some relationship between the students’ performances in
the items that were measured by both the English Skills
Assessment test and the essay marking key. Students’
spelling, punctuation, usage, and sentence structure
performances in their essays were compared with their
performances in the equivalent components of the English

Skills Assessment test.

The students were divided into two sub-groups? based on
their test and two sub-groups based on their assignment
performances in each of the previously mentioned
component.s of writing. Then a chi-sguare test
(Everitt, 1988) was applied, using the IBM statistical
package SAS, to generate 2x2 contingency tables for
each component, The chi-square procedure was used to
test the association between the two variables "student
performance in the English Skills Assessment test"” and
"student performance in the essay assignment” for each
of the writing components. A chi-sgquare test compares
the observed cell frequencies and those frequencies that
would be expected when the variables forming the table
are assumed to be independent. A statistically
significant chi-square value would indicate that
students’ performances across the two measures were

dependent and, therefore, related.

Coefficients of contingency for each component were also
derived from the chi-squares. These were used to

establish the degree of correlation between the

3remedial and non-remedial



158

students'® performances in each component across the two
measures. The contingency tables were then examined to
establish the level of match/mismatch between the
gtudents’ performances in the test and assignment for
each of the four writing components. The level of
match/mismatch was, in +turn, used to determine the
usefulness of the English Skills Assessment as a
screening test for identifying students who were likely
to experience particular problems in their assignment

writing.

The procedure used to establish the level of
match/mismatch between the students’ test and essay
writing performances involved identifying the following
categories of students for each of the four writing
components displayed in the contingency tables: {a) the
number of students identified by each measure as having
failed to meet the prescribed level of competency, (b}
the number of students identified by both measures as
having failed to meet the prescribed levels of
competency, {c) the percentage of students identified as
having problems in their essay writing who were also
identified by the English Skills Assessment test, (d) the
percentage of students identified by the English Skills
Assessment test who were not identified as having
problems in their assignment writing, and (e) the
percentage of students identified as having problems in
their essay writing who were not identified by the

English Skills Assessment test.
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Spelling Performances Compared

A chi-square test showed that students'’ spelling
performances in the English Skills Assessment test and in
their essay were not related. At a five percent level of
confidence, the calculated value of the chi-square,
X2(1, N = 426) = 2.813, p=.094, is not significant.
From the chi-square test results, it is possible to
conclude that the students’ spelling performances were
independent of each other and thus, were dependent on the
kind of measuring instrument being used. The
contingency coefficient derived from the chi-square
supported this conclusion. The contingency coefficient
showed that the correlation (€ =.081, p = .094) between
between the students’'’ performances in the spelling
component of the English Skills Assessment and the
students' spelling performances in their assignment was

low and not statistically significant.

The mismatch between the students’ spelling performances
in the English Skills Assessment test and in their essay
writing 1is readily apparent in the contingency table.
Table 6.2 shows that the English Skills Assessment test
identified 61 students requiring remediation in spelling
while the assignment markers identified 91 students
requiring remediation. However, only 18 students were
identified by both forms of assessment as requiring
remediation. That is, only 19.78% of the students
identified from their assignment performances as

requiring remediation were also identified by the English
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Skills Assessment test. Conversely, 70.49% of the
students identified by the English Skills Assessment Test
as requiring remediation in spelling did not appear to
have problems with spelling in their assignment writing.
In addition, the English Skills Assessment test did not
identify 80.22% of the students whose essay writing

performances indicated that their spelling was helow the

prescribed level of competence.

Table 6.2

Spelling: English Skills Assessment Test Performances and

Esgay Performances Compared

ESBAY

Non-
Remedial Remedial Total

Frequency 18 43 61
Z of Total 4,23 10,09 14,32
Remedial
2 of ESA 29.51 70.49
ENGLISH % of Essay 19.78 12.84
SKILLS
ASSESSMENT Frequency 73 292 365
Non-
% of Total 17.14 68,54 85.68
Remedial
% of ESA 20.00 8G.00
% of Essay 80.22 87.16
Total g1 335 426

4 21.36 78.64 100.00
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Punctuation Performanceg Compared.

A chi-square test showed that, at a 5 percent level of
confidence, students’ punctuation performances in the
English B8Skills Assessment test and their essay writing
were not independent, x2(1, N = 426) = §6.670, p=.010,
The contingency coefficient, derived from the chi-square
alsoc showed a low but positive and statistically
significant correlation (C =.125, p =,010}) between the
students’ performances in the punctuation component of
the English Skills Assessment and the students’

punctuation performances in their assignment.

In spite of the fact that the two analyses showed
statistically significant results, table 6.3 shows that
the level of the association between the students’
punctuation performances across the two measures was too
low for the English Skills Assessment test to be able to
provide &a useful means off identifying students with
punctuation problems in their assignment writing. The
English Skills Assessment test identified 164 students

requiring remediation in punctuation whilst the

assignment markers identified only 71 students
requiring remediation. Thirty-seven students were
identified by hoth forms of assessment. Despite the

statistically significant c¢orrelation between the two
scores, only 52.11% of the students identified from
their agsignment performances as requiring remediation in
punctuation were also identified by the English Skills

Assessment test. Conversely, 77.44% of the students,
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identified by the English Skills Assessment test as
requiring remediation in punctuation, did not appear to
have problems with punctuation in their assignment
writing. The English Skills Assessment test also did not
identify 47,89% of the students whose punctuation
performances were below the prescribed level of

competency in their essay writing.

Table 6.3

Punctuation: BEnglish Skills Assessment Test Performances

and Essay Performances Compared

ESSAY

Non-
Remedial Remedial Tetal

Frequency 37 127 164
% of Total 8.69 29.81 38.50
Remedial
X of ESA 22,56 77.44
ENGLISH % of Egsay 52.11 35,77
SKILLS
ASSESSMENT Frequency 34 228 262
Non-
% of Total 7.98 53.52 61.50
Remedial
% of ESA 12,98 87,02
% of Essay 47.89 64.23
Total 71 355 426

x 16. 37 83.33 100.00
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Ugsage Performances Compared.

A chi-square test showed that students’ usage
performances in the English Skills assessment test and in
their essay writing were independent. At a five percent
level of confidence, the calculated value of the chi-
square, X%(1, N = 428} = 2.956, p=.086, was not
significant. The contingency coefficient derived from
the chi-square also shows that there was little
relationship between the students' performances across
the two measures. The contingency coefficient shows that
the correlation between the students’ performances in the
usage component of the English Skills Assessment and the
students’ usage performances in their assignment was 1low
and not statistically significant, C =.083, p =.086.
That is, the students' writing performances varied again

in accordance with the measuring instrument being used.

The mismatch between the students’ usage performances
across the ftwo measures is also readily apparent from
the contingency table. Table 6.4 shows that the English
Skills Assessment test identified 114 students requiring
remediation in usage and that the assignment markers
identified 102 students requiring remediation. However,
only 34 students were identified by both forms of
assessment. That is, only 33.33% of +the students,
identified from their assignment performances as
requiring remediation, were also identified by the
English Skills Assessment test. Only 29.82% 0f the

students identified by the English Skills Assessment test
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as requiring remediation in usage were also identified by
the assignment markers, Conversely, 70.18% of the
students identified by the English Skills Assessment test
as requiring remediation in usage did not appear t¢ have
problems with usage in their assignment writing. The
English Skills Assessment test also did not identify
66.67% of the students whose usage performances were
below the prescribed level of competency in their essay

writing.

Table 6.4

Usage: Engligh 8Skills Asgsessment Test Performances and

Essay Performances Compared

ESSAY

Non-
Remedial Remedial Total

Frequency 34 80 114
% of Total 7.98 18.78 26.76
Remedial
% of ESA 29.82 70.18
ENGLISH % of Egsay 33.33 24,69
SKILLS
ASSESSMENT Frequency 68 244 312
Non-
% of Total 15.96 57.28 73.24
Remedial
% of ESA 21.79 78.21
% of ESSAY 66.67 75.31
Total 102 324 426

4 23.94 76.06 100.00
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Sentence Structure Performances Compared

A chi-square analysis, testing the association between
students’ sentence structure performances in the English
Skills Assessment test and their assignment writing,
indicated that their performances in these variables were
independent. At a five percent level of confidence the
calculated value of the chi-square, X2{(1, N = 426) =
2.442, p=.118, was not significant. The contingency
coefficient derived from the chi-square alsc showed that
the level of competency shown by students’ in sentence
structure varied according to the kind of measuring
instrument being used. The contingency coefficient
showed that the correlation {(C =.083, p = .086} between
the students’' performances in the sentence structure
component of +the English Skills Assessment and their
sentence structure performances in their assignment
writing was very low and not statistically significant

at a 5% level of confidence.

The mismatch between the students' performances in the
English Skills Assessment test and the students'
performances in their assignment essays is clearly
demonstrated in the contingency table. Table 6.5 shows
that the English Skills Assessment test identified 73
students requiring remediation in sentence structure,
The assignment markers identified 88 students requiring
remediation, However, only twenty students were
identified by both forms of assessment as requiring

remediation in sentence structure. That is, only 22.73%
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of the students identified from their assignment
performances as requiring remediation were also
identified by the English Skills Assessment Test. Twenty-
seven percent of the students identified by the English
Skills Assessment Test as requiring remediation in
sentence structure were also identified by the assignment
markers, Conversely, 72.6% of the students identified by

the English Skills Assessment Test as requiring

Table 6.5

Sentence Structure: English Skills Assessment Test

Performances and Essay Performances Compared

ESSAY

Non-
Remedial Remedial Total

Frequency 20 53 73
% of Total 4,69 12.44 17.14
Remedial
% of ESA 27.40 72.60
ENGLISH % of Essay 22.73 15.68
SKILLS
ASSESSMENT Frequency 68 2856 353
Non-
% of Total 15.96 66.90 82.86
Remedial
% of ESA 19,26 80.74
% of ESSAY 77.27 84.32
Total 88 338 426

4 20.66 79.34 100.00
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remediation in sentence structure did not appear to have
problems with sentence structure in their assignment
writing. In addition, the English Skills Assessment test
did not identify 77.27% of the students whose sentence
structure performances were below the prescribed level

of competency in their essay writing.

Discugsion

The comparisons showed that the students identified by
the English Skills Assessment test as having deficiencies
in the areas of spelling, punctuation, usage, or sentence
gtructure, did not necessarily display the same
deficiencies in their assignment writing, At a 5 percent
level of confidence, there was no association between the
students’ performances in spelling, usage, and sentence

structure across the two measures and only a low

correlation between the students’ punctuation
performances. The significant mismatch between the
students’ test and essay performances places in serious

doubt the value of using the English Skills Assessment
test as a means of identifying the students who are
likely to experience difficulties with spelling,
punctuation, usage, or sentence structure in an

eauthentic writing task such as essay writing.

Students’ Overall Performances Compared

Two analyses were carried out 1in order to try to
establish if there was any relationship between students'

essay marks and their total score for all the components
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of the English Skills Assessment test.

The first analysis invelved the calculation of a Pearson
product-moment coefficient. The maximum score that could
be allocated to students for their assignment-essay was
40, The scores received by the 426 students included in
the sample for their essays ranged from 6 to 386, The
mean score for the students’ essays was 23.46 with a
standard deviation of 4.92. The maximum score that could
be achieved by totalling all eight components of the
English 8kills Assessment test was 188, The scores,
expressed as a percentage, achieved by the students
ranged from 38.82% (73) to 95.74% (180). The mean total
score was 74.66% (140.36) with a standard deviation of
10.46% (19.867). The correlation between the marks
achieved by students for their essays and the total score
achieved by the students in the English Skills Assessment
test was Jlow but positive and statistically significant,
r =,18%, p =.0001, This indicates that there 1is a
relationship between students' performances across the
two measures and that students achieving high or low
scores in their essays show a tendency to achieve similar

scores in the English Skills Assessment test.

The second analysis involved a chi-sguare test of
independence. The students were divided into five sub-
groups based on their total test scores and essay
marks. The five test sub-groups were based on the cut
off point used by the Faculty of Education teo identify

those students whom the Faculty perceived as requiring
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remediation in writing. The first test sub-group
therefore, included all those who scored less than 65% in
the English Skills Assessment test. There were four other
test sub-groups: (a)} those who scored 65% or more but
less than 70%, (b} those who scored 70% or more but less
than 756%, (c) those whe scored 76% or more but less than
85%, (d}) those who scored 85% or more. The cut-off
pcints between the sub-groups are arbitrary. However,
the sub-group categories were chosen in an attempt to
find a pattern where the students’ essay and test
performances might match sufficiently for the English
Skills Assessment test teo provide a useful screening
device for identifying which students were 1likely to

experience problems in their assignment writing.

The five essay sub-groups represented the gystem of
categories used by the University +to grade students’
assignment, exam, and overall unit performances, The
grades used equate to the following scores: {(a) N is
equivalent to a score of between 0% to 49%, (b} C 1is
equivalent to a score of between 50% to 59%, (c) C+ is
equivalent to a score of between 60% and 69%, (d} B 1is
equivalent to a score of between 70% and 79%, and (e} A

is equivalent to a score of between 80% and 100%.

A chi~square test was applied, again using the IBM
statistical package SAS, to generate a 5xb contingency
table, The chi-square procedure was used to test the
agsociation between overall performance in the English

Skills Assessment test and overall performance in the
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assignment essay. A coefficient of contingency was also
derived from the chi-square. The coefficient was used to
establish the degree of correlation between the
students' overall performances across the two mearures.
The contingency tables were then used to establish the
level of match/mismatch between the students’

performances in the test and assignment.

The chi-square test showed that, at &a 5 percent level of
confidence, students’ overall performances in the test
and essay were not independent, x2(16, N = 426) = 40.029,
p=.001. The contingency coefficient derived from the
chi-square also showed a statistically significant low to
moderate correlation between the students’ overall

performances in the 2 measures, C =.293, p =.001,

In spite of the fact that three analyses showed
statistically gignificant relationships between the
students’ performances, an analysis of the contingency
table shows that the level of the association between
the students’ overall performances across the two
measures was too low for the English 8kills Assessment
test to be able to provide a useful means of identifying
students who a&are likely to gxperience problems in
their assignment writing. Table 6.6 shows that there
were 64 students who received a fail grade for their
assignments. Seventy~eight students failed to achieve
the standard set by the Faculty of Education in the
English Skills Assessment test. However, despite three

separate analyses which showed a statistically
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significant relationship between the students’ scores in

two measures, only 22 students were identified as

failing by both measures., That is, only 34.38% of the

students who failed their assignments alsc failed to meet

standard set for the Faculty'’s screening test.

Table 6.6

English Skills Asseasment Test Total Score and Essay Grade Compared

English Skills Asseaament Total Score Essay
(%)

<65% |65- <70%,70- <75%,75- <85%] >85% | Total

|
I
e ————— e tmmmm e pommmem— e e +
: 221] 6 | 3! 24 ! 9 ! 64
N! 5,162} 1,41! 0.70) 5.63 ! 2,11} 15.02
<50%' 34.389 9,38 ' 4.69 ! 37.50 ! 14.06 !
' 28,21%) 11.54 ! 4,69 | 14.63 ! 13.24 |
b ———— pmm————— e R e +
: 26 | 20 ! 31 55 | 19 ¢ 151
cC! 6.10! 4,69 ! 7.28 ! 12,91 ! 4.46 ) 35.45
50%! 17.22 | 13.25 ! 20,53 | 36.42 ! 12.58 !
<60%! 33.33 | 38.46 ! 48.44 ! 33.54 ! 27.94 !
_———te e ——— e m———— o m———— - m———— e ———— +
Essay ! 20 | 21 ! 16 | 47 ! 14 1 118
Total C+! 4.69 | 4,93 ! 3.76 ! 11,03 | 3.29 | 27.70
Score 60%! 16.95 | 17.80 ! 13.56 ! 39.83 ! 11.86 !
(Grade  <70%! 25.64 ' 40.38 | 25.00 | 28.66 ! 20.59 |
———fm e tom e $mmmmm e S et tomm +
: 6 | 4! 12 | 30 | 21 | 73
B! 1.41! 0.94! 2.82! 7.04! 4.93 ) 17.14
70%! 8.22 | 5.48 ! 16.44 | 41,10 ! 28,77 !
<80%! 7.69 ' 7.6% ! 18,75 ! 18.29 ! 30.88 !
s S DR tmm e $m—mm e tom e $o—mmm o +
| 4 1} 2 8 | 51 20
A' 0.94! 0.23! 0.47! 1.8 ! 1.17! 4.69
80%+! 20.00 ! 5.00 | 10.00 ! 40.00 ! 25.00 |
! 5,13 ! 1.92 ! 3.12' 4.8 ! 7.35 !
e tmmm——— pmmmmmm e temm———— = +
E.3.A. Total 78 52 64 164 68 426

18.31 12.21 15,02 38.50 15.96 100.00

Note. The following description for cell 1 applies to all cells in
the contingency table: l= Frequency
2= Percent
3= Row Percent
4= Column Percent
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Conversely, only 28.21% of the students who failed to
meet the standard set for the test also failed their
agssignment-essays., Four of the 20 students who received
A grades for their essays did not meet the 65% cut-off
peint for the test. Nine of the 68 students, who
achieved 85% or better in the test, failed their

assignment-essays.

An examination of the contingency table demonstrates
clearly that students' overall performances in English
Skills Assessment test and overall essay performances are
not sufficiently related for the test to provide a useful
means of identifying students who are likely to
experience problems in essay writing if the current cut-
off point for students’ test performances is applied to

the total score.

The contingency table was examined further to establish
if there were any other-cut off peints which c¢ould be
applied that would identify a greater number of the
students experiencing problems in their assignment
essays. As previously stated, the mean total sceore for
the test was 140.36 and the mean score for the essays was
23.46, There were 194 students who achieved a total
score of 140 or less, i.e., less than 75%, in the test.
There were 215 students who received a mark of 23 or less
for their essays, i.e., received C or F grades. However,
the mismatch between the students' performances over the
two measures 1is too great for the English Skills

Assegssment test to be used to identify the students who
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were likely to perform poorly in their assignment
writing., Only 108 students performed below average in
both measures. That is, 50.23% of students who received
below average marks for their essays and 55.67% of the
students who achieved below average scores in the English
Skills Assessment test. Seven of the 20 students, who
received A grades for their essays, performed below
averafge in the test. Similarly, 28 of the 68 students,
whe achieved 85% or more in the test, received below

averafde marks for their essays.

Discussion

A comparison of the scores received by students for their
assignment essays and their total scores in the English
Assessment test showed that the potential usefulness of
of wusing students’ total test scores as a means of
identifying students who were likely to perform poorly in
their assignment essay~writing was limited, This
limitation was particularly apparent when the cut-off

point currently applied by the Faculty of Education was

used. A more useful cut-off point for the test seems to
be a score of less than 756 percent, However, even at
this point, there are considerable numbers of students

who experienced problems in their assignment writing and
were not identified by the test, and conversely,
considerable numbers of students identified by the test

who do not seem to have problems in their assignment.
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Measurement Variables and Overall Essay Performance

Chi-square tests of independence were carried out and
contingency coefficients were calculated in order to
determine if the students' performances in some essay
marking key and English Skills Assessment test itenms
showed stronger relationships to their overall

assignment performances than in others.

Students were again divided into five sub-groups based
on the grades they received for their essays, Two sub-
groups, a remedial and a non-remedial group, were also
created for each item of the essay marking key and
component of the English Assessment test. Five by two
contingency tables were generated for each item and
component in +the key and the test. The chi~square
values and contingency coefficients for each of the items

appear in Table 6.7.

At a five percent level of confidence, there were only
two components in the English Skills Assessment test
where the students’ performances showed a significant
relationship to their overall essay performances. Chi-

Sguare analyses showed that, students'’ overall

performances in the test components vocabulary x2(4, N

426)= 10.493, p =.,033; and comprehension I x2{(4, N =

426} = 12,893, p = .012; were not independent of their
essay grades, Contingency coefficients derived from the
chi~squares also showed statistically significant

positive but low correlations between the students’

overall performances and their performances in the
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vocabulary, € =.155, p =.033, and the comprehension I, C
=.171, p =.012, components of the English 8kills

Assessment test,

Table 6.7

Relationships Between Performances in Measurement

Items and Essay Performances

Instrument Variable af x2 o} B

ESA Sentence Structure 4 4,202 0.099 0.379
ESA Spelling 4 7.013 0.127 0.135
ESA Logical Relations 4 8.557 0.140 0.073
ESA Punctuation 4 8.590 0.141 ¢.072
ESA Usage 4 9.135 0,145 0.058
ESA Vocabulary 4 10.493 0.155 0.033
ESA Comprehension I1I 4 10.975%  0.158 0.027
ESA Comprehension I 1 12.893 0.171 0.012
Essay Punctuation 4 33.664 0.271 <0.001
Essay Length 4 37.402 0.284 <0.001
Essay Spelling 4 43.488 0.304 <0.001
Egsay Paragraph Sequence 4 47,633 0.317 <0.001
Egsay Referencing q 50.368 0.325 <0.001
Esgay Usage 4 76.377 0.390 <0.001
Esgay Paragraph Structure 4 82.052 0.44Q2 (0,001
Essay Sentence Structure 4 92,728 0.423 <0.001
Essay Essay Structure 4 99.400  0.435 <0.001

Note. *50% of the cells had expected counts of 5 or less.
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The chi-square anlysis also indicated that, at a five
percent level of confidence, the students’ performances
in the test component comprehension II may be related to
their overall essay performances, x2(4, N = 426) =
10.976, p = .027,. However, a chi-square may not have
been a valid test for this component as 50% of the cells in
the contingency table had expected counts of less than

five,

In contrast to the test, students’ performances in all 9
items assessed by the essay marking key showed
significant ({p <.,001} relationships with their overall
assignment performances. Correlations hetween essay
items and overall essay scores ranged from punctuation
which showed the lowest correlation € =.271, p <.001; to
essay structure which showed the highest correlation; C

=.435, p <.001,

Discussion

An important motivational influence for this study was
the view among some Faculty of Education lecturers,
supported by recent research into students’ academic
writing performances, that students’ major writing
problems are to do with the production of meaningful
coherent text rather than with surface features such as,
grammar, spelling, and punctuation, The link between
the underlying structural and organisational aspects of
writing and the production of coherent text was
established in chapter 4. The view that the wunderlying

structural and organisational aspects of writing play a
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greater role in the production of meaningful text than
surface features is given some support by the
relationships shown between the various components of the
test and the marking key, and students'’ overall
assignment performances. Support for this view is shown

by three findings of the second part of the study:

1. The three items shown to have the highest correlation
with students’ overall assignment performances were:
essay structure, sentence structure, and paragraph
structure, It c¢an also be inferred from the procedure
used to establish inter-rater reliability, that, given
the tendency of the markers to over-emphasise problems at
the sentence level and under-emphasise problems at the
essay and paragraph structure level, the association
between overall essay performance and essay structure is

probably stronger than suggested by these results,

2. There was only either a low or a statistically non-
significant correlation between students' overall essay
performances and their performances- in the wvarious
components of a decontextualised skills-based test which
concentrates on assessing the students' competencies

with the surface features of writing.

3. It is interesting to note also that the two
components of the English Skills test which show a
statistically significant correlation with the students!
overall essay performances are based on meaning, and

students’ understanding and ability to make meaning.
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Limitation. It could probably be expected that the
students’ performances in the areas assessed by the
marking key would show a closer relationship to students’
overall essay writing performances than the English
Skills Assessment test, Markers could have been
influenced by the students’ good or bad performances in
particular items and these influences could have been

reflected in the final mark allocated to the essays.

Essay Performgnce: A suitable Alternative?

A second important purpose of the second part of the
study was to assess whether analysing students’
assignment essay performances provides a suitable
alternative to the English Skills Assessment test which
could be used by the Faculty of Education +to identify
students who are likely to experience difficulties in

their writing.

Advantages from a Theoretical Perspective

From a standpoint of writing assessment theory, assessing
students'® writing by measuring their performances in
authentic writing contexts is more valuable than either
an artificial task which seeks to approximate writng
behaviours, or a procedure which makes judgements about
students' potential performances in writing by assessing
their performances in skills believed to be related to
that task. In both the second and third forms of
assegssment mentioned above there will be some mismatch

between the students’ performances in these tasks and
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their performances in authentic writing tasks.

Limitations from a Theoretical Perspective

Assessments of students’ writing competency based on
their performance in a single writing task may also not
be entirely reliable. Students' performances may vary
considerably between different writing tasks., The
factors which impact on students’ writing performances
were considered in the first chapters of both part I and
part II of this study. In these chapters, it was
established that students’ writing performances, at all
levels of their texts, reflect their underlying
understanding of the content about which they are
writing. Hence, a student’s writing performance in any
one essay writing task may not be an accurate reflection
necessarily of her/his performance 1in other essay
writing tasks dealing with different content. However,
the assessment task is stil]l considered valid as writing
at academic institutions is part of a learning process
which involves students in researching areas with which
they may not be familiar, The success with which they
have been able to learn about and understand a topic 1is

demonstrated in their writing.

Practical Advantages

The great attraction of a test like the English Skills
Assessment test is that it is easily administered to
large groups of students relatively quickly and is easy

to mark using optical scanning equipment. Similarly, the
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aséignment—essay has some attractions. Its authenticity
makes it a valid test and, as it is part of students’
normal assignment loads, there is no additional burden
imposed on them. Markers are net required to mark a task
in addition to their existing workloads, but can make the

writing assessment part of their normal marking 1load.

Practical Limitations

The biggest drawback of using an essay assignment as an
alternative to the English Skills Assessment test is the
inconsistency of +the marking. The English Skills
Assessment test has a great advantage in that the marking
of the test is objective. The analyses carried out to
assess the degree of marker consistency demonstrated that
the manner in which the marking key was applied wvaried
according to the attitudes and understandings of the
markers. It is possible to design systems which can
ensure a greater degree of consistency across markers.
However, these systems add to the time and effort that is
required to use an assignment as a means of diagnosing
students’ with writing needs thus making the procedure
less attractive in comparison to a test like the English

Skills Assessment.,
Summary

The purpose of the secund part of the study was to
establish the variables which contributed to successful
academic writing and ascertain whether the English

Skills Assessment test adequately measured these
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variables or identified the students who were likely to
experience problems with their writing. A second
important purpose of this part of the study was to
determine if the evaluation of an assignment provided a
suitable alternative means of screening students for

writing difficulties.

All the analyses carried cut in this study with respect
to the English Skills Assessment test showed that it 1is
not a useful instrument for screening students for

writing difficulties.

Firstly, the data pertaining to student's performances in
the English Skills Assessment test and their assignment-
essays were analysed to determine if the test measured
all the variables in which students’® essay writing broke
down, The results of this analysis showed that variables
which were important to good academic writing and which
represented deficiencies in students’ essay writing were

not assessed by the test.

Secondly, the data were analysed to establish if the
students identified by the English Skills Assessment test
as having particular deficiencies, manifested the same
deficiencies in their essay writing. The results of this
analysis shcwed that in three out of the four areas used
by the Faculty of Education to assess students, there was
no significant association between students’ +test and
assignment performances. In the fourth area there was a

low positive correlation but the association was too low
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for the test to provide a useful means of identifying the
students who were likely to experience problems in this

area of their essay writing.

Thirdly, given +the limitations of the English Skills
Assessment test in being able to identify either all the
variables of writing in which students are likely to
manifest difficulties or the students who are likely to
manifest particular difficulties in their essay writing,
the data were analysed to establish if there were some
overall association between students’ test and essay
performances which would enable the test to be used as a
means of identifying students who were likely to perform
poorly in their essay writing. Again, the results
indicated that the English Skills Assessment test was not
a useful test for this purpose particularly when the
current cut-off point of 65% used by the Faculty of

Education was applied.

Fourthly, the data were analysed to discover the relative
importance of the variables assessed by the English
Skills Assessment test and the marking key to essay
writing. These analyses were carried out to ascertain if
the wvariables identified by the test, upon which the
Faculty of Education's current remediation programme 1is
based, are the most useful components to have in a
programme aimed at developing students’ writing
proficiencies. The results of these analyses indicate
the aspects of writing that are currently considered by

the Faculty of Education at Edith Cowan University when
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assessing and remediating students'® writing contribute

little to their writing development.

In view of the above four points, this study is important
because it highlights the limitations of wusing the
English Skills Assessment test as a means of identifying
students with potential writing difficulties and the
limitations of basing a writing remediation programme on
the areas assessed by the English Skills Assessment test,
The findings of the study confirm the findings of a study
carried out earlier by Holbrook and Bourke (1989). They
reported that the skills tested by the English Skills
Assessment did not identify all the areas in which
students experienced problems in authentic writing
contexts and that the types of errors made by students
in the categories measured by the English Skills
Assessment test did not necessarily equate to the kinds
of errors made by students in the same categories when
writing. This study extends the findings of Holbrook snd
Bourke's study by showing that findings about the lack of
association between students’' performances in the English
test and their ability to write narrative texts also

applies when they write expository texts.

Unfortunately, the study also shows that diagnosis based
on an assignment essay may not be a practical slternative
to the English 8kills Assessment test because of

difficulties with marker consistency.
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CHAPTER 7

CONCLUSION AND RECOMMENDATIONS

Conclusions

Students’ performances in tertiary entrance examinations
indicate +that there may be a larger gap between the
literacy requirements of an academic culture and the
knowledge, skills, and understandings of its newly
enrolling students, in the Faculty of Education at Edith
Cowan University than at other faculties of Education in
other Western Australian Universities This situation
makes it necessary for the Faculty of Education at Edith
Cowan University to undertake a programme aimed at
developing the literacy standards of its students to a
level perceived by the Faculty as being satisfactory.
However, despite the fact that the Faculty of Education
has an active literacy development programme to which it
devotes time and financial resocurces, 1in reality, the
context into which the students are entering does little
to bridge the gap between the student's existing culture
and an academic culture. The present diagnostic and
remediation procedures used by the Faculty fail to have
a real impact on students’ literacy development for two
reasons: (a) the theoretical and organisational
inadequacies of these procedures, and (b) the
concentration of +these procedures on the perceived
inadequacies of the students. With regard to the latter,
the faculty neglects to address the inadeguacies in the

ways in which 1its other units are organised and
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delivered. These inadequacies alsc impede the students'

literacy development,

Theoretical and Organisational Inadequacies

The results of this study show that the procedures used
by the Faculty of Education to diagnose and remediate the
writing needs of its first year student intake are not
effective, The English Skills Assessment test, used by
the Faculty to screen its incoming students, fails to
identify adequately either the range of writing
difficulties experienced by students or the students who
are likely to experience problems in their writing. As a
consequence, the Faculty's remediation programme is also
inadequate because it relies on the English Skills
Assessment test to select students for the remedial
programmes and to determine the content to be dealt with

in those programmes,

The remedial programme itself is ineffective because
the underlying theoretical assumptions on which the
programme 1is based are flawed, Instead of teaching
students the underlying structural and organisational
formats for writing and efficient processes for writing,
the programme is aimed at teaching students about the
surface features of writing. The former will assist
students to wunderstand the content of their course by
{a) helping to structure and organise their thinking, (b)
focusing their reading, and {(c¢) giving them control over

their writing. The latter may be of wuse during the
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editing stage of the writing pProcess, however,
concentrating on the surface features of writing can also
impede students’ literacy development by directing their
attention away from the purpose of writing which is the
communication of meaning. The remedial programme is
also theoretically flawed bhecause it attempts to teach
students writing outside of the context in which the

writing is used.

Not only is the remediation programme’s effectiveness
limited by its theoretical flaws and its reliance on the
English Skills Assessment test, but also its
effectiveness is severely affected by the priority given
to the programme by the Faculty of Education, COM0O101
is poorly planned, poorly organised, poorly staffed, and
exists at the periphery of the academic programme. The
reripheral status accorded to COM0101 by the Faculty is
mirrored in the low status accorded to the unit by

students.

In summary, the Faculty of Education has made a time and

financial commitment to its diagnosis and remediation
programme and many students are forced to make a time
commitment to the programme. However, it would appear
from this study that neither the Faculty nor the
students can expect to receive any benefit from the

continued existence of COM0O101 in its present form.

Other Factors Affecting Studentg' Literacy Development

The manner in which the Faculty of Education is
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attempting to meet the literacy needs of its students
shows a limited awareness of how context can affect
students’ literacy development. Literacy is contextual.
A person is literate in a particular context if s/he is
able to read and understand the context, and is able to
operate successfully within that context. The extent to
which students are literate in an academic context is
determined by their ability to read and respond
appropriately to this context. However, students’
ability to read and respond appropriately to an academic
context can be hampered if the messages transmitted by
the context in which they are operating are wunclear or
contradictory. Many lecturers believe that the
knowledge, skills, and understandings of an academic
culture are a prerequisite to gaining a place at
university and, therefore, do not explicitly teach these
to incoming students. As a consequence, many students
have to learn the requirements and expectations of an
academic context through trial and error. However, their
ability to learn through trial and error is affected by
the mixed messages they receive. Although, this study
did not seek to explore the misunderstandings and
misconceptions that arise from the context in which
students are operating, the important effect context can
have on students’ writing was considered in chapter 2,
The importance of context was also highlighted for the
writer in his interactions with the 14 Faculty of
Education lecturers involved in the second part of the

study.
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In order to collect the data relating to students’
assignment performances, the writer was required to (a)
work with the Faculty of Education lecturers to identify
an appropriate assignment, (b} develop an appropriate
marking key, and (c) establish procedures which would
ensure a reasonable degree of inter-marker reliability.
During the process of developing the marking key and in
the process of collecting the data, issues surfaced which
could have an important impact on the development of
students’ academic literacy. These issues include: the
setting of low-level assignment tasks which require
students to 1list rather than synthesize and apply
information, a mismatch between lecturers’ expectations
of how students ought to respond to an assignment task
and the requirements of the assignment task as stated in
the unit outline, and the different expectations by
different lecturers for the same assignment. The
differing expectations for essay writing among lecturers
were shown in the analysis of the data relating to inter-
rater reliability which revealed inconsistencies between
lecturers in their rating of students’ writing

performances,

The manner in which marks were allocated for the
assignments indicated some disturbing trends. Even
though the independent-marker did not allocate final
marks to the assignments, he pointed out some examples
of what he believed to be very dgood work and some

examples of very poor work. In some cases, students had
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obviously c¢reated over-arching questions which subsumed
the four parts of the assignment question. Many of these
students wrote well and demonstrated that they had been
able to synthesise the information from the texts they
had read and were able to apply the information in a
structured and organised fashion to meet the assignment
requirements, However, these students tended to receive
lower marks particularly from some assignment markers who
appeared +to favour listings of information. At the
oppesite extreme were two students whose work the
independent-marker was unable to rate because their
writing consisted almost entirely of quotesl!. Both these

students received credit grades.

Thus, it would appear from this study that, not only are
there problems with the procedures used by the School of
Education to diagnose and remediate student writing
difficulties, but also the environment or context in
which the students are operating could be inhibiting
their literacy development., Students’ literacy
development may be inhibited because of (a) the setting

of low level tasks (b} the confusion caused by the

10ne of the students’ essays, which consisted of
approximately 1850 words, c¢ontained three original
sentences. However, the student could not be accused
of plagiarism as all the quotes were acknowledged and
referenced according to the reguirements of the

University’s referencing convention,
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conflict between the messages transmitted by the unit
materials and the messages transmitted by lecturers, and
(c) the conflicting messages sent by different lecturers
of the same unit. The students’ confusion is compounded
further if the expectations of the other units in which

the students are enrolled, alszso vary.

A positive result arising out of the interactions betwezn
the researcher and EDU1100 lecturing team is a
realisation by some members of the team that there are
inadequacies in their present practices. Lecturers have
accepted that the low-level nature of the tasks which
they have been setting for students’ assignments have
been driving the students away from understanding the
content and have instead been encouraging students to
list and rote learn. Lecturers have realised that the
teaching of content without structure and processes also
encourages rote learning. Rote learning is encouraged
as the internalised structures and processes which could
be used to develop understanding have not been developed,
Previously, lecturers felt that there is already too
little time for the teaching of the content of |units
without having to take on an additional burden of
teaching structures and processes, They now recognise
that concurrent teaching of content and the structures
and processes required to understand and abscorb that
content will enhance the learning of the content and will
also provide the framework by which further content may
be learnt. As a consequence of these new understandings,

the members of the lecturing team have taken action to
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modify their practices by (a) changing the nature of the
assignment tasks they set, (b) making explicit their
expectations for students' essay writing, and {c)
incorporating the explicit teaching of the the processes
and structures which are a pre-requisite to sucgcessful

academic learning in their units.

The first-year, first-semester education unit EDU1100 is
followed by EDUI200 in second semester. The unit outline
for EDU1200 in 1990 appears in Appendix T. A
description for the major assignment for this unit
appears in pages 12-17 of the unit outline. Students

had to carry out two tasks in order to meet the

requirements of the assignment. Students were given a
choice of six assignment topics. Each assignment
guestion consisted of a number of sub-questions.

Students nominated a topic and were required to give a
tutorial presentation on one of the sub-questions for
that topic and write a tutorial paper answering all the
guestions set for that topic. The manner in which the
assignment was set discouraged students from synthesising
information gained from references and encouraged
students to list information relevant to aspects of the
topic. As result of the interactions that occurred in
EDU1100 during the study, the course coordinator asked
the researcher to rewrite the assignment questions for
EDU1200 so there would be one over-arching question for
each topic which required students to give a synthesised

answer. The unit outline for EDU1200 for semester 2,
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1991 appears in Appendix U. The assignment questions
appear on pages 12-19 of the unit outline. The course
coordinator asked the researcher to make explicit the
requirements of the assignment +to guide both the
lecturers and the students. A statement outlining the
requirements for each topic question is included after
the question. An outline of the structure to be used to
to write the assignment appear on page 10 of the wunit
outline and the c¢riteria for marking the assignment
appear on page 11. The marking key for the assignment

cah be found in Appendix V,

The lecturing team has included in the course content for
EDU1100 for semester 1, 1992 the explicit teaching of the
processes and structures required for students to learn

successfully in an academic context.

In spite of the inroads that have been made in the manner
in which the first year core education studies units are
organised and delivered, the general context in which
students are operating remains largely unaffected as the
changes have occurred in only two of the 25 units
undertaken by students during their undergraduate course.
Whilst these changes are welcome, the changes made in
these two units will need to be formalised by the Faculty
of Education and extended into the other units within the
course and other campuses of the University if the
some of the factors inhibiting students'’ literacy
development are to be overcome, Recommendations on the

implementation of these changes are sgset out below.



181

Recommendations for Change

The value of continuing with COM0101 in its present
format 1is questionable given the inadequacies of the
English Skills Assessment test as a means of screening
students for writing problems, the inappropriate unit
content, the peripheral nature of the course, the lack of
student metivation, and inadequacies with staffing. As
a consequence of these problems, the c¢urrent COM0O101
testing and remediation programmes ought to be abandoned
by the Faculty of Education. The Faculty also needs to
re—think the way in which it views the literacy needs of
its students. A change in emphasis is required from
diagnosis and remediation procedures which attempt to
identify specific students with specific difficulties in
superficial aspects of their writing to developmental
programmes which are designed to assist all students to
develop literacy skills essential for success in an
academic context. A programme which encompasses all
students is justified because of the comparatively low
entry scores of many of the newly enrcolling students in
the Bachelor of Arts (Education) course at Edith Cowan
University. These entry scores suggest that there may be
a substantial gulf between the understandings of newly
enrolling students in the Faculty of Education at Edith
Cowan University and those reqguired to succeed in an

academic context.

Therefore, it is recommended that the present COM0101

writing diagnosis and remediation unit be replaced by a
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a compulsory orientation or foundation unit to be
undertaken by all students in the first semester of the
first year of their course. The foundation unit would
deal with content relevant to the education course but
would focus on providing a bridge between students’

existing understandings and the requirements of studying

at university by: (a)}) transmitting the Faculty of
Education’'s regquirements and expectations of students,
and (b) teaching the structures and processes (reading,

writing, and thinking) required for successful learning

in the Bachelor of Arts {(Education) course.

The substitution of a compulsory award unit in place of
COM0101 would address the first four deficiencies of the
present system summarised in table 7.1, However, if the
Faculty of FEducation wishes to improve its students’
standards of written literacy, it will need to address
not only the needs of its students but also attend to
some of the deficiencies that exist in the context in
which the students are operating as these are also
impeding their literacy development. In particular, the
Faculty must devélop and enforce uniform expectations for
the setting and marking of students' assignments across
all units within the Faculty to overcome an existing
problem where the information being transmitted in one
unit or by one lecturer has little or no relationship to
what is being taught or expected by other lecturers or in
other units. All units offered by the faculty should
alsg be changed to incorporate, in the first year of the

course, the explicit teaching of the skills, knowledge,
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Deficiencies in the present operations of COMO1(H

Problen

Description

Staffing

Selection

Process

Content

Student

Commitment

Relationship

To Other

Units

Limited
Impact of

COM0101

Staff generally lack direction, skills, and understanding

of what the problem is and how best to resclve them.

The selection process relies on selection by failure. The
the test used to screen students for writing difficulties
neither accurately identifies the nature of the students’
writing difficulties nor the students experiencing the

difficulties.

The current remediation programme generally deals with
surface features only and does not attend to major the

structural and organisational problems faced by students.

As COM0101 is & non-award unit, it is very difficult to
engender any serious commitment to learning from

participants in the unit.

The expectations set in COM0O10l bear little relationship
to the expectations set in other units. This is shown
by students passing written assignments in other units

in their course yet not passing COMO101.

COM0101 deals with students and not the problems arising

from the context in which students are operating.
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and vunderstandings that are a necessary prerequisite
for learning in an academic setting. The consistency of
expectations across units will assist in overcoming an
important impediment to the development of students’
academic literacy because the skills, knowledge, and
understandings being developed in a foundation unit would
be reinforced in all the other units taken by those

students,

The establishment of a foundation unit, the
standardisation o¢f expectations and marking practices,
and the explicit teaching in all education units of +the
skills, knowledge and understandings needed to bridge the
gap between the culture of the incoming students and an
academic  culture will wultimately produce graduate
teachers who are better equipped with the literacy skills
heeded for personal empowerment in a complex society and
who are also better equipped to cater for the literacy

needs of their own students.

Summary of Recommendations

As a consequence of the problems being experienced with

COMD101, it is recommended that the PFaculty of Education

1. Abandon the present COM010l1 testing and remediation
Programme .,

2. Establish an orientation or foundation unit in the
first year of the teacher education course. The wunit

should contain content relevant to the education course
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but focus on providing a bridge between the
understandings of incoming students and studying at
University by:

2.1 Transmitting the Faculty of Education's
requirements and expectations of students, and

2,2 Teaching the structures and processes (reading,
writing, and thinking) required for successful
learning in the Bachelor of Arts (Education)

course.

3. Appoint, in the interim period between the cessation
of COM0101 and the commencement of a foundation unit, two
Literacy Development Officers, one at Churchlands Campus
and one at Mount Lawley Campus, to assist students with
their literacy development and to assist in the
transition te the foundation unit. The suggested duties

of the Literacy Development Officers are:

3.1 To identify students experiencing difficulties
attaining appropriate standards of academic

literacy.

3.2 To assist students experiencing difficulties to
attain appropriate standards of acadenmic

literacy,

3.3 To develop a uniform set of expectations for
student writing in the Faculty of Education for

each year of the undergraduate course.

3.4 To develop criteria, derived from the
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expectations for writing, for the setting and
marking of assignments in Faculty of Education

units for each year of the undergraduate course.

3.5 To assist academic staff in the implementation
of new policies and practices pertaining to

student literacy.

3.6 To develop and apply means of evaluating the

development of students' academic literacy.

3.7 To develop and apply means of evaluating
lecturers’' achievement of objectives set by the
Faculty of Education for the implementation of
uniform criteria for the setting and marking of

assignments.

3.8 To develop and write a foundation unit, wusing
content relevant to education, which aims to
teach the skills, knowledge, and understandings
required to perform successfully in an academic

setting.

An alternative but less favoured recommendation is that

the Faculty of Education:

4, Modify the existing structure and organisation of

COM0O101 by:

4.1 Finding an alternative means, from the English
Skills Assessment test, of evaluating students’

writing needs,
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%
4,2 Altering the content of COM0101 to include the

structural and organisational aspects of

writing.

4,3 Improve the staffing of COMO0i01l by:

4.3.1 Selecting staff with specific skills in
the area of tertiary literacy to plan,

organise and teach COM0101 courses.

4.3.2 Providing for greater staff stability by

offering longer-term contracts.

Recommendations for Further Research

There are two important aspects of the findings of this
research project which require further examination, The
first finding relates to the lack of an adequate
instrument for screening students for literacy
difficulties. The second finding relates to the
important part that context c¢can play in students’

literacy development.

Research to Develop an Adequate Screening Instrument

The necessity for this research would arise if the
Faculty of Education decides to continue with its present
emphasis on diagnosis and remediation procedures. In
this circumstance, there is a need to develop an
instrument which (a) is relati ely easy to administer and

score, (b} accurately identifies all the wvariables of
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writing in which students sare 1likely to experience
problems or contains items in which the students’
test performances can be wused to predict their
performances in real writing situations, and (c)
accurately identifies the students likely to experience

problems in real writing situations.

The challenge of this research would be to develop and
trial an instrument which c¢can be used to predict
students’ performances in real writing situations but
which 1is not rendered too unwieldy because of problems

with marker reliability.

Research Exploring the Interrelationships Between Context

and Students' Literacy Development

This study would explore the content and all facets of
the organisation and delivery of courses in the Faculty
of Education at Edith Cowan University in order t.o
identify all the factors which contribute to or impede
studerts’ literacy development. The purpose of the study
would be to theorise and facilitate the development of
alternative curricula and alternative ways of organising
and delivering courses to maximise literacy development

of teacher-education students.

It is envisaged that this study would employ an
ethnographic approach involving: direct obgervation;
participant obsgervation; and the use of open-ended,
focused and formal interviews, Regular contact, for

extended pericds time, would be maintained with a sample



199

of students and 1le-turers selected for the study.
Relevant documentary information, e.g., unit outlines and

unit handouts, would also be collected and analysed.
Concluding Statement

Initially, this study was concerned with evaluating the
procedures used to diagnose and remediate the perceived
writing difficulties of first-year undergraduate students
by the Faculty of Education at Edith Cowan University.
However, during the conduct of the study, it became
increasingly clear that it was not possible to evaluate
the impact of the Faculty’s diagnosis and remediation
practices in isolation from the other factors which
impact on students’ literacy development. The first part
of the study showed the inadequacies of the assumptions
underlying both the Faculty's diagnosis and its
remediation practices from a perspective derived from a
synthesis of a large body of literature relating to
writing and the teaching of writing. The second part of
the study investigated the English Skills Assessment
test, wused by the Faculty of Education to screen its
first year students for writing difficulties, and
concluded that the test did not achieve the purpose for
which it was used. In addition, the study showed there
were many factors relating to the general environment or
context in which students were operating which ({a}
limited further, the impact of the Faculty's remediation
practices, and (b) had serious consequences for students’

literacy development.
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Some of the conclusions arrived at in this study
particularly in relation to the importance of various
aspects of +the context for 1literacy development or
rerformance have been documented by others, notably,
Taylor (1978), Meyer (1988), Bereiter and Scardamalia
(1987}, and Ballard and Clanchy (1988}). However, the

study has made a unique contribution in that:

1. It has caused some lecturers to reassess their
practices in light of the potential impact of these

practices on students’ literacy.

2. It has exposed the inadequacies of the Faculty of
Education’s response to a perceived literacy problem

among its undergraduate students.

3. It has highlighted some of the Faculty's practices
which are inhibiting the literacy development of its

students.

4, It has produced detailed recommendations which, 1if
implemented, have the potential to enhance the literacy
development of all students enrolled in teacher education

courses, both undergraduate and, ultimately, graduate.
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TITLE OF UNIT: COMOLO1 Communication Competence

PREREQUISITE: Hil

STATUS: Bachelor of Arts (Education)
Graduate Diploma of Education

HOURS/WEEK: One/Twa

DESCRIPTION:

The unit introduces students to necessary communication skills which will
be employed throughout their course. The first six weeks will be
attended by all students. A diagnostic written test and aa oral
screening test will be taken, Students failing to meet acceptable
literary standards will then continue in a needs-oriented part-unit.
OBJECTIVES:

Cn completion of this unit students should be able to:

1. interpret questions; locate resources; regearch a variety of
toplcs; demonstrate comprehension of material;

2. write expository essays at a level appropriate to tertiary studies;

3. demonstrate non-verbal and verbal communication skills appropriate
to the teaching professgion,

UNIT CONTERI:
1. CY S S
1.1 a S5k

Comprehension; vocabulary recognition; inference;
prediction; and cricical evaluation of texts.

Use of features of texts and knowledge of library resource
organisation. to identify and locate needed materials.

Skim reading; competence in Cloze procedure; summarizing and
notetaking.

Varying reading strategies and speed according to purpose
and type of material.

1.2 Wricing Skills

Production of samples of expository writing to demonstrate
the ability to organise materials and ideas.

Essay-writfhg methodology: brainstorming, drafting,
sequencing, logical development, paragraphing.

Referencing and footnoting,
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Usage: vocabulary, hundwriting, punctuation, spalling,
grammar, fluency,

Recognition: ability to proof-read and edit,

2. ORACY SXILLS

Clarity and usage: articulation, pronunciation, vccabulary and
grammar.

Vocal Tone: pltch, pace, tone, volume, intonation.
Connected Speech: pause, phrasing, emphasis, stress
Communication theory.

Hon verbal communication: paralinguistics, proxemics, orientation,
gaze, kinesics

Oral interpretation of prose: flction and nen-fictioen.

Use of volce for teaching,

TEACHING ANRD LEARNIRG PROCESSES:
Lectures
Tutorial Groups
Workshops
ASSESSMENT:
Essay

Diagnostic Test: Oral
Diagnostie Test: Written

TEXTS

Murphy, Bamon (1985) You Can Write, Longman Cheshire, Melbourne.

SIGNIFICANY RFFEBFNCES

Bailey Ambrose, Audio Tape and Materials, Curtin University, Western

Auatralia.

Bailey, R.F., (2nd Ed) (1984) A Survival Kit for Writ{ng English, Longman

Melbourne.

Burns, Q.C.,(1980) Agsegsment and Correction of Language Arts
Difficulcies, Merrill, Ohio.

Jordan M. & McEvedy R., Study Skills.
King R. (1978) Arriculation and Voice, MacMillan, N.Y.

Kirby, D. & Liner T., (1981) Inside Out, Boynton-Cook, Montelair N.J.
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Samovan, C.A. & Mills, J. (1980) 0Oral Communication, Brown, Dudbuque
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Strunk, W.(Jr), White E.B, (1972), The Elements of Style, New York, The
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Directions to Students

DO NOT TURN TO THE FIRST PAGE UNTIL YOU ARE TOLD TO DO SO,
English Skills Assessment = Part [ consists of three separately timed multiple-choice 1ests:

Spelling A test which asks you to detect spelling errors 12 minutes

Punctualion and A lest which asks you to detect errors in punctuation and

Capitalization capitalization in the conlext of given senlences 20 minutes

Comprehension [ A 1es1 of how well you understand what you read 18 minutes
Total ume allowed for English Skills Assessment — Part | 50 minutes

For each question. there are four possible answers marked A, B, C, ar D. You must choose the answer you think
vorrer? and circle i1 on the answer sheet. There is only ONE correct answer 10 each question.

When vou are 1old ta begin. tuen to the first test and read the directions printed at the beginning af that 1est. Then go
on immediately lo answer the questions. [T vou finish before time is up, go back and check your work but do NOT go
on ta the next 1051 in the test benkiet unnl you are told to do so,

Da not waste 100 much time on any on¢ question, [Myou ind a question difficult ta answer, go on to the nextone. You
may have ume to return to the diflicult question before you are told 10 move on 10 the next test.

Il yau think you know an answer, wrie 1t down even il you are nol certain it 3s comect. Your score will be the number
of correct answers, No marks will be deducted for incorrect answers,

If you decide 1o change »our answer. cross it oul ¢learly and circle your new answer like this:

&>

All answers must be marked 1n pencil on the separate answer sheel,
IX) NOT MARKX THE TEST BOOKLET.

AP ABLCTYM Ehd lew Pat] AUER 10} Cupangtn o T4
12



Drirections

Spelling

Time: 12 minutes

In each group af words, tind the mis-speh word i there 1s one and circle the cormresponding leter on the answer sheet.

Il there is no mis-spelt word. circle the letter cor

Exempte

monney
funny
sunny
0o error

oM

Cuestlons 1-40
1 acident
accusalion
acrobanc
no efror

LRl I} Y

contraversial
benclisial

special
ho orrnr

[~Ral- I 3

gnorance
ANDOYCAee
miclhgeavy
nn efrur

T m»

houghi
sought
cought
no efruf

ooE e

sheperd
dishunest
uphoisices
ey CITOT

je Rl - Y

Supenwe
drfence
resistanse
na e1ToT

TmE e

compartment
equippmenl
achuevemeny
oo crrar

TAE -

Ansner

@ 8 c oD

Jockey
rockey
hochey
na crror

2w

winttial
noceuce
mnale
ne error

[=Ra - I

scheme
schelar
skeich
no error

TTme

11 A amatcur
B conanmsscur
¢ philusopheur
B} nooerror

nicTacment
anrounuemenl
v alvement
no Crror

el 1

-

cunicylum
curalar
Cureency
A Erreyy

TAwe

hovrisen
lraren

denizen
ne erzor

[=Nal -3

FAh Ted Ponl af kR pM) fopanph o 115

1

ponding to 1he

20

H |

R TS ThAE» oma» FLYT TS =X T-F3

o

FRLEY

‘np error’.

beaelit
wfimt
rnsmil
no ¢rmor

titerally
angnly
hungenly
no ermor

fascinaie
suscplibic
disciphine
no eeror

parody
malady
sensary
no eror

viiamini
mibiant
Tenlalive
N £rror

Cstuary
1rtolacy
clomeniery
no errar

arcade
archive
arciect
no cffar

GO ON T THE NEXT PAGE

2

a

4

27

rherorical
rhapsody
rhetributicn
no emfor

ong»

apology
approach
aprosimale
no ermor

HAEs

celler
THmOUC
cmploser
no error

RS

Juvenile
femenine
cleprsc
i Crenr

el

1olcrate
separate
degenaraie
i crenr

bl -

=

el
vivid
pivil
ne error

=Rl

n

Er

33

imugination
imediately
immature
ne gvrr

LY S

conveyanct

heaitence
no efrar

ofnm»

accquaim
accustom

oD

no errar

bushel

strugele
thimel
ap error

one»

diadem
diaper
dialuie
% erTOr

SEa B

hospitible
Nexible
indispensable
no error

~Rag- N4

s

37

oAm e [-Nal- 3 [~ Eal- B oo I-Nak B 1 j-Eak B J

[-Nal N

suspicion
politicion
magician
D £ITOr

OMAIPoIETHE
maintenence
imperlinence
no ErTOr

disagrecabis
responsable
excusabie
no efror

mforce
encircle
include
10 £rror

priviledge
knowledge
sacrilege
0 efmor

speach

impeach
bescech
0o error

primative
adminisirative
comparalive
np errot

STOP! If you finlsh before time is mp, cheek your work. Do NOT twrn over ibe puge untfl you gnt 1old.

Toh Dyu Partd MTR VAT Copangim i )14
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Punctuatior and Capitalization

Time: 20 minutes

Directions
The following probl. n

and punc

underlined part 1hat must be changed 1o make 1her

thee1, I there is no erraz. the answer 13 D.

Exgmple
1 Iohn Hamis and ) are joining
A
the Boy Scouty.
B C
Do eror

D

n These books, fllowers, and

A
dolly are her's.
B C
1o error
D

11 Mr Hrown 15 going te Eurape nent
‘ H

(
wrek

no £mor

1 Since the compleuties o our technological
snciely have mulnplicd so rapudls, 1s 1k ever

rcally possible 10 grt away-fram et*allj
B c
no error
D

If there is an error, select the one

¢ correct and circle Lhe comesponding letier on the answer

Answer

® B ¢ b

nm a8 © o
m a8 ¢ @
3 The mauimum, recorded sway of the Empire

A
State Buslding. thr world's taliest skyserapes,

B
15 about three nches

o Ermor

D

2 In 11, B.C. Hanmhal, Ibe great {arthapnian 4 The fovtnote read D-Day fell o June 6. {944,
grncm‘?. crossed the Alps to drtraBt the #uman the day ol the ﬂDfm“‘:’} invason’ o
C c
army. —
D
ng ermor
GO ON 70 THE NEXT PAGE
Ean Loarbya WM A g [ KN

4

5 Because filn i3 wed both to re-create history in
A
documentaries and 10 record current events in
news films peaple are now aware that today's

news 1S tomMorrow's history.
C
1o erTor
D

A dramahc incident occuned duning the Second
World War when the Graf Sper. a German
A
Bartieship. was scuttled off 1he coa1 of South
C

Armerica.

no error
2

7 Joc consumed the typical breakfast of a hungry
faoihall player. a hall-lire of arange juice, two
A
twsels of cereal. 3 plale nf ham. and vges.
;]

and a litre of malk
¢

ey Tt
[3]

The Argonauls of Cireck mytholegy saled wath 2
A
far wind away from Lemnos, past mount

B C
Mehon. and past the woodesd hills of Athens

ng error
0
9 In the Middic Ages the iy wall served as an
A B
upen nmmcnnde_fur recrealion
C
no crror
0
10 “No, de g special-purpose digilal compulers

A
for the Aur Foree 1s'n1 easy work”, replied the
B
engineer, “bul 1Us creative and rewarding”.
C

no cImo?
D

12

Orvermhelmed bry the variety of ice cream
Ravours, Wally nsked "whether he coul have
A B
plain vanilla.
C

no error
D

Aleng the south-gastern border of Franee rise the
A
French alps, a mighty barrier_that pravides some

B C
of the most spectacular scenery in Europe.

na errof
]

The North Amencan opossum. 2 memher af ihe

A
Biclogica! arder A7, I, has a brood
B i . C
pouch in which its young develop afier
birth
no T
D

Professer Clark said. *Please_bnng to cfass your

A
copy of Sandburg’s poem ~Jazz Fantasra™ ™
C

0O effor
D
*Ladies’ and gentiemen, we now stand hefare
A
Michelangeto's “Baund Slave™, whach ssmhbalises
the angwsh of the human spiric_sins g for

C
lreedom’. explained the lour guide,

no errar
D

Alphonse, wha 15 2 real gardening
A
thihusiasi always stans planting his omps fior

B
the following year even befure the autumn

C
harvest 15 in.
o]
0o eTror g

n
GO ON TO THE NEXT PAGYK
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17 Firecrackers, rice cakey, and watermelons, are al)
A
s of the celebrasion of Tet, the Vietnamese

B
New Year'y Dey.
c

Do eTror
D
18 Mrs Roberis asked the iownship commsssioners
A
if their planning board could meet again before

the end of 1he month 10 settle the dispule?
3

no efror
D

19 1n the 17502° the Baush colonss tn Amenca had
a popnlaué‘n of over ang_ntullon people, al the
same ume, the French m?mhcrcd less than a
tenth of that,

no £rrof
D

20 King Ethelred tmed 1o put a siop 1 the endless.
wars between England and Deamark by giuangan

A ;)
o (rnish’ demands for lamd and ranswom
C

no error
D

The Naie River, a5 it winds through the
southern pan of the Sudan. 1 pimitise and
I‘Jl‘osts!:'; wilh El'ncm]:!ﬂ shrashing aboun amd
vq,cl.allllon Moanung in sohd chunhs ay large as

islands

nn eror

[1]

212 Samuel E Monson, the venerabie

Histonan, won a Pulnser Pree for hus

3

25

b1

"It's not necessary 10 rush you're Lyping of this
A

B
report, lennifer’. said her cmployer.
(o

na_efror
D

The address by Senator Throckmorion will be

A B
printed I OMOMTow's REWSPAPEr.
C

na error
D

The Hyksos {loreign invaders who ruled maore
A
than three millenma agol. introduced the

B C
herse 1o Egypl.

no ermor
D

From i's incepunn. the Furest Service has been
A B
concerned with the development of vur

natian’s woodlands.
C

ao erer
1]

Lissls Funv Sestipitonr attempas 16 pamioin
nutes the 1hree main characters af Giocihe's
A
celebricd drama_ Ciretchen. Mephisiopheles,
B
and Fausi, himsell
¢
ng crTor

n

India’s Rutlics? and most impuran
river, the Cianges, flows m a southeasierly

A B
direchen, parallel 1o the Himataya Mountains.

A 8 i
trography_of Juhn Fawl Junes [E—
< D
no error
D GO ON T THE NEXT PAGE
R A N L N L

L0

29 The magnyficenl frescoes by Giolto that adom
the Easi walls of Sant Croce in Florence,

B
lialy, were damaged in 1966 by heavy floods.
C

. MO EMor
D

30 *In limes of danger’, emphasized the biologist.
"All veriebrates will respond anstincuvely by
A B
Neeing or by fighting 1 onder te preserve

themselves from haom’.
y
o £rror
D

-
-

The curator said, *that many of these murals are
A
worlhy of a place i the best ol our

medern gallenes.
B ¢
na error

B

32 Judy asked, *Whal are thr wards 1o 1hat

preley ode to natore that begins “Hail to thee

A B
blithe spint”"T.
T
no £rror
D

™
-

For 1he luncheon, Mrs Gald used an lrish
A
linen tablectoth. sterling sitver from England,

B
and her [avounte thina Leapol.

S crfor
D
34 The delicately balanced mobile gn the Lerrace
A
of the New York penthouses was

called, "The Image of Eternity”
B [y

ne error
D

35 "More than any other an,
perhaps, wrowe FLL M:J:ci:m *Music
demands brains’, ¢
no exvor
D
36 Some scientists think that there i linle
chance of life on other ph*nelg
others, however, feel that 1ife in some form mas
€34l in spa(gt.

na error
D

37 Although easily teaned when young,
chimpanzees are dillicult 1o handle lI:ﬁer the ape
af erght, gonllas. on the other hand,

&re mis[l‘ai:nly behieved 10 be dil’ﬁrull_n
Any ape ¢

no error
D

38 Ogier the Dane 1 nol as famniliar as other
lqe-ngary heroes of early Mediarval
remance, but his explaits ?rc no_fess
marvelious
g ETTOT

D

39 At Lhe 1urn of the cenlury, The grace.
fully_curving white plumes of 1he eprr:
fmq#cmly omamented lady's h:uB
NG crmar ¢

D

40 Miss Andrews said, “Aveid oversarhed
eapressions such as :‘: Nash in the pan™” "
na esror i N

D

-1
STOP! If yoo finish before lime is up, check your work. Bo NOT twrn over the page wniil you ure told.
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Comprehension 1

Time: 18 minutes
Directions

tach passage Beluw s lluswed by guestisns hased an s coment. Answer all questions lolinwing a passage on the
sty af what i sreied or senpliedf s that passage Indcale suur choice of answer by drawing a ircle arnund the
cormesponding Ieiwer un the answer sheet

Questions I-5

What kind of men du we think the mediacs al krighly really were® 1 hase always secn them i a somantic Igh, finer
than human Buot enly the povis Bold this view ol knighis, not the schelars. Here, Tor example. 13 a cold-hearted
wholar. Monsicut Albery Guerard Fle has been digping it the old mediags at records with an untomantic vye. hang
bim, and he bas emarged woth bes hands full el Bacis that pros e the knights were quile diferent from whal the pocts
thought they were. though mes did hasve seme good gualihes. When invaders came arpund, The knigius fought them
olf as pohly as possahle. aod thes alen sent away and lought Saracens of ugres or such, and when thus engaged 1hey
gave hile treuhle b the gocsd Iodk gl homie Bt in beiecen wars, ool being educaled. they couldo’y sicsull and be
quict 1t was dulh i the house They Dbked aubon S they rende around the stfects 10 a pugnacioos, wilid-western
manner, despising ans one whuconld read and oflrn knocking him down; and making free with 1he personal property
of merchants and peasanty, whu they thuught had no special nght o property or even 1o life. Kaights who lieh
combalive gave 10 o thesr keehngs, and the igunes they infhieied were often fatal.

Seme day when vur modern miotopebsis aoe eyl g e oen, will future poels sing ol therr Gne deeds and
make young readers drcam™ Cha amogshists 3 nel popular i our day, kot the knights werep’t m thers, and
wheneser abuscgrns s esiemie 2 reac ion sl lollowe O entes amd relormers tink they will be the heroes of song
bt dos wesing ol ceties w s s ed i e age st hoales™ Phere mast hase been relfuormers then s ho pleaded the caose
of deva p-trenbuen crtets gl e roumealangd cyposed el biaglits, but we don’s knos ther names 1t he koighis
we remeiber amd ndestias P wene iy disos = il b men ol the Balone wall sdealpre ours The peedatory
inderests el e prone @ seeos eabeo pallant and sieang Woen a new el oomes alimg, he waill neser ook up the
thinpy i own pewapaprers B W't cven pead e s bopedia = posts dor't e wall gon By comception ol
mumopolings o his e

The men ! The Toture sl vcad gl dsparage therr e e wosbthey bed Lsed in e said elashing nmes we hase
mirw Thes will e ocBhven (e ot phagetess ol ten Loane s lises by peiting o memonal pageants where
Ahes wan dress apas tegopediends Sand reisders wAl sl semge sk sas tbat monopalisis were nng st noble, bura
e Beman o hibe e Loigloe

Trum firer 0F P f Lnefar s Eoporgn 1906 angd oo $9rd b bathetine I ay Regrmied by petmognn of Aieed A Koopl. i

T Sconmdbung notbe paeape e st gl binghis
aan b desonlwed asalb on e bedlosaang BT
L TTTT Y BT
B irneponaable
i wnlubaed

A Avootiding ke th thor whnch ol the nllowing
i most Irhels e b wlvalized by fnure
Fonerahnns
A 2 uman affical who lorces a corporativn Lo

inprave working vondiens for members of

11 emsiderane his ymnn

A a gangsier who makes a (oriune by building

up a Lermansl nrganrainn o venitod iquor

T D mavalbel deawn by e anho s een

mediies b kgl sand viesdern mantepolsas s wales

Bacdd 1 pary an ' a dwtator who beeps the populage contenied

Al shared bk i el Toals through the use ni propagamda

B othe wavson sl b nebeemgers iy e 1?2 newspaper edisor whoe causes 1he downlfall
CRLA of the gmernmenl I evpoang grafl angd

£ thewr e od hghlng aod esbein
1Y phen wtpoprubatets swonli e ae 4ot e i s

carrupHieh

S P e s proaran b v rted waeh

¥ Weording vk autleer w g bl e lobhsoy % betemaling ol gy SEDRSE e s
thniy are people miad Bikels ek abia R dless ussing the ditberenmoes Boaseen harghis
A APRICVBINONCI Al sl
B physcal sirengih { commnmg thong whe poriias kmghts
LA, T+1 711 11N it alis

13 wealth 17 o g poscrabization Al hormdn nataie
LAY U LU 1T E NEFA L P ALY

Croestions 610

Signs and s)rrnbok. sarnellm:s simple and i AL il h ¥ 10 almend eveny

mlgxul or prophecy from p ic times down th:mlah the Mnddle Agrs, and were absoltutel
blein ing fio rth

and spirits. The oldest diagram in use was the simple circle — the shape
ni‘!h: zll-powerful sun, the tﬂ. the wheel, the Jotus Rower, the :nqn::hn; horizon, and the all-sesing eye's ins. The
jdea ofetermw wi ofien symbolized by & serpent oolledlnln a perfect circle, biting ity own tail. Pmb-biy the nes1
oldest sign was the iriangle. 1t was thought 10 be magical b its three points had so many meanirgs. They could
stand for earth, sky, aad water . . . falher, mother, and child . . . body, soul, and mind . ., past, present, and future,

an infinity of threes, In the Chrislinn religion it came 10 represent the Holy Trinity of God the Father, Son. and Hoh
Ghost. The many mesnings of the triangle were reaponsibie far the beliel among some peopie that three is a magic
number, and for the saying that *good things come in threes'. The fear of ‘bresking” the mysiic triangle is also the
reasan why so0 miny superstitious people refuse 1o walk under a Wndder.

Severa) of our preseni-day religious symbols were wsed in magical ceremonics ages before they achieved 2 hnls
significance. The » mark or + mark, which became the Christian cross, was one of the oldest magic signs It
represented ‘man standing a1 the oentre of nature” — the whole universe stretching out before and behind him and an
either side. The magicians used the ¢ross mark to pin downy' 8 $pirl of 2 wish or a thought 81 the intenection of the

wn l:_neL This is why sameone may still crass his fingers when making & wish and cross his heart when making &
Promise.

The diagram of twa mierlocking triang!es, now known as the Siar of David, has been the symbol of the Jewish
religion since the lime ol 1he Greeks and Romans. But lang before that it had beer a mystic dingram in 3 greal mams
SoCiElie. | coe g miner Judaism adopted it, the sign was still 2 sland-by for megicians and alchemists. The sarcercr
betieved i1 represented 1he foo1print of a special kind of demon called a trud and used it in ¢e¢remonies both 10 c3ll e
demons and 10 keep 1t m away, Inalchemizal formulas the Star of David magically combined 1w hostile oppoates
— the symbol for fire {a triangle pointing vpet and the symbol for water {a triangle pointing down).

But the most powerful and respertcd of 21l magical symbols was 1he pentagram — the figure of five equal sides apd
angles. Sorcerers claimed thal 1he Star of Bethiehem. which heralded Jesus™ binth. was a pentagram. The bele! was
that if this figure were drawn with 2 yingle angle pomting up. the symbol stood for God and so could he useid i
cansulting the good spints. pointting down, the sign represeated Satzn apd thus was wsed for invoking owit
spirity.

From Rlack Magpe White Mene. by Gary Jetmings Copynght 1964 by Gary Jenninga Useed by permictzon of the publisher, The Dial Pros In.

& The aulhots mam purpose 15 to 8 It can be infermed 1hat the circle was the Gt
A discuss the imporiance of magic sn rehpious magical sign because
CCrEMOnIEs. A primitive man was not able lo draw more
B explain the magical sigmificanee of vanoos complicated figures.
geamelne figores. B rthose aatural phenomena of greatest
€ question Lhe storical background of some mpartance 19 primilivé man were in 1he
preseni-day superslitions. shape of a circle,
I} ¢mphasiee the tmponant role thal magic € the arcle was easily adaptable 10 priminiae
played 1n ancient Lsnics. religioys e
D 1he greatly rovered serpent formed a circle
when bilmg its awn taul.

o

The author's attilude 1owards his whyecs can be
bess descnibed as

A apologelic

B crincal.

¢ abjective

7 According 1o 1he passage. the Star of David was D dmllusioned

used by atchermists because of their bekef that
A the power commandad by 2 religious symbel 14 According 10 the inlormation 1n the passage. 2
would and them 1o their work. sorcerer wishing 10 ensure immonalny for

B lwo inangles would bring them twice 1he himsell would be most likely tn muvnke the
pood fortune 1hat one would. power of the sign ol

¢ twao mnicrlocking triangics invoked the power A the cimcle. 3%
of the spraial demon calied a wud, B 1he tnangle [

D wwo intcrlocking triangles representcd the € the crpss, o
combination of two opposmg elements, D the pentagram.

GO ON TO THE NEXT P
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Questiona 11-15
{The scene 11 a drawing rovm Lady Rutiedge and My OOrtier come tn They are in Lows XV costume.)

LADY RUTLEDGE: My dear Mr Otrtley. 1015 sweet of you va joun the cast al so short noner. Dorchesier's dropping
out at 1he Lest moment threw Lard Rutledge inte 20 abyss of desparr

ORTLEY: Since 1 arnaed last might, 1s wahen all my nme 1o it mysell inlo my costume and lzarm my hines

LADY RUTLEDGE. 1 den1t knnw what we should have done wishout your goddaughter. Our poor aunl. the
ducheas, was the most faatasue creatore' Ths 1dea uf leaving us Rnerly on condition tha we spend a month here
ewery spring was. | musi say. rather louching. The place s a desert where she could never bear tolive for longer than 2
week. She spent all wanter sighing for 11, and when ihe firs1 crocus appearcd she Ned 5o the Continenl. When she
returned 10 Pana for the winicr. she always swore thal the very nest Spril would see her a1 Bnerly. When death called
her, she lefl % 10 % lo keep her broken pledges

ORTLEY" Very dehicair thought. if | may s w

LADY RUTLEDGE: Wasn't ™ A month i the countr, with a hali or iwo w hreak1he 1edim. isquickly nver Boy
as [ar the clause obhiging oy i rear a dasen orphans i the cast wing — my word — she must have {aughed when she
winic that'

ORTLEY The stirmngs of Chesuan chary perhaps

LADY RUTLEDGE My aun wasweaned on ralwnahsm [Tshe feluthe helated urge to da a htile someihing for the
Lurd. 11 can oRly hase heen out ol pudieness She nathed choideen She had a footman, Jules., whase duty 9f was In
precede her in publi places amd dlear 1he strects of them

ORTLEY - A 1winge s remmorse perhaps”

LADY HUTLEDH A, % vwududn Uk oo mrs aunt N | seronly ane way g esplan theomphanage the desne weplas 2
posthgmuns practcal peke on ae bosband and me | omus sy, Cord Hulledge ook 0 ey well He adored
squahbiing with my aunt “Tae sanlbe when she iy er had Broshed reading the wall “She wamis fwelve woreaming,
urchims teydrise us Mad Woe four wecks cvers wetn does she™ We'll ke twele hittle deal-mutes ” 1'mosure when me
aunt heard that she grned i her wmbom ihe famals saoh

ORTLEY Yet souabandinel the s heme §see Dibonght § beand young yowes s | passed thrugh he garden s
Ny

LAY RUTLEINGE Yox Unionupaiels the will supulated orphans The warhl may be bnmmang oser with
disiress, hota dosen deal-mute orphansas rather ataltbender Soswe slecied taelse arphans with stordy socal chords
and iwsk refuge 10 Ihe west wing The nest shing was e argamese a Grand U harts Ball dior (he inauguranon of the
urphanage Things were poanpwitha swing when the ngber morming — valastoophe’ — the arphans desce nded on us

Wed fargutten 1 abau them That's when Lant soums telegram and o cens bindls fend s vour gaddaughte

I3owes she like ot here?!

ORILEY She adotes chibdeen She bad o carn e looang s ben e mastier ded She opted Tor chald wellare

LAY RUSTEIMGE 10w an et 4 tobby av ans ather Doppose Personall 1 prelee ms rose frees Thes sdony
wmplain

From [he Reheatadl o foe Piace Sedumie § b lean Anowth « apyoghi 1958 b iDL anit Yeang

GOON 10 HIRE SENT PALE

Iwt el ypN T gt
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ding 10 Lady Ruiledge, the duchess made

out her will in & manner calcutated to

A

B
C
D

A
B
C
D

salve her own canscience,

be of 1the most benelit to the most people.
cause [riction between Lord Rutledge and
his wife.

cavye her beneficiares discomforn.

12 1t can be inferred that Boerly is a

rson,

small Rrm.

Jarge country house,
luzuzmious apartment house.

13 It car be infered that Oniley has come 1o Hriexly

in arder 1o

|-Eal- 2

aci in a play.
help wzke care of 1he orphans.
acl as exccutor for the duchess's witl,

:;:]p 10 prepare 1he house for the Charty
Il.

14 According 10 Lady Rutledge, the feelings for
Brievly expressed by her mumt were

A
B
C
D

bescd on ber retigious beliefs.

ilar 1o her Feclings about child
inconsisient with her sctions
disapproved of by Lord and Lady Rutkedge

15 Lady Rutledge tells the anecdote about Jubes the
footman in arder to

A

B
C
D

llustrate the way in which the dochess
treaied her servants,

grin Oriley’s suppart in her campagn 1o
overthrow her aunt's will,

support her theery about the inclusion of the
orphans in ber aunt's will.

emphasize & difference between her own
characier and that of her aunt

STOPU o Gininh belnee e is up. check, your wock.

6¢¢
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Directions to Students 230

DO NOT TURN TO THE FIRST PAGE UNTIL YOU ARE TOLD TO DO SO.

English Skills Assessment — Part Il consists of five separately timed multiple-choice tests:

Comprehension 11 A test of how well you understand what you read

Usage A test which asks you to show how familiar you are with standard
writtenr English by identifying problems in sentences

Yocabulary A 1est which asks you to show that you know what various
words mean

Sentence Structure A test which measures your knowledge of the ways in which

parts of a sentence are put together and of whai makes
a sentence complete

Logical Relationships A test which measures your ability to relate ideas to each
other logically

Total time allowed for English Skills Assessment — Part |1

10 minutes
I5 minutes

10 minutes

15 minutes

10 minutes

60 minutes

For each question, there are four possible answers marked A, B, C. or D. You must choose the answer you think

correct and circle it on the answer sheev, There is only ONE correct answer to each question.

When you are told 10 begin, turm 1o the first test and read the directions prinied a1 the beginning of that test. Then go
on immediately 1o answer the questions. If you finish before time is up. go back and check your work but do NOT go

on to the next test in the test booklet until you are told to do se.

Do not waste oo much time on any one question. 1fyou find a question difficult 1o answer, go on to the next one. You

may have tme o return 10 the difficult question before you are told to move on to the next test.

If you think you know an answer, write it down even il you are notceriain it is cormeet. Your score will be the number

ol correct answers, No marks will be deducted for incorrect answers.,
If you decide 10 change your answer, cross it oul clearly and circle vour new answer like this:

@ s ©»

All answers must be marked in pencil on the separate answer sheet,

DO NOT MARK THE TEST BOOKLET.

AP-ABCIHNETS Esa. Lot Pan 1L ACER 1982 Copsnght + L1y
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Comprehension 11

Time; 10 minutes

[Directions

Each passage belaw i folluwed by gquestuns hased on s comient Answer all g

nga on the

hasis of what 1 weirsf or capficd i that passage. Sndwate your chmee of answcr by drawing a circle around the

eorresponding letter un the answer shees

Ouestions 1-3

The giant ape has nesver fealls died. King Kong o
klled agam and agam on theaine soreens amd on
aght television, wel e Tilm et conpngs 10
servave L une ol the mast poapubiae ever made
Kuong has sersised the vompetinn of disens of
other momsiers = newher Cualall, nor ganl
spiders. ants. ur soeprely have vomie chise in lasung
papulanty Muore than o sears aller bis cinemat

tirth. Rong 1ol sers tawch ahe

I The mam wyhps Ul the pasaige
A why ganl apes ane fnghlvning
B he diilicutty ol mahing good auinsier
LTS
O he deih ol hang Kong
I3 he lasnng appeal ab Sang khopg

T Which ot the tellowing poants does she pinsage

make abuul Cuadalia”

4o hatiled with kg hang in g film

Bt orcaton nlinde hong King wem more
human

O populanty bas nol coderet as hang
hong's has

1 appearsd un the wreen abol the sang
nme s Komg kg,

nature
3 Whah ol the fllowing i esplimed mothe ¢ gardening drupuuls are people whe give up
puseage” casily.
A why people waich Kang Kong B} gardemng » 00t as vaiple as many peaple
B how King Kong dies in 1he lilm think
€ in what way Etng Kong 15 sull alive
D why mevie monsiers are crealed
GO O 10 THE NEXT PAGE
[ A T T N T e N T

Questinns 4-6

Althuugh more people than ever are gardeaing
tusday. there could very we!ll be a dechne i
gardenmg in the near Tuture. Stodics show a lacge
number of dropout gardeners. most of them people
whost hopes ol large savings on fond were frusirated
by their lack ol gardentng know-how.

4 Accerding o 1he passage. |he mam reason that
many penple tumed 1o gardening was o
A relurn 10 the sl
B apend loss moncy an food
€ gan eapenonee in gardening,
13 hase supplivs of (rech (bod.

& Many gardeners became Jdripouts because

A they know oo higle about gardening.

B the cost of gandoning s 100 hugh

¢ 1t 1akes 100 long 1o leam abow gardeming.
1} gardeming 15 100 much work.

-

& The mann dea of the passage s that
A gardenmg s a thing of the Tuture
B peuple have divorced themselves Trom

Questions T-9

¥osemile Park was 1aken over by the Federal
Governmen of the United Statet of America, under
the Nationsl Park Service, in 1896, For several
years, however. it cantinued o be exploited by
private mining 2nd 1 k In additi
unrciricied hununs caused 1he diszppearance of
the grizzly bear and the bighom sheep by as carly

as 1920 Lacking Federal funds. the Park Service
wias powerless 10 prevent such eaploitatian.

T Basically the passage 1s deseribing

the histery of the Natiaral Park Service.
misuses of Yosemite Park,

the ruihlzssness of hunters.

¢fforts Lo maintain 1he ecology of the
national parks.

o259

[}

The use of 1he wrms ‘explaited’ and
‘explnitalion” suggests that 1the author feels that
private business interests and huniers vsed the
park

A soicly for thewr ewn purposes.

B wuth censervalion in mind.

C 10 spite of Park Service restrictions

D 10 the public wierest.

9 The passage mdrcaies that, wiih regard 10 the

Park Service, the Federal Governmem

A gave mimng and livestock inferesis more
pewer than 11 had given prior 1o 1896,

B gave the Park Service only encugh funds 1o
limit mining and tivesiock interests.

€ failed 1o provide the maney fecessary 1o
prolect Lthe park properdy.

D should ool have allowed the Park Service 10
lake over the park.

Question 10-12

No example of human pride could be more
outnanding than that of the make Zulus. These South
Alrican 1ribesmen are one of the world’s most
beautiful peoples, and they p an ¢ pnide
in their physical beavty. For the Zules. a
malfprmation of any visible par of the body 15
unpatural and hideaus. A Second World War sinn
tells of a wounded Zulu soldier who bogged 2 dovior
to shool him mther than ket fum flive with a 1orn
body.

10 The pnman purpuse of the passage 15 10
imply ihat all people have their
idiosyncrasies.

B celcbrate 1he nobiliny of tihat custams

€ provide an illustration of utusual pnde.

D show that soldiers 25 a group arc inheremly
proud.

Physical beauly 1s vital 1o the male Fotuy
A conecit,

B scH-citcem.

O quest for selldennaty.

D courgeousncss

12 The tnformation given in the passape SUggesly
that the Zulus copsidered 2

wounded soldicr 10 be a coward.

proud male 1 be unusual.

beautiful body o he beneficial,

marred hody Lo be oflfensive.

[=Ral.

GO ON TO THE NEXT Pl
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Questions [3-15

Characiers i [antasics wotien for children differ significantly fram enc histoncal period 1o another. Each lamasy in
seme way holds upa mirror to the culture ir which 1113 produced. When we examinc literary fantasy, we look upon a
reflevtion of the social pressines of |he period, problems ol sea role and personal sdentity. and the changing role of the
artisl. What al) of these changing patterns mcan is the subyeet el an inleresting sociolegical siudy.

13 Which scatence best summarias the passage” 15 Which of the following statements would most

A Literary faniasies reveal the social realilies vlearly be supported by the passage?
ol their ume. A Twentizsth-century arlists ace free-sprited

B What applies 10 the writer of (anlasy apples and therefore ame not likely 10 write faniasies.
Lo other arlisls as well. B History is taught best through 1he use of

€ Fantasies communicale socizl pressures 1o fantasies.
children at an unconscious level C MNi h-cenlury f: ies arg likely to

D Luerature and the ficld of socrology have

have common features not found in
much 1 common i i

h Lentury }
D A magical character seveals a wniler's jonging
far power.

14 A wwed i the pasage. which ol the Telowing
peties ol words 1o esample ul g meiaphor” Do NOT forn over the puge antil youw are told 1o do so.
v lamases childien
B murrar, refllechinn
C rate, kentiny
I} pressures, patierns

STOP I you finlsh before time is up, check your work.
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Usage

Time: 15 minutes

Directions
Read each of the sentences below and find the ervor in standard wrtten English incach. On youor answer sheet. carcle
Lhe Tetter thar marks where the error appears. There is no more than one error in cach sentence.

Examgpie Anshwer
1 A B @ D

1 He spoke blunty and angnly 1o we
A B C

speclatars.
D

I sh rk. d 1ha1 sh Id becol
ew:scv:gﬂ ay 50 Csrwou me n @ B € D
ﬁnancilll[ independent 1 her ald age.
[i]

Ouendions 1.20

Local police officess had anticipaled & Belore deseribing your abservations 1o your

A ]
same krguble, but there was not hardiy an book. one shoutd be sure Lo complete 1he
B C D 1]
incident during 1he lung mlly expenment.

7 Because Mayz Angelou wriles so inimalely about
A B

2 By tbe end of the trial, which was mure lenglhaer her awn eapenences. some readess
L]
than a‘:y prevowly held 10 the stale. the jury have became a1 intesesicd :n her Wie as in her
C C D
had hsiened anennvely 1o ey adezee from poCms.

‘h"-l,l_)g;m WIInCsscs. 8 Tulankhalen was a suntable busband lor the

A
Pharach’s dayghicr, for he 2lonc had shown a

w

B 1y
[unng the 19205, huge berds of wild vallle way reckless cournge and a vataliny equal 10 hes

A B D
1he sate saurce ol wealth for the entize valley.
R ¥ Pip s not bered nearly sn vivid as the

A
eccening Miss Hawvisham, [or we remember best

f1hat 1h R C
The newspaper leamed 1he thief thas the 1host Dnckens characters thal are unosual

-

A
Robinsens had clossd thrir howse

B ) (4
wlule 1they holidayed in Jamaica.
D

1n 30mc was

10 It the lame of a classicat author depended on

A B
the (elevision versions of fus work. thal fame
C

Isclating a virus 15 usually the firs1 step lowards

A B
finding a way 1o combat them. wauld not fas1 barely a werk.
[§ D /0D

GO ON TO THE NEXT PAGE
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-

11 1badan, in Migeria, is sirikingly different fram
A A
the kind of ¢ity familiar for most Ausiralians

C D
and Europeans.

13 However carelully we may be in approaching

A B
1he subject, we cannol claim that our analysis

of the results is the only possible imerpretation.
C b

13 Even though Marieite knew 1tha
nmﬁ‘unilin for female civil engincers were
Iirni!cd.ss.he eacepied the challenge and
worl:ednh:rd e Ebuin an engingenng degree

L4 1n g lectures, television appedtinees, and
A
newspaper articles. he stnves 1o
B
tmpreas peaple about the
<

imporiance af energy conservauon.
n

15 Happily, an actidental meeung i the hotel

A
gave us the oppenenity for asking Mr Fosse lor

tickets ta his current Broadway show.
D

STOP! I you finlsh before time Is ay, chreh your work

16 As the new president, Ms Moniez demanded
ltll our advenising policy reiums to the
traditiona) sirategy of emghu‘u?n' the durabiliiy
of the mrnpuuyE products. o

17 The action of the enzymes assure that the
A
hydrogen peroxide formed in the plant wall be
[§

B
changed immexliately into water 2nd oxypen.

18 Even today, the cultivation af sugar cane on
A B
large plantations provide jobs and income for 21
[§
gzt many people on the island.
D

1% From all 1hr actors in the play. Floyd Raney as

A
a cowardly mutineer is the mast believahle,
[« D

20 The enormous populamy of Tae Hiz
suggesls that i avdience thoroughly enjoys the

A
Tigh spirits thal characienses Lhis musical.
[ b

. Do NOT tmrn over the page unill you sre told todn sn.
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Vocabulary

Time: 10 minutes

Directions

Choose the word of phrase that is closest in meanmg o the word 10 capital letiers and <irele the corresponding teuter

an the answer sheel.

Exagmple
CROSS
A shaky C  powerlul
B angry T proud
Questiony 1-20
1 SN
A fevision ¢ concevann
B ndicanion 13 cespussainen

3 CONTENTED

4 atdivd O wiw

A uscful D amarn
} HREAR

A chafe sy

B [racture D grane
4 STEAL

A parles ¢ peddie

B pilfer 0 pivel

% SUDDENLY

brivkly
hlunily

A acuiely
B abrupth

|~ Ra]

brvwes

n

WoMb s

N

IMPECCALLE

A Tocky
B circumuus

EASE

A oblipe
B enninbule

ARODE

A lamem
B dwelling

REIMBURSE

A repect
B ronforce

CEOMPL AINT

A pnesamce
B dneruun

¢ b

ncgatahle
D fachiless

*Cooalleviale
1 remnforee

¢ mpmem
13 compse

T rcappear
D repay

adserany
D commustion

GO 0N TO THE NEXT PAGE

COMFORT

A solare
B equity

WANE

A decrease
B travel

AMITY

A [(nendship
B indifference

WINSOME

A dooile
B gonorous

INTIMATE

A superfluouy
B congruent

=Kl

=A

fervour
prowess

conceal
reconcile

paverty
impudence

charming
risky

gonial
famitiaz

17

AFFRONT

A perjury
B fagade

LANGLID

A inept
B romantic

ENSUING

A following
B prouging

SPURN

A punfy
B rjest

INEBRIATED

A kosened
B inhibiled

on

QN

responas
insull

listless
enigmalx

forcieliing
impending

dispate

conctlialed
ingaicated

STOP! If you finlsh efore time is up, check your work. Du NOT tarn over the page wntil yoo are told 1o do .
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Sentence Structure

Time: 15 minutes

Dircctions

From the four alicrmanises. seleel 1he best version ef the part of the senlence prialed in bold type and circle 1he
cotrespanding letter on the anxwer theet. Choice A is the same as the original sentence. If you think the original

schience 15 best. choose answer A
Evumple
Ancient Lircoks ate with 1hair lingers, wiped them

un moces of bread. and toased them 1o the dogs lving
under 1he tahle

A wmsed them

B 1osung them

C 1ossed 1he bread
D they wvaed

Quoestiony 18

) Now that br is cighteen b oo still alrad ol the
dark.
% Now thal he s oghteen
B Hasving aunned cighiven
" Althuugh he s nnw cighlaen
1} Bevause e oy erghicen

2 11 wax dink, and the child was pw heme, which
cawncd the muther th become desperate.

b 16 wan dusk, amd the child wis nol homg.
whiwch caused the mogher o oo
despwerale

B Whoen dusk arrived amd thy child was rn
homwe. the mother becanie desperale

€ When dusk arrived. the miother bevamy
desporate. thes was because the chiuld wis nul
home

1} 11 was dosk when the child was not hame.
and thes made the mother become desperale

Isner

A8 (© o

1 “ade by the experts in the crafl, yuu can be saee
that in Lhis farniture only 1he finest hardunods
fisve been ooed.

% Made by the caperts i the crall, you can he
surc that s ihis furmiluze oaly the lines
hardwouds have been used.

B Made by e cxperts an the crall only the
fines! hardwonds have been used an this
furanure, and sou can be sure of that,

" You can be sure than this furmature, made b
the experis 10 the crafl, contains anhy the
fincst hardwonds.

13 You ¢an by sure that this furniture made by
the vaperts i the crall and containing anly
the finest hardweods

4 ADer fmling three examinanans. Me Peiers
warned Margarel that <he might aot graduate
A Mr Peters wamed Margaiet thal she maght
ool graduate

A Afr Peters was warming Margarel (that she
might not graduate

¢ Margarel receives warming frnm Mr Poiers
thal she maght not graduatc.

I Margarel was wamed by Mr Peters thar she
might not graduatr

GO ON TO THE NEXT PAGE
PR Lath WK R ey T

14}

& Swanding near the doot waa & tall man, who had
dosed [t nobselensly behind kim, with & red
beard.

A

doar was a 1all man, wha had closed it
noisclessly behind him,

B door. who had closed it noiselessly behind

hirm was 3 t!l man

€ door, which ht had closed naiselessly behnd

him. was a tall ran
door was & tall man, who had closed 1
pehind him noselessty.

& Soon afier beglnnlmg the chemical aaalysis, tem
patients were discorered by the scientist to have
a high content al sugar an 1heir blood.

A

beginning 1he chermical analysis, 1en pauents
were discavered by thr scicntist 1o have

he began the chemical analysis, the scientist
dhscovered Lhal ten patieats had

beginamg the chemical analysis. the
discovery was made hy 1he scicntist that 1en
pauenis had

fic hegan ke chenmical anatyas, 1on patients
were diaeovered by 1he soientist who had

7 Ihsen's play. A Dafl’s House. shocked audiences
when 1t was (irst groduced because it made an
1ssue nf wamen's social position when few
people even thought of 1he subject

A
8

produced because 1 made
produced. 11 made

¢ produced and i made
0 produced, becavse of making

8 Driergenls have polluted the mater on Long
Istand, experts predict a water shortage thero
within len years.

A
B
C

polluled the water on Loag island, capers
predict

palluted 1he water on Long Island. ernports
predicing

so polluied the waler on Long Island. cxpens
predict

so polluicd the water on Long [sland thac
eaperts predict

Evd TeaFamt ACTE WY Lot o 118
1
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Directions

1n Questions 9-14. Youare asked to re-arrange sentenees in your head. The beginning elrach new senience s pninted
in bold type. Keep in mind thal your new sentence should have 1he same mcaning as 1he senlence given 1o you,
Indicate your choire of answer by drawing a circle around the cemesponding lesier on the antwer sheel.

Evamplie

Being a female jockey, she was ofien nidiculed.

Rewmite. heginning with
She was often ridiculed ...
The nexl words will be

on acrpunt of she was
by hrr being

bitause she was
beirg as she was

[-Eal-_JF

Qoestiom 9-18

Amsavr

A

8 (© o

9 Cicorge saw ao Amilar faces when ke looked 11 Duplaying a sense ol responsitaliy as well as
arqurd 1he room. increased hargaining steength. 1he unians won
Rewnite. begning with fegal recogniuon in Cirem Hintain o LET).
Looking arcond the room Rewrile. begmming with
The nexl words will be Becawse (he unions dlsplayed & sense of
A and seeing no famshiar faces responaibility 2% welb ax Increased bargaining
B no famihar (aces cuuld be scen arength, .
€ Ciourge vaw na famihiare faces The next words will he
I then George saw nue lanubar laces A which won them

B thcy waon
€ and they won
I} =0 as 10 win
10 When the press secrctary wanied 1o asonl LT Although the sandmper 15 casily Inghlened by
Answenng a gueslion, she pleaded ignorance nouse angd hight, 1wl bravely resist any force
Byewruie. heginming wilh thal threatens 118 nest.
Fhe press seceetary pleaded ignorance . Rewsste. bepinning with
Thy nest waorgds wall by The dplper is ensiby Trigh 1 by nnisc and
A and wanis woasvoend light, ..
B thus asoning The nexy words will be
€ oorder 10 avad A nevertheless bravely easung
[ by 3veading B but n will bravely rosist
£ and u will bravely resist
D even il bravely resisiing
GO ON TO THE NEXT PAGE.
[ A LYY TR TR N T e P Y
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13 Although Leonardo da Vingi is repmembered
primarily as a gilied painter, he it also
recognired ax a brillian sclentist.

Rewrite, beginning with

Remembered primarily 23 a gifted palater, . ..

The neat wonds will be

A Leonardo da Vinei is also recognized

B Leonardo da Vinc's brilliance i also
recognized

C the world also recognizes

D he is also cognized

14 The Great Geishy by F. Scou Fizgerald shows
Nick finatly retresting to his native area.
Rewrile, beginning with
{n F. Scott Fitegerald's The Grewr Gatshy . .,
The next words will he

showing Nick finaliy reureating

Mick's finally setreating

which shows Nick™s final reireat

Mick flinally retrats

= E»

&

I he had ¢nough money. Frod would g o the
mavics lonight.

Rewnite. beginning with

Fred cannsl go 10 the movies lonight . .

The noxt words will be

when lacking

hecanse he

although there

wilhuul ¢naugh

feRa . 1

e e e iy A ekt Tl b

16 The airline ticket was very expensive, 2nd 1
booght it relactzmly.

Rewrite, beginning with

Becamic the airline ticket was very expertlre, . .
The next wards will be

A

[-Nak-|

Ty pUrchast was

it was bought

1 bongght

it wat nevertheless punchased

17 Every deaf child who has kearned 10 speak has
been helped by 2 persistent adull, psualhy 2
parent.

Rewsite, beginning with

No deafl chil kas kenraed to speak ...

The next words will be

[-Es ] J

without being heliped by

unitil being helped by

only when a persistent adult

unless there was & persisient adult with

Ralph Ellison sdded to modern literatore

by masierfully portraying 1he prohlems of the
plack m3n in a white-dominaied society.
Rewriic. beginning with

Ralph FEllison™s contribetion lo modern
literature . .

The nest words will be

[« Rall- I J

was the masterful porirayal

which was & masierful porteayal
in which he masterfully portrayed
was by masterfelly partraying

STOP! If you flnlsh before time is vp, check yout work, Do NOT ters arer the page wntll you sre told lo dn wn.
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Logical Relationships

Time: 10 minutes

Directions
Choowe 1he word or phrase 1hat best completes the meaning of cach of the following stniences and circle the
corresponding Iclier on the answer sheel,

Ewampie

Mrs Brown wanied to cook 2 turkey, . she
found she did not have the ime,

bul

while

or

conscquently

i=Ral B

Questions 14

[

The public calpicna has been mudernized and
enlarged. . ¢ven the fowrth-lnor ibran »
being renovaicd

A bul

B amd

€ mhat

D horause

The Rangers have lost 1wo of ther best plasers
tevausy of imures. they are expevted W win
the play-niTs

A whereas

B thercfore

C oven s

1? aficraard

. 1he v o Chana bas me peninsulas.
watanng hay nul appaaled 160 the Chinese as 1
has o peaple of counines with copstlines more
approprate for saihing
A When
B While
€' The facy that
I Devause

the shorlage ol scrvants. sincieenih-ventury
houwes wor nol designed 1o b gonseaicnt or
cauly cared for
A Despiic
B Dunng
€ Becawse of
D With

1nsner

A e co .

5 Icih had enjoyed the novel. .
about the 1es1 on il

and so

despitc that

unul

and yeL

. she el uneasy

=R N--I

6 The pomad's Lenl s very ssmple inols
conslruckion . . ¢asy In erect and dismaatle.
A bevduse s
R cven lhough
O and therelore
13 while also being

7 The raccoon ss 2 skalfu! chmber . spends much
of 3ts 1ime i teees

A bul

R and

 or

1 thus

B The prafesanc's definmion of an. s by nn
Means Bow. 14 Aol ane 1hat s commondy wsed
by iaher aet instructors
A which
B bong
(" whereas
N while

GO ON TO THE NEXT PAGE
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Direclions

Choose 1he word or phrase that best campletes the meaning of exch of the following sentences and circle the

comesponding letier op The answer sheel.

Example

Perrol provides energy for a car jusi as sugar
provides energy fora ...

diet

100lhache

human being

cake

AW

Questions 9-13

9 [hsease can damage your health Just as .. can
damage your seputzlion
A scandal
R gricl
€ modesty
B 1ruth

18 Lighthouse s 1o ship jost as
A farm i 10 tractor
B caulion sign v 1 car.
¢ skyscraper 1s o Cily.
D chimney s to rool

11 Busile 15 1o briskhy just as dawdle 15
A clumsly.
B slowih.
C purpnlully
D cautiously

Arnsw
A

ofm»

:@»

12 Merry-go-round is 1o revolve just as . ..

bicycle is 1o pedal.
pendelum is 1o $wing.
SCDOLET is b SLEer.
sailboat is Lo navigaie.

13 A command calls for ohedience pust as a request

asks for ..

A impeovemncal.
B submission,
C  obligation.
D compliance.

GO ON TO THE NEXT PAGE
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Directions

1n Qquestions 14-20. 1we or 1hree sentences in bold 1ype 2 lollowed by a question or stalement about them. Pead
cach group of septences and then choose the best answer 1o the question or the best completion of the stalement.
Indicate ygur choice of answer by drawing a cirtle dround 1he corresponding lewer on the answer shee,

Examplc
The Mallee is experiencing Its worst drought in
fifteen years.
Wheat prices are expecied to be very high this
year.
Whai does the second sentence do?

A R orestales the ndea found m the first,

B 11 m1ates an clfeel.

1t gives an example.

I} 11 analyses the statement made inthe im

Croestions 14-20

Ansner

A

® c o

14 A blanket of thick fog covered the aren. 16 That German dttumahiles cosis & much as the
" lealian one.
¥isibility there was almosl sero.
How are the 1wo sentenees relaned? The liakinn aotomoblle is much betrer Inoking.
A The two seniences estahlish a camparison. What do thes sentences do?
B The »cond sentence contradicls the find A They vompare 1he appearance of equally
€ The first senicace caplans the meaning of priced aulomobiles.
visibility. B They make a siatement about German apd
D The second senlence ey o direct result Hizhan notions of style,
of the firs) " They assess Geeman and [tahan aulomonye
ENRINCCTING.
¥ They make 2 judgment about the qealny of
the German autemohile.
1% Sidney Poitier was neat and clean in the mavie, L7 Rafael does pt like waier.
In movjew, villaing alwayy need & shase, 1le does not like to drink i, swIm jn it or wash
What does 1he wvond wotenee do” in it
A 11 follnws ugrealls Trom the Nirs Whal ducs the second sentence do”
B I1 prores the lirst 1o by flwe. A It siates the cause of the frst.
T Hoaimphes that Paier was it 2 sillaim o B It compates 1he three things thar Ralacl dogs
the moae not like abaut waler.
¥ 11 shows that the wan an actor inoks m 2 ¢t emphasizes what is stated 1a the firs
mavic 15 ot o agnificance D 11 draws a conclusion about Raflael.
GO ON TO THE NEXT PAGE
R ATLVLE L EETE R XL NPT Sy Y 1Y

Th

13 ioroscopes forecast certain evenis fo & person’s

H

=]

ffe.

Most scientists do not believe in astrological

predictions.

Whal docs the sccond scalenee da?

A I is an example of the first.

B It gives a scientific explanation of what is
slated in the First.

C 11 analyses the value of whal it sLated in Lhe
first.

P I eomments on 1he validity of whal (s staied

in the first.

Whenever the weather gets cold, { want 1o mnye
tn a warmer climate.

Ice skating is fun, however, and ynu can'l skate
when it'y hat.

What docs 1he sceond senicnce do”

A 11 analyses the reasomng in the first,

B It tmplies that the first i iliogical.

C It provides an eacepion 1o She first.

I It draws a conclusion from the firs)

Al the Muscom of African Art the edocational
program is bold and varied.

Once yourp visiters enter the masevm they aee
immediarely confronted with mashs, ritual
Figures, and coremoniad objects.

What docs 1he swennd sentence do?

A 11 gives an examplc of what s stated in the
firsL.

ki repeats Lthe meaning of the (e

1L draws a conclusion,

1t analyses the first

j-Ral-|

STOM If you finish befare Lime is up, check your work.

1o Lmdbn il A5LR i Copargm + BTH
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WESTERN AUSTRALIAN COLLEGE OF ADVANCED EDUCATION

SPELLING

A systematic approach to the teaching and learning of spelling is
essential.

In responding to errors in student writing be aware of the:

l.

need

need
word

fact
fact

(a)

{b)

(c)

(d)

(e)

(£)

(g)

to distinguish between auditory and visual errors;

to encourage students - they know how to spell most of the
so focus thelr attention on the part that is difficulc;

that errors are more common in unstressed syllables;
that most errors can be grouped into categorles:
consonants ~ to double or not to double
e.g. occurred, committee, beginning,
travelled, offered, difference
silent letters

e.g. parliament

homephones
e.g. they're, there, their.

stationery, statiomary

words that look alike and/or are somewhat similar in sound

e.g. legible/eligible/legal

unstressed syllable - mute ‘e’

e.g. definite, relevant, privilege, existence, defensible

improper jolning of words
e.g. alot, infact, incase
auditory errors - peor pronunciation

could of, secertary, somethink



241
2.

SPELLING GENERALIZATIONS

In root words such as ERECT and ACCURATE, normally one consonant
follows a long vowel, two follow a short vowel.

In compounds, double L usually becomes single L.

e.g. fulfil

'CEED' or 'CEDE'?
All words are ' - CEDE’

except exceed, proceed, succeed and supersede,

'ICE' or 'ISE'

Remember °‘nice nouns'. or 'ice is a noun’
music practice
I préctigpd s
Are you licensed ...
Driver's Licence

"When it sounds 'ee’

'{' before 'e'
except after 'c

e.g. believe, chlef, deceive, conceit.

NOTE exceptions : seize, welr, weird, counterfeit, forfeit.
for other sounds use 'ei’
e.g. height, weight, sleigh, rein, reign, leisure
neither.



6.

Diaceitic final 'e*

(a)

share
surprise
accuse
virtue
picture
vice

grace

+
+
+
+
+
+

o+

242

omit final 'e' before suffix commencing with a vowel

ing

ed
action
ous
esque
ious

ious

[note dyeing, canoeing]

{(b) Keep final 'e' before suffix commencing with consonant.

amaze
hope
tune
safe

exact

+ + 4+ +

+

ment
ful
less
ty
ly

[note: argument, truly)

(¢} Keep final 'e' before 'a’' 'o’' 'u' after 'ce' and 'ge’

courage + ous

notice

+ able

manage + able

Final consonant - guidelines as to when to double final consonant

when adding a suffix beginning with a vowel.

{a)

1s doubled.

When words end with CVC (consomant, vowel, consonant)
pattern and the vowel is a short vowel, the final consonant

cve
222 - hopping
trap -* trapping



(b)

{e) Do

(1)

(1)

243

When words of more than ome syllable end in the CVC pattern
we have to look at the stress pattern to determine whether
to double the final consonant. If the stress is on the
syllable with the CVC pattern the final consonant is
doubled. If the final syllable is not stressed the final
consonant 1s not doubled.

cve

begin - beginning
ocgur - occurred
defer - deferred
differ - difference
develop - develshpd

not double final consonants when

A VVC pattern ends the word

AALS

preen - preening
beam - beaming
shoot - shooting

a VCC pattern ends the word
VCC

rent - renting
last - lasting

(d) When words of more than one syllable end in 'L' preceded by a
single vowel, the final 'L' 1s doubled when a single syllable
suffix beginning with a vowel is added. This patterm ignores
the rule of stress.

YC

rebel rebellion, rebelling
revel revelling

fulfil fulfilled

instil fnstilled

distil discilling, distillation

travel travelling
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5‘

[NOTE: parallel - paralleled]

EXCEPT with 'ic', 'ish', 'ism', 1ity', 'ise', 'ize'

formal formality formalise
moral morality
angel angelic

NOTE: wmedallist, medallion
metallic
erystallize

Words ending in 'Y’,

(a) retain the final 'y' if it follows a vowel.

(b)

Ve
guy - guys

trolley - trolleys

portray - portrayal (but portrait)

Note: pay-paid; lay-laid; gay-gally, gaiety.
5-

change 'y' to '1’' if it follows a consonant,

EE

shady - shadier
lady - ladies
cry - cries
tarry - tarries
baby - babies

EXCEPT with 'ing', 'ist', 'ish' and 'ism’'
marry-ing, lobby-ist, boy-ish,
trendy-ism, cry-ing

NOTE :(1) the role the sounds of the words play in
determining exceptions

{14) ladyship, dryness, shyness, slyness

(111) dryer/drier, flyer/flier
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Aprendix D

Spelling List



academs:
acressitle
acconmadatiaon
address
affact (vexh)
algchel

among
analysa
annual
arguin
athlecae
auxiliary
awful
awkward
balance

it 4

balloon
teginning
believe
benefited
breathae(verb)
buried
business
calculator
camcurilage
carbursttor
catastrophe
changaabls
coconut
committes
comparative
conscienca
control
courteous
griticism
cylinder
dependant (noun)
dependent (adjactive)
despair
desperata
davelop
diesal
diastary
dilemma
dinghy (boat)
dispatch
diggatisfied
drunkennass
effect (noun)
aefficiency
eighth
eligible
embarrags
emigrant (lsaves a
country)

" eavironment

exercise

wretm 1

SSME  SPEILING  3EMCNS © 946
Zascinaca amission transfazred
Fezruary amit tzuly
ssrecast ogerata twelith
fullrass orthiopaedic until
gardener pantomine vacuum
gauga paraffin vengeance
grisvous parallel verandah
guard caralyse villain
guide gartigulazrly vitamia
hazrass geacdable Wednesday

iccup perceive weird
humorosus persdverance whetlier
hyzocrisy personal (private) wholly
imaginary personnel (stafl] wield
immediately perspiration writing
impigrant (enters a pneumcnia written
country) possess
initialled principal (main)
installaticn principle (rule}
interpret pronunciation
intezrrupt psychology
irresistible quarrelling
irritable queta
jackerco quiet
jealous rackat (noise)
jewellery racquet (used in
judgemane tennis)
kergsane receipt
knowledge receive
labelled recommend
leisure reconnaissanca
liaison releavant
likrary reliave
lightening (reducing religious
weaight]) rhythm
lightning (flash) ridiculous
liqueur (Drambuia, rigoraus
for example) gsatellita
liquor (aleccholic scarcely
drink) schedulas
litarature saize
leneliness voepazrates
iying serJdeant
maintenance sincerely
manceuvra speech
madieval stationary (standing
mateoralogy atill)
methylated stationery (paper)
miniature strangth
mischievous succeaed
misdemesanour success
misspelt suraly
monastery surprise
mortgage taxis
mystericus technique
necessarily temperature
neighbour temporarily
occasion thorough



absence
1bsorptisn
accizentally
accommodate
accomplish
ache
achievement
acguire
across
advice
advise
affect
again
against
all right
ahmost
already
although
altogether
alweys
amateur
among
analysis
analyse
angel
annual
answer

any
apparatus
apparent
appearance
approprite
Arctic
arguing
argument
around
arouse
arrangement
article
ascend
athlete
athletic
author
auxiliary
. been
beginaing
believe
benefit
benefited
blue
break
breathe -
brilliant
built
business

Susy

by
calandar
can't
careful
carrying
ceillng
cemntery
certain
chanzeable
chief
choose
chose
clothes
colour
column
coning
comritted
committee

comparatively

conceive
conceivable
conscience

consclentious

conscisus
consistent
continuous
control
coatrolled
gcoavenience
cough
could
counsel
couatrz
eriticism
criticlse
curioasity
cyliinder
dealt
dear
decide
decision
definite
desirable
despair
destroy
develop
development
difference
differeat
dining
disappear
disappoint
disastrous
discipline

divice
divine
does

done

don't
doctor
early
easily
easy
effect
e’ficiant
eligiole
embarrass
enemy
enough
every
envirsnment
equipped
especially
etc.
exaggerate
exceilent
except
exercise
existence
expense
experience
experiement
explanation
extremely
familiar
fascinate
February
finelly
financier
foreign
foresee
forty
fourth
Friend
fundamental
further
generally
governazent
governor
grammar
grateful
guarantee
guard
guess
guidance
half

naviagz

asar

neilnt

hars

her~es
heroine
hoarse
nooinag

hour
huomorous
imaginary
imagination
immealately
incicentally
inoepeacent

indispensanle

influeatial
instead
iatellectual
intelligence
intelligent
interest
interfere
irrelevant
islang

itts

its

jealous
judgment
just
xindergarten
knew

knhow
knowlecge
laboratory
laid

larynx
later
latter

ledd

led

leisure
length
library
licernce
licenpge
likelihood
likely
livelihood
lonelinesa
locse

lose
magazine
raintenance
mAnCeuvre
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matnenatics
meant
mecicine
ainiature
aiaute
marale
wien
nuscle
nussel
naturally
n2Cessary
neighbour
neither
aicxel
nlece
ainety
ninth
none’
noticeacle
obstacle
occasion
occasionally
occur
occurred
occurrence
official
often

oait
omltted
once
opinion
opportuaity
optinism
origin
original
paid
parallel
particularly
pastime
peaceable
peculiar
perceive
perform
peraanent
personal
person:iel
perspiration
persuade
pertain
piece
planaed
playwright
pleasant

|



solson.
Boillticlin
Yossess
possession
‘possible
practical
precede
orefer
preferred
grejudize
preparation
prepare
prevalent
primitive
prineipal
princinle
privilege
probably
procedure
oroceed
orofessor
prove
psychology
Jursue
pursuit
quantity
auiet
guite
raise

read
realise
receipt
Teceive
recognise
reconmend
reed -.
regard

relieve
religious
repetition
resistance
rhyme
rhythm
ridiculous
rise
safety
sald
says
soens
schedule
science
Seams
Seems
seize

séfse .
separate
serzaant
saveral
shepherd
shining
shees
shoulder
significant
similar
simile
since

sort
sought,
specinen
soeech
stopped
straizht
strength
strenuous
stretch
stucying
succeed
sugaTl
suppress
sure
surprise
syllable
symmetrical
tear
temperam:nt
teaperature
tendency
than
their
then
there
therefore
they
they're
thorough
though
thought
through
tier
tired
together
tonight
too
tragedy
tries
trouble
truly .
Tuesday -

two

nasustaclyl
|

until
uausiial
used
using
usually
vacuum
vegetable
vetngeance
very
villain
villein
weather
wether
wednesday
wears
welrd
where
whether
which
whole
wholly
whose
woman
women
won't
would
write
wrtting
written
wrote
you're
your

I

i
[
f
t
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FUNCTUATION

1‘

UL T

Full stops are used to mark the end of a sentence.
They are also used after abbreviations except when the abbreviation
ends in the final letter of the word, and as a marker or decimal
Point in certain numerical measures such as time and money.

Mr T.J. McArthur Supt M. Evans

7-15 a.m. 25 Dec., 1990. $3.50 2.5%
In abbreviations for organisations the practice is increasingly one
of not using fullstops so you will see UWA, WACAE and UNESCO
written without fullstops.
Currently there is a trend to extend this usage so you will see NSW

and 7pm written without the full stops. Find out the policy of
your organisation/department and use it.

QUESTION MARKS

Question marks are used to end a direct question but not an
indirect or reported question.

Did you win the game of tennis?
"Do you know what happens to little boys on the streets?"
but not

(ne student asked if he could write on another topic.

EXCLAMATION MARKS

Exclamation marks are used to add emphasis to emotional statements
or interjections. They should be used sparingly.

What a pain!

Please!

APOSTROPHES

Apostrophes are frequently misused and irritate readers.
They serve two functions so learn how to use them correctly.
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When letters are omitted, an apostrophe is used to mark the
omission.

it's - it is/was
they're - they are
can't - cannot
won't - will not
ve're we are
he'll - he will
she'll - she will

Note the following points:

(i) apostrophes need to be used correctly otherwise
meaning is leost. In the last three of the above
examples, if you leave out the apostrophe, you create
three different words: were, hell and shell.

(ii} learn to use "it's" correctly. It stands for the
contraction and not the possessive. No possessive
pronoun or adjective uses an apostrophe (its, theirs,
his, hers).

The driver of the car demonstrated its power.

Pogsegsives
Apostrophes are used to show ownership or
possession. You must be careful to distinguish
whether the noun is singular or plural to use them
correctly.

Sipgular
Jane's pen, the lecturer's study, the lady's keys,
the child's book, the country's exports.

Plyra]

the Jones's house, the lecturers' reguirements,
the ladies’' bags, the children's bikes,
the countries' flags.

(i) The tail of the apostrophe points to the owner.
(ii) To check if an apostrophe is required, and where to
use it, re—phrase the statement using 'of' or 'of
the'.
“* the flags of the countries

the exports of the country
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(iii) where a word already contains two or more 's' sounds
just add an apostrophe to show possession.

Moses' commandments
princesses' tiaras
There is a trend to this usage for any word ending in

's' such as James' wallet. Check the policy of your
organisation/depactment.

Commas are used to help make the meaning of a sentence clear. To
be able to locate the main statement in a sentence — practise this.

Any information which is not part of the main statement should be
separated from it - uswally by commas; occasionally by semi—colons
or colons.

a.

Paired Commas

Sentences frequently include informationm that clarifies,
adds to, or comments on some element of the sentence. In
effect, it interrupts the main statement. Such statements
need enclosing in a pair of commas ::)jugh occasionally
dashes or parentheses (brackets) may be more appropriate.

. The Governor of Western Australia, Sir Francis Burt,
has agreed to open the carmival.

- Ansett, the main sponsors, have undertaken to provide
four Perth-Sydney return airfares.

. The director, who has already been approached, has
stated that the institution will provide assistance
with postage and telephone expenses.

Single Commas

There are a number of occasions when single commas should be
used.

(i) When additional information precedes or follows the
main statement (an introductory or concluding phrase).

. Before the introduction of television, more
Australians read afternoon newspapers than do
now.

- The students will attend rehearsal, later in
the day.
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(ii) When two main statements are joined by a conjunction,
a comma should also be used.

John has failed two subjects, so he has
cancelled his skiing trip.

The concert will be a fine one, but it will
need a lot of publicity.

The students will attend the graduation
ceremony, and later in the evening they will
attend a celebration dinner/dance.

- Many children do little reading at home,
though they watch a lot of television.

{iii) A single comma may be used to remove ambiguity,
though it frequently pays to re-write the sentence.
Use a comma or re-write the following sentences to
remove the ambiguity.

She mentioned that she had found some money
yesterday.

A person who lies frequently will also cheat.

His leaving the country immediately made the
police suspicious of him.

{(iv) Use single commas to separate items in a series of
words, phrases, clauses.

Students are required to purchase textbooks,
laboratory manuals, and stationery.

The chase took us across a park, into a side-
street, through several backyards, and finally
into a blind alley, where the thief was caught.

- Afflicted by poverty, stricken by illness, and
ignored by the crities he still managed to
write one of the great novels of the century.

6. COLON
The colon has three functioms.
a. To introduce a list or series of items in a sentence.
. She was responsible for the sale of the company's

products: children's books, educational texts and
reproductions of artworks.
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Extended lists may be presented in tabulated form but
essentially the same structure applies.

On completion of the course students will be able to:
1. write simple business letters;

2. write a continuous piece or prose of 5-800
words; and

3. demonstrate an understanding of the correct
use of capital letters, full stops, commas,
colons and semi-colons.

b. To indicate that an explanation will follow.

Among WA forest trees the karri tree is matchless:
its size and silver-grey bark give it breath-taking
beauty.

The committee faces a dilemma: to award the
certificate to the candidate, or to be seen to break
the rules governing the course.

c. To introduce a quotation:

SEMI-COLON

The rules state: "On successful completion of the
six units in the course a Certificate of Competency
shall be awarded."

We all understand vwhat Oscar Wilde meant when he
said: "I can resist everything except temptation”.

The semi-colon has two main functions.

a. To link two separate sentences or independent clauses.

They were different personalities; yet they were
close friends.

Please turn on the air-conditioner; the room is
stuffy.

b. To punctuate items in a list when any of the items contain
commas within them. The semi-colon is stronger than a comma
and indicates the major break in the sentence.

The lecturer encouraged students to write regularly;

and to read articles in The Bulletin, The Australian,
Time Magazine and The Economist.
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ABOUT PUNCTUATION
A little reVision- e

INTHEBEGINNINGWRI TINGHASDONEINCAPITALS
A3JJAJ2TIYAWA3HT 1 33JA3CIUOIANAC THTIN 1)
BOUSTREPHEDONORASTHEOXPLOUGHS

but as it became more widely used the direction was determined:
Indo-European, usually left-to-right; Semitic, right-to-left. Spaces
began to mark individual words. It helped, but it wasn't enough.

When we speak, our intcnation, stress-pattern, gestures, facial
expression and the situation itself give clarity to our message: when
we write we have only a few 'points' or 'stops' to indicate the way in
which the text is to be interpreted.

Early alphabet writing used only CAPITAL letters: small letters were
developed later. We still use capital letters to mark the beginning
of a sentence and for headings (Latin: caput - a head) or for
emphasis. Medieval scribes decorated capitals to embellish the text
and distinguish paragraphs and chapters.

Ipit isti ish 1 :

Dr Jecks, Perth, W.A.C.A.E., UWA, UNESCO
The letter I in isolation is always a capital - and note that it then
has NO DOQT. (Do;s were introduced tc identify the gmall 'i' in Gothic

and cursive scripts.)

ti i T 1
lapguage:

Smith is 2 &pecific person, a gmith is a general term for a
particyldr kind of worker.

Ther colleges must be amalgamated into viable groups.....
[#e are thinking of colleges as a general term of reference)

The College Council decided.....

(we are referring to a specific body)

FYLL STOPS mark complete sentences:

dut- when is a sentence? A sentence is often defined.as 'a complete
thought' - a subject of topic and something said about it. Properly
speaking, it must have a finite verb and its subject, though some
modern writers try to reflect the casual nature of speech by using
fragmentary utterances. & sense of the subject—verb relationship is
the safest guide. Beware, however, of the present participles (ending
in -ing) without auxiliaries - they are not finite verbs and cannot
make a sentence work.

{(c) GM Peel 1988
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FULL_ST mark issi :

We often abbreviate words to initials, and these should be marked by a
full stop, though where acronyms develop the stops are often omitted:

W.A.C.A.E., J.S5, Bach, N.B., but UNESCO, RADAR (became
"radar" eventually)

ol
Y
Note: Dr Mr Rd (find letter present).

If we omit part of a quoted text we use three stops, and we mark
similarly a break or interruption or tailing off:

Whenever we saw him working....we applauded his efforts.
He opened the door.....

COLONS introduce lists or examples:

You will need the following: pen, pencil, ruler and eraser.

and_link antithetical statements:

Man proposes: God disposes.
Every man has his price: not all are prepared to pay it.

SEMI-COLONS link closely-related clausesg; they can substitute for

conjunctions to give immediacy to the style; they can help to avoid
the staccato effect of short sentences:

He raised his revolver; the intruder fled.
* th indicate maj i ist:

He has lived in most states: Maryborough, Victoria;
Hahndorf, South Australia; Darwin, N.T.; Launcesten,

Tasmania.

m t t , especially if
there is a danger of ambiguity. They should be used sparingly unless
they are essential.

into a

*

sentence;

He turned, naturally, towards the East.
He made an alteration, of course, towards the East.

(try that without the commas)

Compare also:

The boys who did well were given certificates.

The boys, who did well, were given certificates.

The Prime Minister, who was standing near, denied the rumour.
He said, "What's that?" and turned back.

"What's that?" he said, and turned back.

* replace 'and' in lists (but not between the final pair:

He took tea, sugar, milk, bread, butter and jam.
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A E i i te omissions:
don't (do not}, isn't (is not), it's (it ig).

* they indicate possession (they mark the omission of

part of the case-ending we used to use):

the man's hats the men's hats

the girl's bags the girls' bags
* £ indicat r NL Lo in
letterg:

Mind your "p’s'" and ''q's".
Dot the "i's™ and cross the '"t's'".
Give me all the 2's and 3's.

QUOTATION MARKS may be single or double. Most modern publishers use a

single guotation mark for speech and double for quotations: where
both occur toghether they altermate. Longer quotations are inset,
with no quotation marks.

Traditional practice (and that still suggested by the Ministry of
Education (Guidelineg, p80) is to use two for speech and to alternate
for quotations within guotations. It is more important to be
consistent with whichever you choose to use, and to ensure that the
close is marked as well as the beginning.

tatdi i t in pil ripts: stage directions,
however, are italicised.
Book titles should be underlined: they appear in print in Italic

script. (Quotation marks are nc longer recommended in style guides.
The underlining tells the printer to use an Italic font.)

They indicate, therefore, that material has been borrowed from some
other person, such as the actual words used in speech:

'Where are you going' he demanded.
Compare: He demanded to know where they were going.

'I'm going now,' he said, 'or I'll miss the train.’
She replied, 'You'd better not!'’

They indicate the extent of the written text borrowed from some other
author, and this must always be acknowledged. (See the current

College Referencing Guide for details of the methods of acknowledging
sources. It's free - at the bookshop).

They indicate that a word is being used as an example or in an unusual

sense.

"cant' means an angle or slope.

This may be done by underliping or a change of typeface, e.g. to
Italic.

These people are no longer “slaves' in the proper sense of the
word but their conditions of work are no better.
He calls it "work'!
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? KS ! indicate variati in_t

intopation patterns. They are always placed over the full stop at the

end of the sentence or utterance, within the quotation marks if these

are used:
"What?" he shouted. "Get out of my sight at oncel"

Exclamation Marks are also used for effect, or to draw attention, but

this is a stylistic device only and should not be encouraged.

PARENTHESES or BRACKETS { ) are used to show clearlyv additions to the

text, such as references (Jones 1976)
or comments:

He said (and I agreed) that.....

Squaxe bracketg [ | are used to show an editor's ipsertioms: either
to correct whep there is a palpable error (but the original must be

quoted as written):

From the Journal of 1887: There was [sic] no such great
organizations for public singing as now exist in 1871,
however, vocal music in elementary schools was introduced to
the [Education] Code by Mr Forster.

(Journal of the Royal Society of Arts, Vol. xxix, June 10th

1887)
r to indicate t itor' injion:
[?] doubt or [!] surprise or astonishment

HYPHENS connect two words considered as a unit:

red-letter never-to-be-forgotten

May be ysed ingtead of diaresis in words where affixes bring two

vowels or consonants together with possible misunderstanding:

Pre—eminent re—-echo
anti-Howard pro-Whitlam post-Fraser
recover/re-cover remark/re-mark

When a word is divided at the end of a line, use a hyphen there,
DO NOT BEGIN a line with a hyphen.

Dashes are longer than hyphens and indicate a break-off in the text;
can be used as a spacer for effect; can replace parentheses; are used
in dictionaries to avoid repeating the headword of an entry; are used
in bibljographies where an author has more than one book gquoted:

'] was about to say

'The way I see it - and I'm sure you'll agree - is
this...
Williams, R. (1954). Drama in Performance. London: Hogarth

(1966). Modern Tragedy. London: Hogarth
(1968). D I tg B t. London: Hogarth.
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Appendix F

Com0101 Punctuation Activities



THE USE OF COMMAS

The comma is used:— 260

1. To separate lists of adjectives, nouns, verbs or adverbs:—
He bought eggs, tomatoes, a cauliflower and some carrots.

This is the most complicated, intricate and remarkable piece
of machinery I have ever seen.

2. To inaicate nouns or phrases in apposition:—
Miss Johnson, a trained nurse, attended the patient each
night,
Mt Etna, a volcano situated in Sicily, erupted last Tuesday.

- i . -
3. To make a convenient pause for reading in long, complex
sentences.

Although the winter had set in early, many roads were still
passable, but by the end of July the heavy rains had practically
reduced traffic to a standstill.

4. After an introductory participial phrase:—
Having waited until the boat’s departure, we waved our last
farewell and left.

5. In addressing envelopes, or putting your own address at the
top of a letter:— (Remember the full stop at the end of the last Line.)

Mr Henry Collins,
25 Paternoster Street,
West Hurlingham,
England.

Note:—Use commas only when necessary.

Exercise 1
Rewrite the following sentences, inserting the necessary commas:—

1. Having completed the experiments the boys tidied up the

laboratory before going home.
2. This year the heavy frosts have made tomatoes potatoes

beans and peas very scarce in the local markets.

3, Mr Sydney Baxter an actor of international fame is to appear
in the Shakesperian play, “The Merchant Of Venice”.

4. Although the most sensitive compass in the “Southern Cross”
was out of order Kingsford Smith was able to use the magnetic
compass and by skilful navigation brought the ’plane to a success-
ful landing at Brisbane next morning.

5« Remembering his father’s instructions John began his descent
from the mountain an hour before sunset.

6. The.noise which seemed to come from afar off and sounded
rather frightening at least indicated that they were not far from
human habitation.

7 Thav dAnzed all thranab the lone hot cleenv train journey,



Exercise 2

Commas are misused or omitted in the following, Rewrite it, using
them correctly:—

Seldom, had there been such a large crowd at the Mascot Airport.
Hearing that the “Southern Cross’’ was due there on Sunday after-
noon 300,000 people gathered, to greet these conquerors of space. As
Kgngsford Smith Charles Ulm Captain Lyon and James Warner
alighted from the ’plane a tumultuous roar burst, from the waiting
throng but all eyes were turned upon Kingsford Smith popularly
known as Smithy. It was more exciting than a Royal Visit, a football
final or a Melbourne Cup and when subsequently the Federal
Government announced a cash award of £5,000 this was further
increased to over £20,000 by public subscription. The two Americans
Lyon and Warner insisted that the whole of this money should go
to the intrepid Australian aviators Smith and Ulm.

Exercise 3
Rewrite the following, inserting commas where necessary :—

(i) They ransacked the city for two weeks but could find nc
trace of the missing man.
(i) The long dark-green leaves had a fern-like appearance.
(1ii) There is no reason of course why you should stay away.
(iv) We may choose for example this piece of material. If
we do however we must use a different method of fixing
it to the wall.
(v) In the greengrocer’s window were lettuces beetroot
carrots onions and potatoes.
(vi) Nothing is so attractive in summer as the cool invigorating
breath of the sea breeze.
(vii) The man tripped fell and lay flat on the ground.
(viii) Misty rain fog and even falls of snow were reported from
areas to the north south and east but to the west of the base
camp the weather was uniformly fine.

261



262

COMMAS FOR CONVERSATION

Look at this sentence:— _
“I don’t recognize this part of the world,” he commented.

Notice the comma at the end of the actual words spoken and the
full stop at the very end. Notice also that the spoken words are
enclosed by inverted commas (‘) at the beginning and () at the end.

Exercise 1

Rewrite the following, inserting a comma at the end of the spoken
part and a full stop at the very end. Put in also the inverted commas
needed to indicate the actual words spoken.

This is the most rugged country I have ever seen he said
1 have not heard from my son for many years remarked the

old woman . _ )
-1 am confident we shall win the cricket match said the captain

You may help yourself to the oranges said the farmer
You will find their house just round the corner said the old

man
We must hurry if we want to catch the train cried mother

I shall help you every way I can the boy promised
No doubt he did his best the woman assured us

When the *“said” part comes at the beginning of conversation,
it is followed by a comma. For example:—
The man said, “That is the best price I can offer you.”

Note the full stop at the end, aiso the inverted commas to indicate
the actual words spoken. Note, too, the capital letter to begin the
actual words spoken.

ek S

20 1 o8

Exercise 2

Rewrite the following, inserting commas, inverted commas and
full stops where necessary;—

1. Mallinson said I very much doubtsf he can land here
-2. The man said it seems too good to be true
-3. The boy replied I shall be ready at haif past seven
~4. A gruff voice called please come in
-5. The man paused before he answered I have not seen him
for two weeks
6. Wilthla smile the woman said I am grateful to you for your
1elp .
7. The man pointed to the hills and said there was gold found
there many years ago
8. The Iioliceman advised drive carefully and you will be all
right
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QUOTATIONS AND CUOTATION MARKS

Exercises
1. Revwrite each of the followmg, using quotation marks to show the
words actually spoken in each case.
{a) But what are they for ? asked Alice.
(6) I hardly like to think so, said Tom. .
(¢) The girl replied I am afraid I do not understand you.
{(d) Have you seen my pen said the boy because I left it here.
(¢) On Saturday he said X hope to go to the football match.
(f) To arms! to arms! he cried. Will you still be slaves?
(9) I shall certainly come, replied he, unless it should rain.
(2) And now tell me, said the man, his voice trembling a little,
who has done this terrible thmg
(t) The boat is sinking the captain shouted. Save yourselves if

Tou can.
(7} What is wrong with your car, said the man, is that it needs

some petrol.
2. Rewrite each of the following so as, to show the actual words spoken.
(The first is done for you.)

(¢) The boy said that he was very sorry.
(The boy said ‘‘I am very sorry.”)

(0) The man a.sLed where the picture-was to be hung.

(¢) The girl announced that the rain was now falling heavily.

(d) We inquired at the station if the bag had been found

(e) I asked him if he could tell us the way to the railway station.

{f) He replied that it was several miles to the nearest railway
station, but that a bus would soon be passing which would

take us there,
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THE SETTING OUT OF DIALOGUE
Towards the end of the extract; few and Rahilly speak to one
another. Study the way their spoken words are set out and punctuated.
Note especially:—
1. The beginning of each person’s dialogue starts on a new linz.
2. These new lines are always indented as in ordinary paragraphs.
3. Inverted commas enclose the actual words spoken.

4. Punctuation is the same as for ordinary narrative. The final
punctuation mark is placed inside the inverted commas.

5. When people speak they often use abbreviations — “what’s”,
“don’t”, “we’ll”, and so on. Note the apostrophe used to indicate
an omnussion,

6. Notice, in particular, the sentence:—

Rabhilly let the smoke trickle from the corner of his mouth

This is placed on a separate line and it is also indented. It is not
part of the dialogue, so no inverted commas are used.

.
-

Exercise 1 N

The following is correctly punctuated but it 18 not proper!
_Write it as it should be. .

o “Well, here we are at last,” said Harry, as he lowered his heavy

i i ' “Golly,”
nd. Martin put his pack down, too. ¥
ﬁzc:cai? tPl?n% rscl,ll;'c glad to get rid of that. How far d’you think

1 i in his head.
e’ ‘ed today?’ Harry did some calcul&tmns in
}}g)l:cal-tl:lﬁt cight Zmd a half miles, T suppose,” he said presenltjlgé
Mar;in looked disappointed. “Is that ali? It seems more

eighty and a half to me 1

y set



Exercise 2
In the Tollowing, the setting out is correct but the punctuation
marks lhave been omitted. Rewrite it, inserting the necessary
punctuation marks.
Excuse me said the old man Can you tell me the way to the
hospital
: Its about half a mile from here I told him Your best plan is
to go along this road until you come to Webster Street and then
turn left You will see it quite plainly as soon as you turn the
corner
Thank you my boy :
The old man peered earnestly at my face
You know you remind me of someone I knew a long time ago
he said Your name wouldn’t be Woods by any chance would it
Yes I said Trevor Woods
Well well fancy that now Your grandfather and I went to
school together in this very town Tell me is he still alive
Of course and well too I replied Why here he comes now.
The old man turned in the direction I pointed His face lit
up in a smile as he started towards my grandfather When he
came opposite him I heard him say
: Well if it isnt young Harry Woods I bet you dont know who
am

Exercise 3

In the following all punctuation marks and capital letters have
been omitted. Rewritc it as it should be, remembering to observe the

correct setting out.
. good morning madame is there anything I can do for you the
shop assistant was a young man indced he was little more than
a boy at first sight I was somewhat shocked by his appcarance
his hair was untidy his clothes were unusual and my first reaction

was to go to another shop however there was something about
him that attracted me he had a frank open gaze and his manners
and speech belied his appearance yes I said I would like to see
your range of curtain material we have a very large range
madame I would like to show you our latest stock of nylon
curtaining will you please step this way he led me to a corner

of the shop and lifted down several rolls of material these are.

all of first-rate quality he explained they hang beautifully and
are easy to launder they will outlast ordinary curtains by several
years your choice no doubt will depend on the colour scheme of
the room for which they are required I saw at once that the
quality was excellent and very soon chose a piece with a pattern
of small pink rosebuds I'll have six yards of this please I said he
measured the material. folded it carefully and wrapped it up [
walked out of the shop thinking how well the curtains would
match the pink carpet of my bedroom and also charmed by the
young mans manners and speech next time I said to myself I
shall not judge a person prematurely because he happens to be
what they call a progressive dresser
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PUNCTUATION , 266
~ The following is a mixture of conversation and narrative, Rewrite
it, putting in all necessary punctuation, and being careful to begin
a new line when one or the other of the two characters begins to

speak.

how is this to be done I asked the old man smiled craftily
looking at me as if he didnt know whether to trust me or not
with his secret if I tell you he said will you promise not to mention
it to a soul no I said I cannot promise you that then I cannot
tell you he shook his head you see this is something which
could be of great service to our country if it fell into a traitors
hands he might pass it on to the enemy but I am no traitor I
replied I am a loyal servant of the queen how can I be sure of
that he asked thereupon I took out my wallet and showed him
. my commission bearing the queens signature of course he said
I should have known I could trust you now listen carefully this

tius 1s how it 1s to be done

PUNCTUATION

Rewrite the following, inserting all necessary punctuation marks
2~d capital letters. Begin each new conversation on a new line.
white fang was a dog renowned for his fighting ability his
owner grey beaver was prepared to back him against any other
dog one day he met another indian named deerskin joe my dog
1s better than yours said deerskin joe the only way to prove
that replied grey beaver is to set them at one another so a fight
was arranged and people came from all the near by \fanées
to watch it at first it seemed that deerskin joes dog was the better
of the two but presently white fangs superior skill became
apparent when he leapt upon the other dog and would have
torn him to pieces grey beaver ran into the ring and dragged
them apart youve a good animal there he said in a years time
with proper training hell be a champion will you sell hini*to
gleillts a deal said deerskin joe you can have him for a hundred
ollars
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EXERCISE 1
Languege Study
PUNCTUATION EXERCISES FOR REVISION
1. Write each of the following with the necessary stops and capitals:

(a) hartover place was really a grand place even for the rich north
country with a house so large that in the frame-brealing riots
which tom could just remember the duke of wellington and
ten thousand soldiers to match were easily housed therein

(b) i carmot stop to tell you of the adventures that befell theseus
on the road to athens it is enough to say that he quite cleared
that part of the country of the robbers shout whom king
pittheus had been so much alarmed

() in that same village and in one of those very houses which
to tell the precise truth was sadly time-worn and weather-
beaten there lived many years since while the country was
yet a province of great britain a simple good-natured fellow
of the name of rip van winkle

2. The following are actually verses of poetry. Write them correctly.

(a) what is so rare as a day in june then if ever come perfect days
then heaven tries' earth if it be in tune and over it softly
her warm ear lays

(6} they now to fight are gone armour on armour shone drum now
to drum did groan to hear was wonder that with the cries
they make the very earth did shake trumpet to trumpet
spake thunder to thunder

(¢) then round and round and out and in all day the puzzled sage
did spin in vain iv mattered not a pin the pigtail hung
behind him

3. The following paragraph is written without capitals, stops, or
gpaces. Write it as it should be written.
thatnightsuchafrostensuedaswehadneverdreamedofneitherread
inancientbooksorhistoriesthekettlebythefirefrozeandthecrockupon
thehearthmanymenwerekilledandcattleintheirheadropesgheni
heardthatfearfulsoundwhichihaveneverheardbeforgfhesharpyet
solemnsoundoftreesburstopenbythefrostblow
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Appendix G

Tutor 1 Practice Activity for Subject-Verb Agreement



3. VERB FORM.

All verbs, except the various forms of be
amd some helping verbs, end in s or es in
the third person singular of the present
tense. That is, when the subject is
singular, the verb ends in s; no s when the
subject is plural.

REWRITE THE FOLLOWING TWO PARAGRAPHS IN
THE PRESENT TENSE.

| found the old man at home. As usual, he was sitting on
the front verandah waiting for me. We sat and talked
awhile. He invited me to dinner. | decided to join him.
His dog, Joe ate with us. John tossed him bones and
some bread. Joe chewed the bones and also chewed
my shoes. John ate stowly. He talked a great deal. We
traded jokes and stories. We thoroughly enjoyed sach
other's company. John said goodbye glumly. | saw him
through the window for the last time. He had filled his
pipdefanﬂ was sitting by the fire place rocking slowly back
and forth.

Evelyn chopped the wood for the stove, cooked
breakfast, and kissed Randy goodbye. He went to the
sawmill. He worked there everyday. For lunch she and
a neighbour were planning to catch fish in the brook.
After lunch she cleaned the cabin, chopped some more
wood, weeded the vegetable garden, and set some
rabbit traps. She brought home the rabbit caught the
previous day, skinned it, and cooked it for tea. Later in
the evening when Randy got home tired from work at the
milt. He told her how easy she had it at home.

REWRITE THE FOLLOWING PARAGRAPH SO ALL
OF THE SUBJECTS ARE PLURAL

The typical harbour tugboat has a crew of about six men
besides the captain. The mate helps the captain. A
deckhand takes care of the huge ropes used on a tug.
The chief engineer has charge of the engines. The oiler
oils them and keeps the engine room clean. The
fireman feeds the engines fuel. The cook, of course
cooks. The crew quickly learns the necessary teamwork
to operata the boat efficiently.

THE RULE REGARDING SUBJECT-VERB
AGREEMENT CONTINUES TO APPLY EVEN IN
SENTENCES WHOSE SUBJECTS AND VERBS ARE
SEPARATED BY PREPOSITIONAL PHRASES.

REWRITE THE FOLLOWING PARAGRAPH IN THE
PRESENT TENSE.

Computer specialists from many countries attended a
conference in Sydney. The delegates at the businass
meeting voted on some important issues. Questions by
one of the delegates confused the new chairman. Most
of the delegates were bored by the speeches. One of
them, over the objections of several diehards, moved a
motion for an adjournment. The chairman, under
pressure, called the question. Almost everyonse in the
room voted to end the meeting. The chairman, with the
overwhelming support of the delegates, provided
welcome news. Drinks were being served in the lobby.
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Appendix H

Tutor 1 Weekly Outline of Workshops



USAGE
WEEK 1
1. IDENTIFYING AND CORRECTING COMMON ERRORS IN ENGLISH SENTENCES
2. ITS, IT'S
3. WHO, WHOM, WHICH, THAT

WEEK 2

1.

2.

3!

IDENTIFYING AND CORRECTING COMMON ERRORS IN ENGLISH SENTENCES
INTRODUCTION TO SUBJECT-VERB AGREEMENT
(A} PLURAL FORMATION * REGULAR
* [RREGULAR
* BOTH SINGULAR & PLURAL
* SINGULAR ONLY
{B} PERSON - FIRST, SECOND, THIRD (SINGULAR & PLURAL)
{C) VERB FORMATION IN THE PRESENT TENSE.
CHANGING PARAGRAPH FROM PAST TO PRESENT TENSE ENSURING

AGREEMENT.

WEEK 3

SUBJECT-VERB AGREEMENT CONTINUED

1.

2.

3'

CHANGING PARAGRAPH FROM PAST TO PRESENT TENSE ENSURING

AGREEMENT.
CHANGING PARAGRAPH FROM SINGULAR TO PLURAL SURILUTS ENSURING

AGREEMENT.
CHANGING PARAGRAPH FROM PAST TO PRESENT TENSE ENSURING

AGREEMENT WHERE SUBJECT AND VERB SEPARATED BY PHRASES.

WEEK 4

1.

2.

3.

SUBJECT-VERB AGREEMENT - EVALUATION EXERCISE - EDITING A
THREE PAGE TEXT ENSURING SUBJECT-VERB AGREEMENT.
INTRODUCTION TC THE FORMATION OF VERB TENSE
a. PRESENT TENSES PRESENT,

PRESENT PERFECT,

PRESENT PROGRESSIVE,

PRESENT PERFECT PROGRESSIVE,

b, PAST TENSES PAST,
PAST PERFECT,
PAST PROGRESSIVE,
PAST PERFECT PROGRESSIVE.

C. FUTURE TENSES FUTURE,
FUTURE PERFECT,
FUTURE PROGRESSIVE,
FUTURE PERFECT PROGRESSIVE,

IDENTIFYING AND CORRECTING TENSE SHIFTS IN SENTENCES.

WEEK 5

1.
2.

FORMATION OF VERB TENSES CONTINUED.
IDENTIFYING AND CORRECTING TENSE SHIFTS IN SENTENCES.
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WEEK 6

WRITING EXERCISE

"DESCRIBE AN ACTIVITY THAT HAPPENED IN THE PAST AND COMPARE IT
WITH SOMETHING THAT HAPPENED IN THE MORE DISTANT PAST. FOR
EXAMPLE, YOU MAY COMPARE TWO SPORTING EVENTS, TWO PICNICS, TWO
CHRISTMAS OR BIRTHDAY CELEBRATIONS OR FAMILY VISITS."

1. WRITE FIRST DRAFT
2. EDIT.

WEEK 7
1. LECTURER CONFERENCE

2. SECOND DRAFT
3. THE SUBJUNCTIVE

SENTENCE STRUCTURE

WEEK 1
OVERVIEW - FACTORS CONTRIBUTING TO TEXT COHESION AND COHERENCE

a, WHOLE TEXT - STRUCTURE & FORM
b. INTER-PARAGRAPH - REITERATION AND DISCOURSE MARKERS
c. INTRA-PARAGRAPH - DISCOURSE MARKERS AND COHESIVE TIES.

WEEK 2

1. TYPES OF SENTENCES

2. THE SIMPLE SENTENCE (SUBJECT - VERB -~ OBJECT/COMPLEMENT}

J. THE USE OF ADJECTIVAL AND ADVERBIAL MODIFIERS (WORDS &
PHRASES)

4. COMPOUNDING SUBJECTS AND OBJECTS

5. COMPOUND SENTENCES - COORDINATING CONJUNCTIONS

6. COMPLEX SENTENCES - SUBORDINATING CONJUCTIONS

7. TEXT CONSTRUCTION - EXERCISES AT THE SENTENCE LEVEL

WEER 3

1. EXAMPLES OF DIFFERENT CATEGORIES OF TRANSITIONAL WORDS,
2. OTHER AGENTS OF COHESION - DELETION & SUBSTITUTION

3. ANAPHORIC CHAINING EXERCISE
4. TEXT CONSTRUCTION - EXERCISE AT THE PARAGRAPH LEVEL

WEEK 4

TEXT CONSTRUCTION EXERCISE - WHOLE TEXT (RECOUNT)
USING TRANSITIONAL, WORDS, COHESIVE TIES, ADJECTIVAL & ADVERBIAL
MODIFIERS, ETC. STUDENTS COMBINE IDEAS AND SENTENCES TO PRODUCE A

SINGLE COHERENT, COHESIVE TEXT.

1. READ TEXT
2. COMMENCE FIRST DRAFT
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WEEK §

TEXT CONSTRUCTION EXERCISE - WHOLE TEXT (RECOUNT WRITING) -
CONTINUED

1. COMPLETE FIRST DRAFT
2. EDIT

3. LECTURER CONFERENCE
4. COMPLETE SECOND DRAFT

WEEK 6

TEXT CONSTRUCTION EXERCISE ~ WHOLE TEXT (PERSUASIVE WRITING)

USING TRANSITIONAL, WORDS, COHESIVE TIES, ADJECTIVAL & ADVERBIAL
MODIFIERS, ETC. STUDENTS COMBINE IDEAS AND SENTENCES TO PRODUCE A
SINGLE COHERENT, COHESIVE TEXT.

1. READ TEXT
2. COMMENCE FIRST DRAFT

WEEK 7

TEXT CONSTRUCTION EXERCISE - WHOLE TEXT ({PERSUASIVE WRITING)-
CONTINUED

1. COMPLETE FIRST DRAFT
2. EDIT

3. LECTURER CONFERENCE
4, COMPLETE SECOND DRAFT
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Appendix I

Com0101 Sentence Combining Activities
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1. SENTENCE
CONSTRUCTION

The game was over.

The crowd was excited.
The crowd left the stadium.
The crowd filled the streets.
The streets were narrow.

The game was over, and the excited
crowd left the stadium and filled the
narrow streets.

After the game was over, the crowd, which
was excited , left the stadium and filled

the narrow streets.

The narrow sireets were filled by the
excited crowd who left the stadium after
the game.



2. PARAGRAPH CONSTRUCTION

1. Sam is a pizza chef.

2. The pizza chef removes the pizza.

3. The pizza is hot.

4. The pizza is steamy.

5. The pizza chef removes it from the oven.
6. The oven is oversized.

7. The pizza chef removes it deftly.

8. The cheese is ysllow.

9. The cheess bubbles.

10. The cheese bubbles over the tomato saucs.

11. The cheese bubbles over the pepporoni.
12. The pizza cools.

13. The waitress eyes the pizza.

14. The waitress eyes it with hunger.

15. The waitress eyes it with envy.

16. The waitress inhales the odours.

17. The odours are delicious.

18. The pizza is ready (finally).

19. The waitress delivers the pizza.

20. The waitress delivers it with resignation.

21. The waitress delivers it to the customers.

22. The customers are eager.
23. The customers are accepting.

--------------------------------------------------

SAMPLE CONSTRUCTIONS

Sam, who is th:egizza chef, removes the pizza deftly
from the oversized oven. The pizza is hot and steamy.
The cheese is yellow and it bubbles over the tomato
sauce and over the pepperoni. As the pizza cools, the
waitress eyes it with hungry envy. She also inhales
the delicious odours. When the pizza is finally ready,
the waitress delivers it with resignation. The
customers accept it eagerly.

Sam, the pizza chef, deftly removed the hot, steamy
izza from the oversized oven. The yellow pizza cheese
ubbled over the tomato sauce and the pepperoni.

While the pizza cooled, the waitress, hungri? eyeing it

with envy, inhaled the delicious odours. en the

pizza was finally ready, the waitreas delivered it with
resignation to the eager, accepting customers.

The hot steaming pizza is deftly removed from the the
oversized oven by Sam the pizza chef. The cheese
lﬁubblels oxlrler the tomato saluce ang m eroali.

ungrily, the waitress enviously eyes it, i ing the
de]ic%lus odours, while it cools. %nally it is ready, and
she resignedly delivers it to the eagerly accepting
customers.

Yellow cheese bubbles over the tomato sauce and
epperoni as Sam, the pizza chef, deftly removes the
Eot steamy pizza from the oversized oven. Hungrily
the waitreas eyes the cooling pizza, and enviously ghe
inhales the delicious odours. With resignation 8he
delivers the pizza to the customers, who accept it
eagerly. 0

o
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SHARKS’® PERCEFTIONS

. Sharks have a sixth sense.

. The sense iz electric perception.
. Humans do not have this sense.
. This iz a fect.

. ‘The fact has been confirmed.

The confirmation is recent.

Research has confirmed it.

Scicntists discovered something.

The discovery was made neadly fifly years ago.
The discovery was the following.

Sharks avoid something,

They avoid something every time.

. The sharks are blindfolded.

. A steel wire is placed in their path.

. The steel wire is msty.

. The sharks do not swim into the steel wire.

. Scientists were at a 10ss.

. The loss was for a long time.

. They could not explain this phenomenon.

. Then Adrianus Kalmin and Kenneth Rose determined

something.

. They determined it by experiment.

. Sharks respond to a field.

. The field is electric.

. The field is weak.

. The field is put out by the wire.

. Virtually every living thing creates an electric field.
. The clectric field is weak.

. The living things are in water.

. Scientists have reasoned something.
. Sharks have an sbility.

. Sharks can sense something.

. The sensing iz of impulses.,

. The impulses are weak.

. The impulses are electric.

. Sharks might use the ability.

. The ability might be related to selection.

. Possible sources of food are what may be selected.
. Resexrchers would test this theory out.

. They would cut up some fish.

. The fish would be dead.

. These fish wonld have a strong odour.

. These fish would not have a fiekl.

. Tke field they would not have would be electric.

. The researchers would place fish in a tank.

. The fish woulld be dead.

. The tank would contxin sharks.

. The researchers would also place some electvodes.
. The electrodes would be live.

. The placement would be in the same tank.

. The placement of the clectrodes would be some distance from

the fish,

. The resesrchers hypothezis may be correct.

. Then the smell of the fish would sttract the shark first.

. But the shark would sttack the electrodes.

. 'The sharks would presume something ahout the electrodes.
. The electrodes were its food.

. What did the hypothesis predict?

. That did in fact happen.

. More experiments showed something about sharks.

Sharks are attracted.

. The attraction is definite.

. The attraction is to electric fields.

. The electric fields can be produced by hiving creatures.
. The elactric fields can be produced by electric gadgets.
. The electric gadgets are made by men,

. Then the researchers concluded something sbout sharks.
. Sharks use their sixth sease.

. The sixth sease is of electric perception.

. They uze it wherever possible.

. They use it for thiz reason.

. They find their prey.

LLZ
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Appendix J

Tutor 1 Usage Test



(1) EDITING :

THE FOLLOWING STORY SHOULD BE WRITTEN ENTIRELY IN THE
PRESENT TENSE. CORRECT ANY ERRORS IN SUBJECT/VERB
AGREEMENT AND ANY TENSE SHIFTING THAT HAS OCCURRED.

Crime stoppers

Current fashions fights ¢rime. Michael Harris discovers this gne
night while on his way to a Northbridge Hotel after seeing a
movie in town, The movie ended at 12:15, and Mike leave the
picture theatre alone. No taxis are available, so after Mike
waited a while he decide to walk. Seven blocks separate him from
his hotel, and few lights 1lluminates the streets.

As sinister shadows stretches across the pavement, hollow steps
echoed behind him. Mike hears the threatening sounds and
quickened his pace. His pursuers quicken theirs. Mike prayed for
a passing polige car. Few cars passes; he’'s complately alone in
the night, No saviour appear. He run into the alley. I11-
tempered cats yowls as he passed. He try to elude his followers
by hiding in the dark alley. Their patience matched his; they
wait for him to come out. Mike decide to make a break for 1t.
He streaks down the laneway and crashed into a rubbish bin., The
three young larrikins almost catches him, but he escaped for the
moment. Mike lost his way until suddenly he ¢come out on a
famiiiar street. He hurry down it. However, the youths persists
in the chase. A block from the hotel they overtake him.

Mike realize that he be no match for ail three of them but offers
to take one of them on at a time. The sporting offer amuse them,
and they agreed. The first larrikin steps forward, Mike pull
the thug’s large hat aver his eyes and delivered a hard right to
the jaw. The embarrassed larrikin crash to the footpath. The
second assailant. wearing silver studded, seven-inch platform
shoes, appreocach him warily, Before Mike see an opening, the
fellow topple off the curb and sprained an ankle. He curse from
the gutter while the third would-be mugger pull a knife, His
tight knit pants and long, voluminous coat hamper his movements,
and the knife became entangled 1n his coat. Mike trips him and
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tied him up with his long silk scarf.

A police car finally materializes, and Mike tells his story. The
pelicemen haul the would-be muggers off to jail. Mike walks the
rest of the way to his hotel unmolested and enter ‘Yaughing.

Jeans and a windcheater may not be elegant attire, but they has
their advantages.

(2) EDITING

A. CHOOSE AND CIRCLE THE CORRECT PRONOUN IN THE
FOLLOWING SENTENCES

1. Maria, Lucy, and (I, me, us) went to the dance early.

2. They met all the basketball players except those (who, whose,
whom) had been injured in the fight.

3. The family doctor, the radiclogist, and (I, me) agreed that
she needed the treatments.

4. Ferdinand, Harry, and (he, him) never got there.

5. They gave all of (we, us) students the wrong information,

6. The company sent the crate of coconuts to Suzie, Kate, and
(she, her},

7. The women (who, whose, whom) tools I borrowed is a friend.

8. The house belengs to the bank and (I, me)

3. I wanted to give everyone, but especially (she, her) a gift.

10. (We, Us) teachers were also evacuated.

11, Everyone kept (his, their) hat on.

12, Fach of the plans has (its, their) advantages.
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13,

]'ia

16,

17,

19.

20.

=]
—_

o
[ 3%

23.

26,

27.

Everyhody who brings (her, their) husband gets a prize. (She,

They) will also be ¢give a free dinner

The people, with (who, whose, whom} I live, are very nice,

Light. beer is obviously designed for people (who, whose,

whom) don't like beer,
The tirst group {wha, which}) arrives at the airport will
be greeted by a special committee, {It, They} will be given
the kevs to the city.

Members of the commitiee are working at (their, his) homes.
{They, 1Tt) will meet on Monday. The committee will make
(its, their) report on Monday.

The band travelled to (its, their} destination,

The members of the band tuned {(its, Lheir) instruments.

Evervone Lhat comes with us must guard {its, their, his/her)

helongings carefully.

The arrangement must he agreed upon by you and (I, me}.
No one was kinder to the newcomer than (he, him).

(Who, Whom) passed you the hot sauce.

The police officer was as annoyed as (I, me).

{Whe, Whom) did yvou share your lunch with?

Have you marked (they, their, there, they're} papers.

v

Georgina and {1, me, myself) will handle the publicity for

Lhe canceret,

tt’s (him, he) {who, whom} will reap tLhe benefit from Harry's

misloriune,
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28, Maxine won’t speak te either {(you, vyourself) or (I, me,

myvself).

30, {¥%ho, Whom) did vou ask to mail your letters?

B. WRITE A CORRECT YERSION OF EACH OF THE FOLLOWING
SENTENCES. NOTE THERE MAY BE MORE THAN ONE CORRECT
VERSTON.

1. Luella told Linda that she had given Lucy the wrong advice.

2. My grandfather gave my father this book when he was thirty

years old.

3. The child hurled Lhe toy at the flower pot snd broke it.

4. Someday yon may need to know how to change a tyre. It
usually happens when you have a limiled amount. of time Lo

get where you are going.

5. You can ask my triends whal 1 know aboul changing tyres, {

seem Lo have an epidemic of them.
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(3) TENSE :

COMPLETE THE FOLLOWING IN THE APPROPRIATE TENSE USING THE
VERBS IN BOLD ITALICS, THE VERBS APPEAR IN THE ORDER THAT
THEY ARE NEEDED.

A. 0il in the North Sea

increase  become ook for drill discover vconstruct  begin
drill use stop
greatly,

In the last 30 vears, consuaption of oil

and now many Joveraments worried about future
deposits  of  the precious tuel. As a result gil companies at
present . _ uil deposits in new areas. For example,

Phiilips Petroleum, which exploratory wells in the

North Sea,

a large deposit of oil near Norway in

1969. They SO0H a large platform  and

to extract oil from the well. Since then, many
other couniries o1l and gas wells in lhe North
Sea, and now Great Britain and Norway _ this oil

and gas instead of expensive imported fuels, Before long these

countries importing fuel from the Middle East
because of the North Sea discoveries.

work bring flow lay die work break begin

However, the deposits in the North Sea are not easy to exploit.

Men on oil platforms 50 or 100 Lkilometres from

the shore, in the middle of a rough sea. Everyday helicopters
men and supplies from Scotland or Norway. The oil

to the mainland through underwater pipes, Divers

these pipes using special underwater welding

equipment. Bui the work is dangerous, and in the last ten years

many divers '

There are many different kKinds of problems related to this sort
of oil exploration, [uw 1977, for exanple, some men

on & valve on a platform aear the Norwegian coast when suddenly
the valve __ and oil __ . ____ ta shool into

the aiv with tremendous force, [t was impossible 1o atop the



arrive repair

leak wuntil the famous Red Adair from Texas and

the valve.

B. Angela Bertolint

live want apply wail know get

Angela Bertolini is now 21 years old. She has just finished her

first degree in Archaeology and is not sure what to do next, At
the moment she with her par nts in Morlev, but
she (not} to stay there. She for a
Jjob in Sydney, and is for the answer now. She

(not) whether she the job or net

but she's hoping l'or the best.

leave go be work wani

Three years ago Angela secondary school and

to the University of Western Australia, R

a struggle , because she needed to work part-

time to help support herseifl. Al 1he moment she -
as a waitress at the Oyster Beds in Fremantle, but this is only
temporary: she really to g0 to Svdney.

see write plan change decide

Yesterday Angela an advertisement for a job

for a lemporary research officer at the Western Australian

Museum. She a letter of applicatien in  the
evening.,  She _ __._ to post the letter in the morning,
but she _ . . hwr mind and ____ to take the

letter hersell, llere is part of her interview with the director.
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finish receive study

* (jood morninyg, it's Angela Bertolini, isn’t it?

# Yes, that'e right.

* o _vou —__ your studies al the university?
& Yes, I ___ _ my results last weel.
¥ What  _ ({you)__ "

#  Archaeonlogy.

have hope stay offer start like

*  What plans __ _  you fop the fvture”
8 Well, 1 ___te go toe Sydney later on, to work at

the museum thero,

* | sre. How leng {you) __with us if T

vou a job?

2 Well, at least three months. The job 1T applied for in Sydney
{not) until April next year.
¥ Right, | think vou the work. You can start

vork here tomorrow,

C. John Smith

spend leave be gone study become work describe sell

John Smith, 1he author of this book, is 5§55 years old, He

his childhood in India in the 1930s, but he

e Tndia when he 13} years old, He
(not}___back sincoe.

From 1916 ta 1919 hLe o _ law at the Universily of

Sydnoey, but  after graduating he  (pot) ___  a lawyer,

Tustemd  he . as a steward on an ocran  liner for

30Me years,  In recent novels he Lhat experience,

ML Smith's novels have been vory suecessful, and  his  Tirst

novel, "The Tower", __ouver two million copiers since

ity firet publication by penguin eight years o,



marry live have write play swim teach write work win

Ten vears ago, John Smith Marjorie Jones and they
naw in a farmhouse on Lhe coast at Margaret River,
They e \vo  children, Roger and Jane. John

al least 2,000 wards every marnineg, and then he

amd Marjorie o Aeunts ar . in the sea

in  gsummer. Jobw __ _talse) _ Englich Literature at the

Margaret River District High School for the last three vears. In

thesge vears byes e three novels  and he
I - 1 0 U B IO 111 A fonrtt, His novels
__falreadyy ___  twe international prizes,

{4) EDITING :

THE FOLLOWING ESSAY SHOULD BE RE-WRITTEN SO THAT IT IS
TOLD IN THE THIRD PERSON AND FROM AN OBJECTIVE POINT QF
VIEW. FEDIT CAREFULLY AND ATTEND TO ALL PRONOUN SHIFTS
AND ANY OTHER INCONSISTENCIES.

Notetaking

The ability to take good notes 15 egsenlial to the student who is
bombarded with new information evepyday., Yeour success at collede
may well  depend on how efficiently you can organize and learn
what you read in your texthooks ancd what you heard in lectures.
The student, who lets information wash over him without capturing
the imporiant details in the form of careful notes, will not
remember whal he has heard or read.  Then, when it comes time for

3on fu write assignmentis or sit exams, rou have real problems.

Some students Fill natebooks with uprelated hits of  information,
which proves to be useless when you tpy to review  your notes,
e or she Finds they wasteo moee Pime trying to make  sense out of
doervplic  message  than he does  etudying Lhe material, For
example,  "EHS IMPORTANT DATE !0 Aborigines”  Xoo one  can

possibly tell Teom this note why 18905 was important to Yhorigines

286



or apyone else.

If your notes are to do you any good, it must contain sufficient
information to enable von te make sense of them. On the other
hand, if yout try to include all thal is said by your lecturer,
there is a danger that the student will he so intent on writing
down the superfluous details, that vou will miss the important

informat ion which connects the details together.

The most  important thing for vou to remember about good nole
taking is to use a standard form and to put the notes in the
students’ own wards, A student should leave room in their left-
hand nmargin of the page and ask vourselves questions when you

review yvour notes after clasgs,

1905 ABORIGINES ACT
-concerned with economic & social siatus

of W.A. Aborigines

WHAT RESTRICTIONS -prohibited

DID THE 1805 ACT *movement

PLACE ON *intermlarriage
ABORIGINES? *purchase & consumption

of alcohol
*epploymenl without a permit
Yownership of guns

-children made wards of the state

Students, who use Lhis farmat, can review quickly and easily
important information the ulght bLefore you sit an exam. You will
have a record that will still make sense to you years later. He
aor she will also be able to srite c¢lear, logical assignments
which he ar she can take almost directly from their noles. A
student, who develops vand note taking skills, will find ‘that

their test and assisnmenl marks will improve significantty.

87
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Tutors 2 & 3 Usage Test



NAME :

COM 0101 — WRITTEN
USAGE ASSESSMENT TEST 289

Give the verbs, adjectives and adverb corresponding to rhese nouns,
NOUN VERB ADJECTIVE ADVERB
heat

length

sleep

beauty

calm

life

expense

pride

fire

marvel

glory

race

quietness

anger

42

Supply the missing prepositiong in the following sentences -

&, I congratulate you your success,

b. Once a person has had a taste _ the galety of Paris he
develops a taste it.

c. I feel very vexed John his work.

d. I warned him extravagance and the danger of
borrowing money.

e, I lock you as a friend who will look this
matter me, look all the letters that have been
written and look my interests properly.

f. He is no longer dependent his father, but is
independent everyone.




—2u

COM 0101 — WRITTEN - USAGE (CONT,)
290

3. Are the verbs in the following sentences correct? If not, correct

them,

a, The man and his brother is here.

b. Either this book or that are easy to read,.

c. A red wine or a vhite are supplied for dinner.

d. Nelther he nor his brother speak English well,

e, A football team consist of eleven players.

5

4, Give as many adjectives as you can that are opposite in meaning to

the following.
fierce

clean

hard

strong

poor

wise

generous

thin

nev

extravagant
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COM 0101 — WRITTEN - USAGE_(CONT,)
291

5. What adjectives would you use to describe -

a. Daffedils in early spring.

b. An autumn sunset,

c, 4 racing car at full speed.

d. The sea in fury.

e, A fog.

T

Correct the position where necessary, of the adverbs in the
following sentences.

a.

He speaks very well English.

England will only remain prosperous as long as she maintains
her export trade,

I often have done that.

He is at home rarely,

They came yesterday to visit us here.

U'I‘
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COM 010) - WRITTEN - USAGE (CONT,)
292

7. Change the verb to the required tense.

a. PAST PERFECT : They (kiss) in the car before they =aw

everyone

b. FUTURE ¢ She (run) to the shop

c. PRESENT : He (hide) in the cupboard

d. PAST 1 We {laugh) yesterday.

=

TOTAL MABK _
100
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Tutor 1 Sentence Structure Test



The Abominable Snowman

1. A small mnnber of creatures exist in the Himalayan Mountains.

maountaing are in Tibet.
creatures are high up.

Balmmrl:l humans thropoid
creatures are ve or an id apes,
called Abaminable Snowmen.

A. Wnddell first described footprints.
Entpmtsmmthem
ts vsare large.
2ddell ves o mernber of the India Army Medical Corps.
.'Ihedmﬁpﬁmwasmlm

77

gia

E’E

¥F

reportswm‘ed:smmaedas tion.
’I‘hespemﬂatmnmayhaveaﬂy imaginative
. The speculation may have been caused by bears.

. The bears were large.

. The bears somatimes walked upright.
spadatmnmayhavebeenmuaedbyhumans
humana were t.rves

humans veze hidi in the mwountains.

neverthelesa,

mtsbehn@dm a hairy race.

the hairy race Yeti.

a few Western men claimed something.

have actually seen the Abominable Soowmen.
eatern man told Jean Marquis-Rivire this.

PRRREBEINER]

EEEEE?

.

BEBLBE
EE

5’3

evxdmcem
endmceomeTmmgiSmudlmerehable
ensing is a Sherpa,
msmgmagmde

%edthechmbad‘mm

were the most famous.
55.'1‘&nsmgsawaYeh
56. Tensing was at a Tibetan festival.
57. A Yeti appeared.
58. The was sudden.
2 human-apelike creature.
waas&ndmgl%mehmta]l
i was covered with hair.
ir was reddish brown,
waswtmaedmthha:r.
ﬁntmkta;&btogmph
ia an explorer.
lorer is renowned t the world.
maphwaacf&eeh‘lehﬁ'acks.
proved something.

mcom
creaturs is not a bear.
creature is not
t acientists have hadaskephc:sm
abephcmmhasbeenaﬂﬂd
geientista have concluded something.
me human ape creature exists.
vela‘aandamenustsmthatpmtofthewm-ldhaveabehef
belief has thus besn kept alive.
wellera and acientists will continue the following:
y will nourish hope of this.
encmmta-willbemeday

masaszaaaa:as
Eﬁg
%5

[

B
BERIIERS
55§§§§§§&

e
iy

REREEIIAFRANIIBAABRRARAD
EE????EEEE

237
E;
o
&
|
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Appendix M

Tutors 2 & 3 Sentence Structure Test



NAME :

COM 0101 ~ WRITTEN
SENTENCE STRUCTURE ASSESSMENT TEST 296

In the following sentences which words form the Predicate?
Underline,

Go home at once,

He often borrows my books.

Churchhill was a gread leader during the war.
You must do your homework regularly.

Foreign students often do not like English food,

Two of the gentences in each of the following groups are correct;
two of them contain errors. Correct the errors,

Did you read the hook to which he referred to?

The teacher was most understanding which pleased me very much.
Frankly, I just can't believe that all that happened to one
man!

Ogden MNash 1s a leading American contemporary poet,

While the game was being played, the coach refused to leave
the arena.

He plans to do four things while he 1s in the city: to visit
the art museum; to have a physical checkup; inspecting the new
school building; reporting to the local command.

Driving all afternoon along the river, the time passed quickly.
One hour 1s enough time for me to finish the painting.




-2 -

GOM 0101 - WRITTEN - SENTENCE STRUCTURE (CONT.,) 297
3. Combine each of the following pairs of sentences, Name the method

4.

that you used.

a‘

Hank Greenberg was a famous ball player. He established most
of his records during the trying years of World War II.

I watched the long game, I felt the excitement that gripped
each of the players,

I ordered an ever-blooming rosebush. I also ordered a dwarf
apple-tree,

I had never seen Armando Perez. He sold my father his guitar,

Hector wrote an exciting stery. He sold it to Story magazine.

The movie timeg were very late, The number attending the
movies declined.

Rewrite the folleowing sentences in better English.

a,

On returning home, the motor of our car vas allowed to cool
slowly.




-3 -
COM 0101 - WRITTEN - SENTENGE STRUCTURE (CONT.)

b. At the age of fifteen, his first poem was published.

298

C. Have you written up the report that you plan to hand in?

d. When she was small she liked drawing pictures and to play with

blocks.
e, Frankly, his statement is most difficult to understand.
f. Coming to my last point, the world is in a chaotic state.

£. Have they finished up their work vyet?

h. I only want to take one book out of the library.

i, He told me that I was rugged looking, which flattered me.

j. When walking on thin ice, the slightest crack may give warning
too late.

TOTAL SCORE

100
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McKenna's Variables Defined
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Cohesion. That property of text whereby the author uses
such lexical ties as reference, substitution, ellipsis,
conjunction and lexical reiteration and collocation to

create cconnections which tie discourse together as a

unit.
Context. The physical and social setting which the
author wuses to carry out the communication ¢goal, The

physical setting refers to the determination of the time
and the place within which the text can be placed. The
social setting of the text refers to the perscnal setting
of the communication endeavour, such as whether or not
the comnmunique is a business one, an academic one or a

rersonal communicatlion,

Focus. The implied contract hetween the reader and the

writer that the writer will address cne topic only and

will remain true to that topic throughout the text.

Grammar. Those aspects of language which are concerned
with traditional grammar usage as 1t 1z taught in
language arts or English rlassrooms, Includes the

mechanics of written langnage.

Intent.. The concern here is the author’s apparent intent
and the ctarity of that intent as it is conveved by the
author’s message in the text. For example, in a ¢given
text, is it clear that the author's intent is to convince

the audience of vne side or ancother of an issue?

Structure, The arganizational plan that the author uses
to fulfil the communication sgoal, TFor example, an author

may  choose to use a comparison and contrast paradigm to

vimnambhh a coatrtlain teaviiial arned coammiiticatr v gaal
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The Investigative Report
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THE INVESTIGATIVE REPORT

Reports on the results of an investigaticn e.q. laboratory report in
science or psychology

The Physical and Behavioural

Development of Chickens:
Egg to Six Weeks
" An gawfaw of the purpose of the
stuady.
eWhat is i trying to achieve? ~ i*s, | TABLE OF CONTENTS
*What is its significance? o ! page
\ J
” . 1. Purpose of Study................. 1
An overview of how the study will
be carried out. 2. Methodology.......cccoeirvinneee 2
eWho or what are you studying? v
eWhat size is the sample? A" 21 Sample........onnnnnnnn, 3
eHow p(lira; you sefect your ,,w"' 25 Data Col 3
sample’ .2 Data ection..............
sHow are you going to collect 22.1 Instruments.......... 3
the data? 22.2 Records...............4
*How are you going o record
9 data? ; 3. Resulls.........ccoeviveverrriinennen. 5
p” B ,,»“‘( 3.1 Physicat Changes......... 5
A description of the findings of the +
studly. // 3.2 Behavioural Changes...6
eData is presented and described.?
*There is no analysis of the data 4. DiscusSION.........cccevvivvirrrienins 7
hI|lmg?“{ﬁﬂkﬂgﬂﬂiq“{t’zigﬂlslﬁguoﬂgaﬂIll lllll ! 5 H f 8
. References..........cccrvvrvninnne
' The data 6:? analysed and ! 6. Appendices............ocveeeinnene. 9
interpreted.
*The meaning and implications of : Appendix 1. Tille................ 10
the data is discussed
eLimitations of study are outlined,
eSuggestions for further research THE REPORT
are made.
A J Purpose
Methodology
Results
Discussion
REFERENCES

APPENDICES
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The Action-Orientated Report
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THE ACTION-ORIENTATED REPORT

Recommends and outlines a course of action that should be taken
to overcome a problem or to improve a situation.

! oA brief précis of the major issues ™

7 w
E\ dealt with in the report.

[ eBrief overviow of the nature of

the problem.

*The stages in the development of
the problem.

*The factors contributing to the
development of the problem,

\.2The.cuent slatus.of the.proklem.../

{ "
*Proposed solution to the problem.

. W,

- ™y
Programme details:

»The components of the programme.

*The objectives of each component.

*The stages of implementation.

eWhen the various components of thé
programme will be implementad.

eHow they will be implemented

A

Haw the programme will be evaluate&
i to determine if it is achieving its aims ;
and objectives. b

The benefits of proposed solution ;| ,

TITLE PAGE

Overcoming the Poor Public
image of Banking in

Western Australia,

]

TABLE OF CONTENTS
page
N
1. Summary/Abstract...........cccoeecvvrinnne 1
2. INMrodUCHION......e i eeere e sererereaes 2
L
2.1 Statement of Problem.............. 3

2.2 Development of the Preblem...3

’3. Proposal/Ratlonale..............cccrvvnees 5
- 3.1 Programme AImMS..........ccoucrunnee 5
3.2 Programme Benefils.......coc..en, 6
» ’4 Programme Implementation.......... 7
!5. Programme Evaluation.................. )
6. References ........ccvinreersvirnciane 10
/1 7. Appendices.......ccorscrinriocenn 11
R
THE REPORT
Summary/Abstract
Introduction
Propoaal

Implementation

Evaluation

REFERENCES

APPENDICES
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The Descriptive/Analytical Report
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THE DESCRIPTIVE/ANALYTICAL REPORT

Describes and analyses individual or social phenomena

' ™
An overview of the phenomena:
elinda is a twenty-seven year old TITLE PAGE
unmarried woman, of Australian birth, .
who has been drinking heavily since sLinda: A study of Alcohol Dependence
she was 12...... sYouth Unemployment in WA.
oin Wastern Auslralia there are *The the Youth Hostels Association
currently 28,731people under the i Australia.
age of 21 who are unemployed.....
eThe Youth Hostels Association

 catersfor......... 3 TABLE OF CONTENTS

f «The stages in the development of k‘ rage
the phenomenon i
oThe factors contributing to the 1. introduction/Cverview..................... 1
development of the phenomenon. 2 Deschiplion.......cccvcomvveiiinssmererarsseeans 2
*The current slatus of the |
phenomenon, 6.g. elements of 1 21 Historicai Development........... 3
present problem, nature and extent ;| ,
. Of present operations, and 5o on. 2.2 Present situation......,.............. 3
™ 3. Analysis........ccccovevcrmrri e e 4
eDiffering interpretations of the v
phenomena arising from different P
parspectives. -
eDijffaring calls for action arising 4 4, Discussion/Evaiuation.................... 5
from different perspactives. ",I
\.
5.. ConclusionfRecommendations.....7
f oYour observations/i nremraranons/ d
evaluation of the phanomenon and ; /6. References ........ccovvieeeniirenninns 10
of the differing interpretations ans;ng " 11
3 out of the various pgrspgcmfes J f!; 7. Appendices.......ccomemiiiccciiiiinanrrens .
/
r
: eWhat can or shouid or can be done | THE REPORT
i toimprove the situation j Introduction
\
Description
Analysis
Discussion/Evaluation

Conclusion/Recommendations

REFERENCES

APPENDICES
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Education 1100 Second Assignment
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MAJOR ASSIGNMENT

DUE: Monday, 13 May at 9.00am
{Assignments may be submitted before this date)

WORTH: 40%

FORMAT: Essay, with a maximum length of 1800 words. Overlength essays
will have marks deducted.

 RATIONALE:

The major assignment in EDU" 1100 is intended to give you practice in
exploring a set of ideas about moral development and relating them to the
school and classroom situations. These ideas will not be presented in any
detail in lectures, since the intention is to encourage you to study the
textbook and other suitable reference material, and so increase your
ability to function as an independent learner,

TOPIC:

The specific topic relates to Kohlberg's theory of moral development. You
are to:

1. Outline Kohlberg's theory of moral development, noting the central
assumptions that underlie it. {5 marks)

2. Select the one stage which corresponds most closely with the age of
the students whom you are preparing to teach (i.e. primary/secondary)
and describe the most important features of that stage. {10 marks)

3. Describe the features of the stage which immediately precedes it,
also describe the features of the stage which follows, e.g. if you
chose stage 3} you would describe stage 2 and 4. TInclude examples and
observations of students and adults meral reasoning to provide

illustrations of the different stages outlined.
{10 marks)

4, Contrast Kohlberg's theory with Gilligan's and Eisenberg’s theories
of moral development. W¥hich of the three theories do you think has

most relevance to schools in the 1990's? Justify your answer.
(15 marks)

Please note that success with this topic requires more than regurgitation
of what is contained in one textbook. It requires that ypu learn and
understand the process of moral development as described by Kohlberg and
that you can explain the relevance to schools jn the present age. You
will be expected to consult and refer to at least four other references.
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Edu 1100: Second Assignment - Children’s Moral Development

Satistactory
Borderline
Unsatistactory

1. Structure and Organisation

Excellent

ESSAY STRUCTURE

Ideas are infroduced and
logically developed.

PARAGRAPH SEQUENCE

Relationships between
paragraphs clearly signalled.

PARAGRAPH

Main points clearly stated and
amplified within paragraphs.

SENTENCE STRUCTURE
Sentences clear and unambiguous.
No syntax errors,

2. Grammatical Features & Technical Conventions
USAGE

Follows conventions of standard English.

CONSISTENCY OF PERSON

Appropriate person is maintained
throughout the essay.

CONSISTENCY OF TENSE

Appropriate tenses are maintained
throughout the essay.

AGREEMENT
There is subject/iverb and noun/pronoun
agreement.

SPELLING

Accurate and consistent.

PUNCTUATION

Accurate and consistent

REFERENCING in-Text
Appropriate conventions

observed. End-text
ESSAY LENGTH
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Education 1200, 1990 Unit Qutline



DUE:

WORTH :

312
g

TUTORIAL_PRESENTATION AND PAPER

Straight after the tutorial.
40%

Of this 40%, 10% will be awarded for the quality of vour
tutorial presentation.

Both the presentation and paper will be assessed on the criteria
for assessment, outlined below,

l. TUTORIAL PRESENTATION

In each ot the tutorial sessions commencing Lrom week three, an

assignment topic is identified. Each student will be allocated one Fur*

topic for presentation as:

a short lecture to the tutoridl yroup. The presentation should
not exceed 10 minutes. To a4sgist with the delivery students may
use up to three overhead-projector transparencies or one sheet
of typed notes, Where there is more than one presenter the
lecturer will allocate to each student one or more parts of the
tupic. The tutorial topics have been divided into parts,
Agreement between the muitiple presenters is to be finalized at
least one week prior to the tutorial.

It 13 the responsibility of the presenter to attend the session
at which the topic has been scheduled. A second opportunity to
present can be granted by the lecturer only in exceptional
circumstances. A claim ot 1llness must be supported by a
medical certificate.

Criteria for Allocation of Marks for Tutorial Presentation {10%):

INTRODUCTION

1. States purpose or ub)ectives.

2. Gives overview or advance organizer,

J. Distributes a study guide or instructs the students
concerning how they are expected to respond (what
notes to take, etc.)

BODY OF PRESENTATION

4, Is well prepared; speaks fluently without hesitation
or confusion.

5. Projects enthusidsm for the material.

b. Maintains eye contact with the students,

1. Speaks at an appropriate pace {neither toco fast nor

too siow).

8. Speaks with appropriate voice modulation (rather than
a monotone).

9. Uses appropriate expressions, movements, and geatures

{rather than gpeaking woodenly).
10. Content is well structured and sequenced.
11. New terms are clearly defined.

ot .
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12. Key concepts or terms are emphasized (preferably not
only verbally but by holding up or pointing to
examples, writing or underlining on the board or
overiead projector, etc.).

13. Includes appropriate analogies or examples that are
effective in enpabling students to relate the new to
the tamrliar and the abstract to the concrete.

14. ¥here appropriate, facts are distinguished trom

opinions,

15. Where necessary, interacts with students to check
understanding, invite questions or encourage
participation. '

16. Monitors student regponse; 1s encouraging and
responsive regarding student questions and comments on
the material.

CONCLUSION

17. Concludes with summary or integratiom of the
presentation.

18. Follows up on the presentation by making a tramsition
to the next speaker.

COMMENTS

(Based on Good, T. & Brophy, J. (1987). Looking in classrooms
{4th ed.). New York: Harper and Row. p.522.]

TUTORIAL PAPER

A well researched and carefully reasoned and presented essay of
between 1800 and 2000 words. The essay will examine each part of the
question and be in accord with academic conventions, especially
referencing. Please use the College Referencing Guide.

Criteria for Allocation of Marks for Tutorial Paper (30%):

PRESENTATION

Format

Spelling

Sentence construction/punctuation
Paragraph construction

In-text referencing

End-text referencing

Length

STRUCTURE _AND ORGANIZATION
Introduction/conclusion
Clear organization of content/thoughts/argument

QUALITY OF ARGUMENT
Question understood and addressed

Avarenesa/analysis of issues contained in the gquestion
Argument supported by reading/examples
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ADMINISTRATIVE POINTS ON WRITING AND SUBMISSION OF TUTORIAL PAPERS

These points should be read in conjunction with the School of Education
rules and requlations.

1. Assignments must be submitted in correct tormat. All sources must be
acknowledyed. This means that you acknowledge the source of ideas as
well as direct quotations. The format to be used 1s explained in
the College Referencing Guide. ({Available from Bookshop)

2. Assignments must be submitted straight after the tutorial in the
locked assignment box outside Room 105, Assignment cover sheets have
a tear otf receipt section which will be stamped by the secretary to
verify receipt of assignment.

3. Assignments will not be accepted by individual staff members.

4, If, for legitimate reasons (see College rule 17.%) you are unable to
submit an assignment by the due date, you must apply on the
appropriate form to Kevin Barry (Room 124} or through the
Departmental Secretary (Room 105},

5. Assignments submitted after the due date without approval shail incur
a penalty of 5% of the possible mark for each day the assignment is
overdue, except after gseven (7) days when the mark for the assignment
vill be 'G‘,

6. Late assignments must be submitted to the departement secretary, Room
105 and a receipt obtained to verify that the assignpent has been
submitted.

7. Students should make a copy of the assignment.

8. Please note the College policy on all forms of cheating, plagiarism
and ccllusion - penalties are severe ranging from loss of assignment
marks to termination from the course.

9. Be sure to prooft read your work thoroughly to check referemcing,
spelling, grammar, sentence structure, punctuation and legibility.
Poor standards of literacy in any assignment will attract up to a 20%
deduction of the possible mark (6 marks).

plagtic cover.

10. Do not put your assi%;lent, or each page of your agsignsent, im a
oy
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TUTORIAL TOPICS AND READING

READING

All topics have a Text Reterence and a few Other References. The Text
Reference must be read by all students betore the tutorial. This will
assist understanding, participation and discussion and make the tutorials
an effective learning experience. Other References are primarily for the
student writing the paper. Note, however, that further references should
be obtained by the student writing the paper. Consult the recommended
reading list and appropriate journals in the library. This will help you
become an effective and active learner at tertiary level.

TUTORIAL ONE: EXPOSITION (SESSION 2, WEEK 3}

1. With the class vou had on orientation practice im mind, plan a model
expogition lesson. Highlight the major steps in the strategy. N
(8 marks}

2. Discuss Ausubel's principles of learming which underlie the
exposition strategy.
(8 marks)

3. Discuss the major tactors teachers should take into account when
planning an exposition lesson. Where appropriate, refer to your
model leason plan to iilustrate your discussion,

(5 marks)

q. Discuss the major factors teachers should take into account when
implementing an exposition lesson. Where appropriate, refer to your

model lesson plan to illustrate your discussion.
(5 marks)

5. utline the strengths and limitations of the exposition strateqgy.
H9!_xg;g1anL.is-it-éer—educatton-in~£he-4ssOLQ;YOGive reasons to

Support your answer.
(4 marks)

Text References

Barry K. & King, L. (1988)., Beginning teaching. Sydney: Social Science
Press. pp.116-119.

Wooltolk, A. (1987). Educational psychology (3rd ed.). Englewood Cliffs,
N.Jd.: Prentice-Rall. pp.276-280,

Other References

Brady, L. (1985), Models and methods of teaching. Sydney: Prentice-Hall.

Jacobsen, D., Eggen, P. & Kauchak, D. (1989). Methods for teaching .
(3rd ed.). Columbus, Ohio: Merrill. Chapter 7. (Earlier editions

are suitable)., (371.102 CR)
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Joyce, B. & Weil, M. (1983). Models of teaching {3rd ed.}. Englewood
Cliffs, N.J.: Prentice-Hall. pp.70-78, (370.3 CR)

dJoyce, B. & Weil, M. (1978). [Information processing models of teaching.
Englewood Cliffs, N.J.: Prentice-Hall. pp.197-276. (371.102 CR)

(Use the library to find other appropriate references).

TUTORIAL TWO: GUIDED DISCOVERY (SESSION 2, WEEK 4)

{Sometimes referred to in the literature as inquiry or discovery)

1.  With the class you had on orientation practice in mind, plan a model
guided discovery lesson. Highlight the major steps in the strategy.
(8 marks)

2. Discuss Bruner's principles of learning which underlie the guided
discovery strategy.
{8 marks)

3. Discuss the major factors teachers should take into account when
planning a guided discovery lesson. Where appropriate, refer to your
model legson plan to illustrate your discussion.

(5 marks}

4, Discuss the major factors teachers should take into account when
implementing a gunided discovery lesson. Where appropriate, refer to
your model lesson plan to iilustrate your discussion.

(5 marks)

5. OQutline the strengths and limitations of the guided discovery
strategy. How relevant is it for education in the 1990's? Give

reasons to support your answer.
{4 marks)

Text References

Barry, K. & King, L. (1988). Beginning teaching. Sydney: Social Science
Press. pp.136-139.

Woolfolk, A. (1987). Educational psychology (3rd ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.274-276.

Other References

Brady, L. (1985). Models and methods of teachingy. Sydney: Prentice-Hall.
pp.104-105, 112-113, 118-119, 131, 194-195, 200.

Bruner, J.B. (1977). The process of education. New York: Vintage Books.
pp.55-80. (370 CR)

Jacopsen, D., Eggen, P. & Kauchak, D. (1989)., Methods for teaching,
Columbus, Ohio: Merrill. Chapter 7. (371.102 CR}

Turney, C. {(Ed.) (1977}. §ydney micro skills series 5 handbook. Sydney:

Sydney University Press. pp.12-70. (370.733 CR}

(Use the library to find other appropriate references).
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TUTORIAL THREE: OBSERVATIONAL LEARNING (SESSION 2, WEEK 6)

(Somet imes referred to in the literature as social learning or modeling or
learning by imitation).

1. With the class you had on orientation practice in mind, plan a model
lesson in which students will learn by observation.
{8 marks)

2. Describe the major phases in Bandura's model of cbservational
learning. Where appropriate, refer to your model lesson plan to
illustrate vour discussion.

{8 marks)

3. How can teachers use their role as a model to stimulate thinking and
problem solving?

{5 marks)

4, How can teachers shape attitudes and values through observational

learning?
{5 marks)

5. Outline the strengths and limitations of observatiomal learning. How
relevant is it for education in the 1990's? Give reasgns to support

your answer.
{4 marks)

Text References

Barry, K. & King, L. {1988). Beginning teaching. Sydney: Social Science
Press. pp.49-58, 61-66, 120-124.

Woolfolk, A. (1987). Educational psychology {3rd ed.}. Englewood Cliffs,
N.J.: Prentice-Hall.

Other References

Gage, N. & Berliner, D. (1988). Educalional psychology (4th ed.).
Boston: Houghton Mifflin. pp.258-278. (370.15 CR)

Good, T. & Brophy, G. (1987). Looking tn classrooms {4th ed.). New York:
Harper and Row. pp.173-205. (371.102 CR}

Slavin, R. (1988). Educational psycholoqy: Theory into practice
(2nd ed.). Englewood Cliffs, N.J.: Prentice-Hall. pp,133-138, 268-

282. {370.15 CR)

Vander Zanden, G. & Pace K. {1984}. Educational psychology: In theory and
practice (2nd ed.). New York: Random House. pp.147-151.

{370.15 CR)

{(Use the library to tind other appropriate references).
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TUTORIAL FOUR: EVALUATION (SESSION 1, WEEK T}

“"Evaluation is an integral part of teaching. Without constant evaluation
of all forms teaching is merely babysitting.” (Jodie Huggins, ATP student
In Barry & King, 1988, p.208).

1. Outline the evaluation process as described by Barry and King and
apply it to a lesson, or series of lessons, you took on your
orientation practice. Define your terms carefully.

(b marks)
2. Why is observation such an important technique in evaluation?
Illustrate vour answer with examples from teaching practice.
(5 marks)

3. What are the major purposes of evaluation in the classroom? Give
examples from teaching practice to illustrate your answer.
(10 marks)

4, It has been argued by some that there is not enough evaluation in our
achools; by others that there is too much evaluation in our schools,
egspecially secondary schools. What do you think are the likely
effects on learning of:

(1} insufficient evaluation?
{ii} too much evaluation?

Give reasons to support your answer.
{10 marks)

Text References

Barry, K. & King, L. {1988). Beginning teaching. Sydney: Social Science
Press. pp.167-213.

Woolfolk, A. (1987). Educational psychology {(3rd ed.}). Englewood Cliffs,
N.J.: Prentice-Hall. pp.523-555.

Other References

Biggs, J. & Telfer, R. (1981). The process of learning. Sydney:
Prentice-Hall. pp.427-485. (370.152) (See also the 1987 edition at

the appropriate chapter).

Slavin, R. (1988). Educational psychology: Theory into practice
(2nd ed.). Englewood Cliffs, N.J.: Premtice-Hall. pp.540-574.

{370.15 CR}

TenBrink, T. (1974). Evaluation: A practical guide for teachers. New
York: McGraw Hill. (371.27 CR)

{(Use the library, especially under the 371,26 and 371.27 sections, to find
other appropriate references}.
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TUTORIAL FIVE: BERAVIOURAL LEARNING (SECTION 2, WEEK 12)

1.  Explain the process of operant conditioning as it applies to learning
new knowledge or a skiil. Illustrate your explanation with an
example from your own experience.

{4 marks)

2. Using Skinner's guidelines for teaching on behavioural principles
{see Woolfolk, 1987, pages 187 and 189) write a lesson plan to teach
a gkill. Briefly explain how your lesson plan meets the criteria
outlined in Woolfolk.
{8 marks)

J. Use operant conditioning to explain how the principles of operant
conditioning might be used in a classroom to increase motivation.
(10 marks)

4. What are the strengths and limitations nf learning subject matter
through the principles of behavioural learning?
{4 marks)

5. How reievant is pehavioural learning, as manifested by learning
laboratories and/or computer asaisted instruction, for the 1990's?
Give reasons toc support your answer,

(4 marks}

Examples of prograsmed instruction are available in Room 105 (e.g. Distar
learning laboratories). Especially recommended is the Distar,
Morphographic Spelling, learning laboratory. The Edmark, programmed
learning activity is also very good.

Text References

Barry, K. & King, L. (1988). Beqinning teaching. Sydney: Social Science
Press. pp.113-116, 391-393.

Woolfolk, A. (1987). Educational psvycholoqy (3rd ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.165-166, 173-182, 187-192, 225-228, 313-314,
430-435.

QOther References

Brady, L. (198%). Models and methods of teaching. Sydney: Prentice-Hall.
pp.57-88. (371.102 CR)

Gage, N.L. & Berliger, D. (1988). Educational psychology (4th ed.).

Boston: Houghton Mifflin. pp.235-256, 463-468, 164-168.
(370.15 CR)

Hamachek, D. (1985). Ps cholo in teachin learning and gqrowth
(3rd ed.). Newton, Mass: Allyn & Bacon. (370.15> CR}

Slavin, R. (1986), Educational psychology {3rd ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.283-290, 357-158, 378-380. (370.15 CR)

{Use the library to find other appropriate references).
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TUTORIAL SIX: METACOGNITION (SESSION 2, WEEK 13)
1. Explain the concept of metacognition and its role in learning.

2. Select four methods of fostering metacognition in the classroom from
the readings.

Describe each method and show how each can be applied to one of your
lessons from practice {or series of lessons). Explain clearly why
each method fosters metacognition.

(N.B. Tutorial Presentation: Up to four students can do part 2.
Liaison will be necessary to ensure that different methods are
chosen) .

Text Reference

Woolfolk, A. (1987). Educational psychoiogy (ird ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.258-264, 283-308. )

Other_References

Costa, A.L. (1984). Mediating the metacognitive. Educational Leadership,
42(3), 57-62, (371.1}

Biggs, J. (1987). Reflective thinking and school learning. Set, No, 2,
1-3. (Q370.78) (On order Mt. Lavley)

Bigys, J. & Telfer, R. (1987). The procesgses of learning. Sydney:
Prentice-Hall of Ausralia. pp.141-184. (370.1523 CR) {(On order

Mt. Lawley)

Slavin, R. {1987). Educational psychology (2nd ed.}. Englewood Cliffs,
N.J.: Prentice-Hall. pp.196-215. (370.15 CR)

(Use the library to find other appropriate references).



321

Appendix U

Education 1200, 1991 Unit Outline



DUE:

WORTH:
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TUTORIAL PRESENTATION AND PAPER

Straight after the tutorial.
40%

Of this 40%, 10% will be avarded for the quality of your
tutorial presentation.

Both the presentation and paper will be assessed on the criteria
for assessment, outlined below.

1.  TUTORIAL PRESENTATION

In each of the tutorial gessions commencing from week three, an
assignment topic is identified. Each student will be allocated one
topic for presentation as:

a short lecture to the tutorial group. The presentation should
not exceed 10 minutes, To assist with the delivery students may
use up to three overhead-projector tramsparencies or one sheet
of typed notes. Where there is more than one presenter the
lecturer will allocate to each student one or more parts of the
topic. The tutorial topics have been divided into parts.
Agreement between the multiple presenters is to be finalized at
least one week prior to the tutorial.

It is the responsibility of the presenter to attend the session
at vhich the topic has been scheduled. A second opportunity to
present can be granted by the lecturer only in exceptional
circumstances. A claim of illness must be supported by a
medical certificate,

CRITERIA FOR ALLOCATION OF MARKS FOR TUTORIAL PRESENTATION (10%)

INTRODUCTION

1. States purpose or objectives,

2. Gives overview or advance organizer.

kN Digtributes a study guide or inatructs the students
concerning how they are expected to respond (what
notes to take, etc.)}

BODY OF PRESENTATION

4, I well prepared; speaks fluently without hesitation
or confusion,

5. Projects enthusiasm for the material.

6. Maintains eye contact with the students.

7. Speaks at an appropriate pace (neither too fast nor
too slow).

8. Speaks with appropriate voice modulation (rather than
a monotone).

9, Uses appropriate expressions, movements, and gestures
(rather than speaking woodenly).

10. Content is well structured and sequenced.

11. New terms are clearly defined.
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12. Key concepts or terms are emphasized (preferably not
only verbally but by holding up or pointing to
examples, writing or underlining on the board or
overhead projector, etc.),

13. Includes appropr1ate analogies or examples that are
effective in epabling students to relate the new to
the familiar and the abstract to the concrete.

14. thrg appropriate, facts are distinguished from
opinions.

15.  Where necessary, interacts with students to check
understanding, invite questions or encourage
participation.

16. Monitors student response; is encouraging and
responsive regarding student questiona and comments on
the material.

CONCLUSION

i7. Concludes with summary or 1ntegrat10n of the
presentation.

13. Follows up on the presentation by making a transition
to the next speaker.

COMMENTS :

(Based on Good, T., & Brophy, J. (1991}, Looking in classrooms
(5th ed.}). New York: Harper and Row. p.519.]

ADMINISTRATIVE POINTS ON WRITING AND SUBMISSION OF TUTORIAL PAPERS

These points should be read in conjunction with the Faculty of
Education rules and regulations.

1‘

Asgignments must be submitted in correct format. All sources
mugst be acknovwledged. This means that you acknowledge the
source of ideas as well as direct quotations. The format to be

used is explained in the University Referencing Guide.
{Available from Bookshop)

Agsignments must be submitted straight after the tutorial in the
locked assignmént box outside Room 155. Assignment cover sheets
have a tear off receipt section which will be stamped by the
gsecretary to verify receipt of assignment. Please fill thesge in
if you wish them to be returned to you.

Assiqnments will not be accepted by individual staff members.

If, for legitimate reasons (see University rule 17.5) you are
unable to submit an assignment by the due date, you must apply
on the appropriate form to Denise Chaimers (Room 126} or through
the departwmental secretaries (Room 155 or 148).

Assignments submitted after the due date without approval shall
incur a penalty of 5% of the possible mark for each day the
assignment is overdue, except after seven (7) days when the wmark
for the assignment will be '0Q',
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6. Late assignments must be submitted to the department secretary,
Room 155 and a receipt obtained to verify that the assignment
has been submitted.

7. Students should make a copy of the assigument.

8. Please note the University policy on all forms of cheating,
plagiarism and collusion - penalties are severe ranging from
loss of assignment marks to termination from the course.

9. Be sure to proof read your work thorougbly to check referencing,
spelling, grammar, sentence structure, punctuation and
legibility. Poor standards of literacy in any assignment will
attract up to a 20% deduction of the possible mark (6 marks).

10. Do not put your agsignment, or each page of vour assignment, in
a plastic cover or plastic bags.

TUTORIAL PAPER

ESSAY WRITING GUIDE

The questions contained in each assignment topic have been framed to
help guide you in your understanding of the content. They do not
represent gseparate questions that must be answered. Your overall
response to the assignment task wust take the form of an integrated
egsay which uses continuous prose. Thias does not necessarily
preclude the uge of headings and sub-headings. Hovever, if you
choose to use headings and sub-headings, you are still required to
se trangsition statements which show the links between the various
ideas contained in your essay.

Your essay should consiat of:

1. An Introduction. The introduction sets the broad context for
the essay. The introduction contains relevant background
material which establishes the importance of the topic being
dealt with and leads to the focus statement.

2. A _Focus Statement. The focus statement outlines the scope of
the esasay.

3. An _Elaboration. This section consists of a series of paragraphs
and paragraph clusters vhich elaborate on the main points
outlined in the focus statement. Thus, each paragraph or
paragraph cluster consists of a main point made in the form of a
general statement. This statement is then explained and
illustrated in the sentences/paragraphs that follow.

4. A Conclusion. Conclusions should not contain new material. The
purpose of a cohclusion is to tie together the ideas contained
in the essay. Conclusions most often either contain a summary

of the main ideas linked back to the focus statement or they
contain an evaluation statement.
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CRITERIA FOR THE ALLOCATION OF MARKS FOR ESSAY

Your egsay should consist of between 1,800 and 2,000 words, be well
researched, and be carefully reasoned and presented. Your essay will
be assessed according to the following criteria:

1. Structure and Organisation

(a)

(b)
{c)
{d)

(e)

{f)
{q)

ra
.

Does the introduction contain relevant background material
which establishes the importance of the topic?

Does the introduction lead to the focus of the essay?
Is the focus of the essay clearly defined?

Are ideas logically developed with relationships between
paragraphs clearly signalled?

Are main points clearly stated and amplified within
paragraphs?

Are sentences clear and unambiguous?
Does the conclusion provide a summary statement linked back

to the focus or does the conclusion provide an evaluation
statement?

Grammatical Features and Technical Conventions

(a} 1Is the essay written in the third person from an objective
point of view?

(b) Are there errors in the subject/verb, noun/pronoun
agreement?

{c) Is spelling accurate and consistent?

(d} Is punctuation accurate and consistent?

(e) Are the appropriate conventions of in-text and end-text
referencing observed?

3. Content

{a) Are the ideas presented relevant to the argument?

(b) Are all the important relevant ideas considered?

{c) Are arquments supported by evidence?

(d) Are ideas analysed in depth vith appropriate explanations

and examples given when required?
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TUTORIAL TOPICS AND READING

READING

All topics have a Text Reference and a few Other References. The Text
Reference must be read by all students before the tutorial. This will
assist understanding, participation and discussion and make the tutorials
an effective learning experience. Other References are primarily for the
student writing he paper. Note, however, that further references should
be obtained by the student writing the paper. Consult the recommended
reading list and appropriate journals in the library. This will help you
become an effective and active learner at tertiary level.

TUTORIAL ONE: MOTIVATION (SESSION 2, WEEK 3)

ESSAY QUESTION

i ¥hat is the role of motivation in learning and how relevamt and useful
{ is an understanding of motivation to classroom teaching?
{

You are required to write an essay which discusses motivation, its role in
learning, and evaluate the relevance and usefulness of an understanding of
motivation to classroom teaching. In order to discuss adeguately all
agpects of the topic, your essay will need to contain informaticn which
answers the following questions:

¥hat is motivation and intrinsic and extrinsic motivation?

What are the differences between behavioural, humanistic and cognitive
approaches to motivation?

How do each of these approaches apply to classroom teaching?
What is the role of students’' personal factors in influencing motivation?

What is the relevance and usefulness of an understanding of motivation to
classroom teaching?

TUTORIAL TOPICS

1. Define motivation and distinguish between intrinsic and extrinsic
motivation.

2. Differentiate between behavioural, humanistic and cognitive
approaches to motivation.

3. Identify how each of these approaches applies to classroom teaching.

4. Outline the role students' personal factors play in influencing
motivation.

5. Evaluate the relevance and usefulness of an understanding of
motivation to classroom teaching,




13 327
TEXT REFERENCES

Barry, K., & King, L. (1988). Beginning teaching. Sydney: Social
Science Press, pp.49-60, 67-74.

Woolfolk, A. (1990). Educational psychology (4th ed.). Englewood Cliffs,
N.J.: Prentice-Hall, pp.300-350,

OTHER REFERENCES

Biehler, R.F., & Snowman, J. (1990). Psycholoqy applied to teaching (6th
ed.}. Boston: Houghton Mifflin Co. Chapter 11, p.514.

Biggs, J., & Telfer, R. (1987). The process of learning (2nd ed.).
Sydney: Prentice-Hall. (370.152)3 CR) (First edition (1981) is
also available). Chapter 3, p.9%4.

Gage, N., & Berliner, D.C. (1984). Educational psychology (6th ed.). New
York: Longman. {370.15 CR) Section D, p.328.

8lavin, R.E. (1988). Educational psychology: Theory into practice
(2nd ed.). Englewood Cliffs, New Jersey: Prentice Hall.
(370.15 CR) Chapter 10, p.355.

Vander Zanden, J.W., & Pace, A. (1984). Educational psychology in theory
and practice (2nd ed.). Newv York: Random House. {370.15 CR)
Chapter 12, p.3}43.

TUTORIAL TWO: INFORMATION PROCESSING AND MEMORY (SESSION 2, WEEK 4)

ESSAY QUESTION

f
What is the role of memory in learning amnd how relevant and useful is an
understanding of memory to classroom teaching?

You are required to write an essay which discusses memory, its role in
learning, and evaluate the relevance and usefulness of an understanding of
memory to classroom teaching. In order to discusg adequately all aspects
of the topic, your essay will need to contain information which answers
the following questions:

Hov is information processed according to information processing theory?
¥hat is the difference between long-term and short-term memory?

¥hat does the teacher need to do to ensure that each student processes new
information appropriately for each stage of the information process?

¥hat are some strategies that students can be taught to help them learn
meaningless information?

What is the relevance and usefulness of an understanding of memory to
classroom teaching?
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TUTORIAL TOPICS

1. Describe how information is processed according to information
processing theory.

2. Differentiate between long-term and short-term memory.

3. Outline what the teacher needs to do to ensure that each student
processes nev information appropriately for each stage of the
information process.

4. Identify four strategies students can be taught to help them learn
meaningless informatiom, and provide examples.

5. Evaluate the relevance and usefulness of an understanding of memory
to classroom teaching.

TEXT REFERENCES

Woolfolk, A. (1990). Educational psychology (4th ed.}. Englewood Cliffs,
N.J.: Prentice-#all, Chapter 7, pp.226-251. -

OTHER REFERENCES

Biehler, R.F., & Snowman, J. {(1990). Psychology applied to teaching (6th
ed.). Boston: Houghton Hifflin Co. Chapter 8, p.374.

Biggs, J., & Telfer, R. (1987). The process of learning {(2nd ed.}.
Sydney: Prentice-Hall. (370.1523 CR) (First edition (1981) is
also available). Chapter 2, p.43.

Gage, N., & Berliner, D.C. (1984). Educational paychology (6th ed.). New
York: Longman. (370.15 CR) Chapter 12, p.279.

S$lavin, R.E, {(1988). Educatiopal psychology: Theory into practice
{2nd ed.). Englewood Cliffs, New Jersey: Prentice Hall.
(370.15 CR) Chapter 5, p.143,

vander Zanden, J.¥W., & Pace, A. {1984). Educational psychology in theory
and practice (2nd ed.). New York: Random House. (370.15 CR}

Chapter 7, p.189.
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TUTORIAL THREE: EXPOSITORY TEACHING (SESSION 2, WEEK 5)

ESSAY QUESTION

{
What is expository teaching and how relevant and useful is expository
teaching to classroom teaching?

You are required to write an essay which discusgsses the nature of
expository teaching and evaluateg the relevance and usefulness of
expository teaching to classroom teaching. In order to discuss adequately
all aspects of the topic, your essay will need to contain information
which answers the following questions:

What is expository teaching?
What are the processes involved in expository teaching?
What are the principles underlying expository teaching?

How can expository teaching be applied to the planning and execution of a
specific lesson in the classroom?

What are the strengths and weaknesses of expository teaching and where can
expository teaching be most usefully applied in the classroom?

TUTORIAL TOPICS

1. With the class you had on orientation practice in mind, plan a model
exposition lesson. Highlight the major steps in the strategy.

2. Discuss Ausubel's principles of learning vhich underlie the
exposition strategy.

3. Discuss the major factors teachers should take intn account when
planning an exposition lesson. Where appropriave, refer to your
mode} lesson plan to illustrate your discussion.

4. Digcuss the major factors teachers should take into account when
implementing an exposition lesson. Where appropriate, refer to your
model lesson plan to illustrate your discussion.

5. Outline the strengths and limitations of the exposgition strategy.
How relevant is it for education in the 1990's? Give reasons to

support your anawer.

TEXT REFERENCES

Barry K., & King, L. (1988). Beginning teaching. Sydney: Social Science
Press. pp.116-119.

Woolfolk, A. (1990). Educational psycholoqy {(4th ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.292-295.
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OTHER REFERENCES

Brady, L. (1985). Models and methods of teaching. Sydney: Prentice-Hall.
pp.16-51. (371.102 CR)

Jacobgen, D., Eggen, P., & Kauchak, D. (1989). Methods for teaching
{3rd ed.). Columbus, Chio: Merrill. <Chapter 7. (Farlier editions
are suitable). (371.102 CR)

Joyce, B., & Weil, M. (1983). Models of teaching (3rd ed.). Englewood
Cliffs, N.J.: Prentice-Hall. pp.70-78. (370.3 CR})

Joyce, B., & Weil, M. (1978). Information processing modelg of teaching.
Englewood Cliffs, N.J.: Prentice-Hall. pp.197-276. (371.102 CR)

(Use the library to find other appropriate references).

TUTORIAL FQUR: GUIDED DISCOVERY* (SESSION 2, WEEK 6)

*{Also known as Inquiry or Discovery Learning)

ESSAY QUESTION

What is guided discovery and how relevant and useful is guided discovery
to classroom teaching?

You are required to write an essay which discusses the nature of guided
discovery and evaluates the relevance and usefulness of guided discovery
to clasgroom teaching., 1In order to discmas adequately all aspects of the
topic, your essay will need to contain information which answers the
following questions:

What is quided discovery?
¥hat are the processes involved in guided discovery?
What are the principles underlying guided discovery?

Hov can guided discovery be applied to the planning and execution of a
specific lesson in the classroom?

What are the strengths and weaknesses of guided diacovery and where can
gquided discovery be most usefully applied in the classrooa?

TUTORIAL TOPICS

1. ¥With the class you had on orientation practice in mind, plan a model
guided discovery lesson. Highlight the major steps in the strategy.

2. Discuss Bruner's principles of learning which underlie the guided
discovery strategy.

3. Discuss the major factors teachers should take into account when
planning a guided discovery lesson. Where appropriate, refer to your
model lesson plan to illustrate your discussion.
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4, Discuss the major factors teachers should take into account vhen
implementing a guided discovery lesson., Where appropriate, refer to
your model lesson plan to illustrate your discussion.

5. Outline the strengths and limitations of the guided discovery

strategy. How relevant is it for education in the 1990'3? Give
reasons to support your answer.

TEXT REFERENCES

Barry, K., & King, L. (1988). Beginning teaching. Sydney: Social
Science Press. pp.136-139.

Woolfolk, A. (1990). gEducational psychology (4th ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.289-291,

OTHER REFERENCES

Brady, L. (1985). Models and wethods of teaching. Sydney: Prentice-
Hall. pp.104-105, 112-113, 118-119, 131, 194-195, 200.

Bruner, J.B. (1977). The process of education. New York: Vintage Books.
pp.55-80. (370 CR)

Jacobsen, D., Eggen, P., & Kauchak, D. (1989). Methods for teaching.
Columbua, Ohio: Merrill. Chapter 7. (371.102 CR)

Turney, C. (Ed.) (1977). Sydney micro gkills series 5 handbook. Sydney:
Sydney University Press. pp.12-70. (370.713 CR)

(Use the library to find other appropriate references).

TUTORIAL FIVE: BEHAVIOURAL LEARNING* (SESSION 2, WEEK 12)

*(Also known as Operant Conditioning)

ESSAY QUESTION

What is behavioural learning and how relevant and useful is behavioural
learning to classroom teaching?

You are required to write an essay which discusses the pature of
behavioural learning and evaluates the relevance and ugefulness of
behavioural learning to classroom teaching. In order to discuss
adequately all aspects of the topic, your essay will need to contain
information which answers the following questions:

What is behavioural learning?
What are the processes involved in behavioural learning?
What are the principles underlying behavioural learning?

Kow can behavioural learning be applied to the planning and execution of a
specific lesson in the classroom?
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What are the strengths and weaknesses of behavioural learning and where
can behavioural learning be most usefully applied in the clasarcow?

TUTORIAL TOPICS

1. Explain the process of operant conditioning as it applies to learning
nev knowledge or a skill. Illustrate your explanation with an
example from your own experience.

2. Using Skinner's guidelines for teaching on behavioural principles
{see Woolfolk, 1990, page 182} write 2 lesson plan to teach a skill.
Briefly explain how your lesson plan meets the criteria outlined in
Woolfolk,

3. Use operant conditioning to explain how the principles of operant
conditioning might be used in a classroom to increase motivation.

4. What are the strengths and limitations of learning subject matter
through the principles of behavioural learning?

5. How relevant is behavioural learning for the 1990's? Give reasons to
support your answer.

Examples of programmed instruction are available in Room 156 {e.g. Distar
learning laboratories). Especially recommended is the Distar,
Morphographic Speliing, learning laboratory. The Edmark, programmed
learping activity is alao very good.

TEXT REFERENCES -

Barry, K., & King, L. (1988). Beginning teaching. Sydney: Social
Science Press. pp.113-116, 391-193,

¥oolfolk, A. (1990). Educatiopal psychology {(4th ed.). Englewood Cliffs,
N.J.: Prentice-Hall. Chapters 5, 6, 10 and 13.

OTHER REFERENCES

Brady, L. (1985). Models and methods of teaching. Sydney: Prentice-
Hall. pp.57-88. (371.102 CR)

Gage, N.L., & Berliner, D. (1988). Educational psychology (4th ed.}.

Boston: Houghton Mifflin, pp.235-256, 463-468, 364-1368.
(370.15 CR}

Hamachek, D. (1985). Pgychology in teaching, learninq and growth
(3rd ed.). Newton, Mass: Allyn & Bacon. (370.15 CR)

Slavin, R. (1986). Educational psvchology (3rd ed.). Englewood Cliffs,
N.J.: Prentice-Hall. pp.283-290, 357-358, 378-380. (370.15 CR}

{Use the library to find other appropriate references).
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TUTORIAL SIX: OBSERVATIONAL LEARNING* (SESSION 2, WEEK 13)

*(Sometimes referred to in the literature as Social Learning or Modelling
or Learning by Imitation)

ESSAY QUESTICN

observational learning to classroom teaching?

What is observational learning and how relevant and useful is —_]

You are required to write an essay which digcusses the nature of
observational learning and evaluates the relevance and usefulness of
obgervational learning to classroom teaching. In order to discuss
adequately all aspects of the topic, your essay will need to contain
information which answers the following questions:

What is obgervational learning?
what are the procesges involved in observational learning?
What are the principles underlying observational learning?

How can observational learming be applied to the planning and execution of
a specific lesson in the classroom?

¥hat are the strengths and weaknesses of observational learning and where
can observational learning be most usefully applied in the classroom?

TUTORIAL TOPICS

1. With the class you had on orientation or 2nd practice in mind, plan a
model leason im which students will learn by observation.

2. Describe the major phases in Bandura's model of observational
learning. Where appropriate, refer to your model lesson plan to
illustrate your discussion.

3. Hov can teachers use their role as a model to stimulate thinking and
problem golving?

4. How can teachers ghape attitudes and values through observational
learning?

5. Outline the strengths and limitations of observational learning. Hov
relevant ia it for education in the 1990°'s? Give reasons to support
YOur answer.

TEXT REFERENCES

Barry, K., & King, L. (1988). Beqinning teaching. Sydney: Social
Science Press. pp.49-58, 61-66, 120-124.

Woolfolk, A. (1990). Educational psychology (4th ed.). Englewocod Cliffs,
N.J.: Prentice-Hall.
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OTHER REFERENCES

Gage, N., & Berliner, D. (1988). Educational psycholoqy (4th ed.).
Boaton: Houghton Mifflin. pp.258-278. (370.1% CR)

Good, T.,. & Brophy, G. {(1987). Looking in classrooms {4th ed.). New
York: Harper and Row. pp.173-205. (371.102 CR}

Slavin, R. (1988). Educational psychology: Theory into practice
{(2nd ed.). Englewood Cliffs, N.J.: Prentice-Hall. pp.133-138, 268-
282, (370.15 CR)

Vander Zanden, G., & Pace A. (1984). Educational psychology: In theory

and practice {2nd ed.). Newv York: Random House. pp.147-151.
(370.15 CR}

(Use the library to find other appropriate references).
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Appendix V

Education 1200, 1991 Marking Key



EDU 1200: TUTORIAL ASSIGNMENT MARKING KEY

TOPIC. ... s teettmeeeasesn s ss s mnn s mmmmm e mne s s
STUDENT... .....cccriiireeerrnennee MARKER...........o el
MARK.............. DEDUCT.............. FINAL MARK.......................

A. STRUCTURE, ORGANISATION AND PRESENTATION OF
CONTENT

.

THE

RATING MARKS

Exceliant

. The introduction uses relevant background materal to provide

a context for tha saaay and lsads to the focus of the essay.
Essay has a clearly defined focus.

Ideas are logically daveloped with relationsahips batween
paragrapha clearly signalled.

Maln points are cloarly stated and ampiifted within
paragraphs.

Sentencea are clear and unambiguous,

Satietaciory

Borderiine

336

Unasatisfaciory

6. Conclusion provides & summary staiement linked back to
the focua and/or an avaluation statemani.
B. QUALITY OF THE CONTENT [qaminG MARKS

LA I

. All the ideas presented are relevant to the esaay question.

All the reievant ideas hava baen consldared.
All argumenis are aupporiad by avidance.

idaas are analysad In depth with sppropriate axplanations
and examples glvan whare required.

. GRAMMATICAL FEATURES AND TECHNICAL

CONVENTIONS

RATING MARKS DEDUCTED

The esaay is written In the third parson from an objective
poini of view.

There [s subjectiverb and noun/pronoun agresment.
Spelling le accurate and consletent.
Punctuation is accurate and conslstent.

The appropriate convantions for referencing are
observed.
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