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Abstract

The purpose of this study was to determine the impact of writing
instruction on the quality and iength of argumentative essays written by adult
academic upgrading students. Participants were 30 students from two Grade 10
English academic upgrading classes at a large vocational college. There were
10 male and 20 female students ranging from 19 to 45 years cf age including S
nonnative and 21 native speakers of English as well as the regular classroom
teacher.

Two conditions were applied and their effects on essay writing compared.
The experimental condition consisted of about 10 hours of classroom instruction
over two weeks emphasizing the study of models of argumentative writing,
inguiry, prewriting and feedback on a selected topic. The <ontrol condition
consisted of a one-half hour introduction to a second writing topic one day before
essay testing. While the researcher was available at the institution for a number
of hours each day to help students with the experimental writing topic, no such
assistance was provided for the control writing topic.

Argumentative essays were written by all students in response to both of
these conditions and were then collected and compared for differences in length
and quality. There were no significant differences between essays written in
response to the two conditions in either length or quality.

it was concluded that a variety of student and instructional factors may
determine the impact of instruction on adu!t academic upgrading students’
argumentative writing. Most important may be the extent of students’
participation in preparatory study and prewriting about information specific tc the
writing topic. It may be that adults inexperienced in argumentative writing will
require more instructional time than was allotted for the present study if a
significant impact on writing performance in this mode is desired.
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treatment.are presented in chapter IV. Chapter V includes a discussion of
results, limitations of the study, conclusions and implications for further research.

Definition of Terms

A number of concepts central to this study are defined operationally as
follows.

Writing instruction. A set of planned activities which is organized to improve
writing performance and which includes design and strategy. Design
involves the assessment of the learning needs of students and the
selection of teaching procedures and materials. Strategies inciude
introductory motivational activities, orientation to the writing task,
presentation of information about how to write, orientation to topic-
specific data, student response through discussion, study, prewriting
and feedback, and remediation and revision of prewriting completed.

Adult academic upgrading students. High school students who are generally
older than mainstream students, have experienced substantial
absence from schoo! and are enrolled in programs leading to high
school diploma certification.

Writing performance. Tested achievement in writing ability which is assessed in
’ terms of the holistically derived quality and length of argurnentative
essays submittad.

Transactional writing. Writing to get things done: to inform people (telling them
what they need or want to know or what we think they ougnt to know),
to advise or persuade or instruct people. Thus the transactional is
used, for example, to record facts, exchange opinions, explain and
explore ideas, construct theories, transact business, conduct
campaigns, or change pubiic opinion (Britton, 1975).

Arqumentative writing. A type of transactional writing done to persuade the

reader about one’s views on a given issue. Argumentation is
characterized by high levels of accurate detail connected through
establizi:  ~rinciples of logic.



Expository writing. A type of transactional writing which aims at informing the
reader through recording. reporting, explaining, generalizing or
theorizing.

Prewriting. Writing practice which is aimed at preparing the student to be tested
for writing ability in various modes under specified conditions. For this
study, prewriting was aimed at preparing students to write
argumentative essays from memory in a specified time.



CHAPTER I

REVIEW OF RELATED LITERATURE

Introduction

The major purpose of this chapter is to report previous research on the
impact of writing instructicn on transactional writing performance as measured in
terms of writing variables relevant to the current investigation. Studies reviewed
are those concerned with the effects of instruction in general and with specific
foci of instruction and generic instructional activities most prominent in the
present experimental condition.

For general studies, instruction was described either as a single entity or
in terms of a number of foci and/or generic activities of instruction emphasized in
the treatments applied. Writing performance results are primarily reported as
effects of instruction as a single entity.

For the second category of studies, instruction was described in terms of
specific foci where a singie identifiable set of methods and materials dominated
instruction and was analyzed for its impact alone on writing performance. Foci
reviewed are the study of models of writing illustrating desired features of
transactional writing and inquiry aimed at argumentation.

The third group of studies is concerned with the impacts of instructional
activities which may be applied separately or in conjunction with any facus or foci
of instruction. Reviewed in this chapter are investigations of the impacts on
writing performance of prewriting and teacher feedback on prewriting. .

A summary of previous studies, a rationale for the selection of
independent and dependent variables and a statement of the research problem
will complete chapter lI.



Studies on the Efficacy of Writing Instruction

General Studies

Although no studies of the impacts of writing instruction on the writing of
academic upgrading adults are apparent, researchers during the past three
decades have shown that college and high school students receiving writing
instruction have consistently achieved higher scores on tests of writing
proficiency than have students not receiving instruction (McQueen, Murray and
Evans,1963; Woodward and Phillips,1967; Sanders and Littlefield,1975;
Shaughnessey,1977; Bamberg,1978; Markwood,1981; Strugula, 1983,
Dunn,1984; Allen,1985; White and Polin,1986). Studies undertaken were of two
types—those concerned with the effects of previous writing instruction in high
school on later writing performance in coliege and those documenting the
impacts of high school or college writing instruction on postinstructional writing.
Subjects of these studies were both more proficient and less proficient writers.
However, the following review is focussed on iess proficient writers since the
adult academic upgrading students of the current investigation were assumed to
be generally less able writers than proficient mainstream high school and college
writers of earlier research.

Effects of Instruction on Later Writing

Writing instruction was described in the following studies in terms of the
duration of instruction, the amount of writing submitted for feedback and
evaluation, prewriting and other activities undertaken during high school.
Because of varying levels of specificity in these descriptions, conclusions about
the long-term impacts of writing instruction on writing perforrmance also vary in
their specificity.

McQueen, Murray, and Evans (1983) reported better performance on
coliege English Department placement tests and on three separate measures of
first-year coliege English proficiency for students coming from high schools that
required more writing instruction. The amount of high school instruction was
estimated in terms of the nurmber of words written for essays submiited during a
typical week of instruction. Teacher feedback and help in the revision of these
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essays were delineated as part of instruction but not analyzed for their impacts.
These researchers showed that a greater amount of teacher-assisted writing may
result in beiter writing performance in later testing and coursework requiring
substantial writing.

Woodward and Phillips (1967) compared the extents of high school writing
instruction received by good and poor college writers in their study of a variety of
factors affecting the writing of these students. A questionnaire was used to
acquire data on high school instruction and other environmental and personal
factors assumned to influence college writing performance. Poor college writers
were students who had scored D or E (failing grades) in writing for the college
semester previous to the study. High school writing instruction was measured in
terms of the number of term papers of considerable length required in courses
during the senior year of high school, the time spent by students per week in
preparation for that writing, and the amount of voluntary writing completed .

Woodward and Phillips found that the poor writers received significantly
lower scores than good writers on all measures of high school writing instruction.
They also showed that poor college writers possessed many personal
characteristics commonly assumed to affect writing negatively including low
academic performance, disinterest in writing and personal unhappiness.
However, these researchers concluded that inadequate development of writing
skill can be attributed largely to environmental conditions such as lack of reading
materials in the home and, most notably, a sparsity of writing experiences in high
school. In this study, evidence was provided that writing improvement can be
attributed not only to the amount of writing submitted for evaluation during
previous coursework but also to the time spentin preparation for that writing.

Bamberg (1978) provided detailed findings for the roles of time and of
specific activities of previous writing instruction on later expository writing
performance. This researcher demonstrated strong relationships between each
of the number of semesters of high school writing instruction, the writing skills
emphasized during that instruction, the mode/purpose of prewriting and college
expository witing performance. Bamberg selected groups of 122 and 156 first-
year college students who had been identified, respectively, as more proficient
writers and as less proficient writers on the basis of a college entrance essay
examination. All students were asked to indicate on a questionnaire the number
of semesters of high school writing instruction in nine skills of writing (word
choice, idea support, thesis statement, coniciseness, organization, spelling,
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mechanics, grammar, and revision ) and to rank the three most frequent
purposes of prewriting (personal writing, expository writing, summaries, creative
writing, research papers, essay exams, or other ). The amount of expository
writing instruction and practice for each student was caiculated by adding the
student’s score for the number of semesters spent on all nine skills of writing
instruction to his/her score for expository prewriting (short expository essays,
research papers, and essay exams).

Bamberg found that the more proficient college writers had received
significantly more expository writing instruction and prewriting during high school
than had the less proficient college writers. More specific results were obtained
through an analysis of the effects of three emphases of expository writing
instruction (content development, organization, and form) and of the effects of
expository prewriting. T-test comparisons of less proficient and more proficient
writers’ scores on these four categories revealed that differences in the extent of
instruction in expository content development and organization and in the extent
of expository prewriting contributed most to expository instruction and practice
total scores. Differences in instruction in correct written form, that is, grammar
punctuation and spelling, contributed the least. Consistent with these results was
the observation that the more proficient group had selected mere high school
semesters of English with more expository writing classes. Less proficient writers
were more likely to select fewer semesters of English including more literature
and creative writing ciasses.

Bamberg concluded that the amount of time allotted for writing instruction
and prewriting during high school is an important factor in successful college
expository writing. However, she aiso noted that the total amount of time of high
school writing instruction was low for both groups, making her conclusion weaker.
Mor= important than time, she claimed, was the amount of instruction
emphasizing content development, organization and prewriting in the expository
mode. Bamberg suggested that the less proficient writers, in focussing on
nonexpository, creative writing purposes during high school, may also have spent
less time developing the expository writing skills needed for higher scores on the
college entrance examination. in sum, this researcher showed that thi: amount
of instruction and prewriting oriented to developing mode-specific writing skills, in
this case, the expository mode, is important to later writing in the same mode.
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Effects of Instruction on Postinstructional Writing

The following section contains a review of research conducted on the
effects of instruction provided during specified periods of time and/or courses in
high school and college settings on writing performance immediately following
that instruction. One study was focussed on the importance of the experimental
design and testing factors influencing writing outcomes, others on the effects of
various instructional treatments on mainstream students, and a third type of study
was concerned with less proficient writers specifically.

Sanders and Littlefield (1977) found not or:ly that the duration and mode
specificity of writing instruction may significantly affect writing performance
immediately following that instruction, but also that registering these effects at all
may depend on experimental treatment and testing conditions. They began with
the notion that researchers who had observed nonsignificant impacts for
instruction on writing may simply have failed to register progress made as a
result of that instruction. They explained this notion by suggesting that
experimental testing of instruction may (a) be a particularly poor measure of the
verbal fluency of weaker writers who need more time to write, (b) limit the
subjects’ motivation when they are aware that no credit and possibly no response
may be received for their efforts, and (c) in stipulating a particular writing mode
for testing, fail to register writing abilities acquired by the subjects from previous
instruction in other modes.

To test these assumptions, Sanders and Littlefield studied two classes
comprised of fifty first-year college students. All students were required to write
both an impromptu essay on one of two topics randomly assigned for each class
and a researched essay on a topic of each student's own choosing. For the
impromptu essay, students writing on the first topic for the pretest wrote on the
second topic for the posttest. For the researched topic, students wrote on two
different topics. one for pretesting and the other for posttesting. For pretesting,
students in one of the classes wrote rough drafts, received teacher feedback and
prepared final drafts for the impromptu topics during two, fifty -minute class
periods. The same students then followed a similar procedure for personally
selected topics, but were allowed one week to collect a specified amount of
information on their topics prior to writing. This information was available to
students during testing. Students were also given extra time to write final drafts
in the presence of their teacher if they desired it. These pretesting procedures



were also followed for the second class, which wrote on the researched essay
first and the impromptu essay next. After five subsequent weeks of classroom
instruction, the entire procedure was repeated for posttesting. Students were

asked to write with the purpose of persuasion in mind for all four essays.

Results were that pretest to posttest gains in general impression as
measured on both expository and persuasive writing scales were significant for
the researched essay group. No significant differences were observed for the
impromptu essays using either scale. It had been hypothesized that students
who were to write researched essays on topics of their own choosing following
instruction aimed specifically at persuasion would improve writing on a
persuasive scale but not on a general expository scale. Greater gains for the
researched-topic group on both scales were attributed to experimental conditions
for writing which more closely approximated writing instructional activities and
procedures of their normal classroom than did experimental conditions for the
impromptu group.

Sanders and Littlefield concluded that impromptu essay testing places
artificial constraints on the use of writing skills already learned and, as such, 1s
not a valid method for evaluating the results of composition instruction. They
maintained, conversely, that the experimental conditions for the researched
essay allowed writers to demonstrate more effectively the skills they had already
learned during previous classroom instruction. Some implications for the
teaching and testing of persuasive writing are that these activities will require
opportunity for students to select their own topics, adequate time to develop and
organize content, and access to this content and adequate time to present it
during testing. Impromptu testing involving assigned topics and rigid scheduling
may not provide these conditions and so may not allow students to demonstrate
their actual writing skill in a given mode. These implications apply especially to
less proficient writers.

A number of investigators have studied less proficient coliege and high
school students in revealing the positive influence of writing instruction on
postinstructional writing performance. It was shown in two of these studies that
less proficient writers may actually benefit more from instruction than more
proficient writers.

Shaughnessey (1977) observed that “underprepared” first-year college
students placed in basic writing classes almost all showed modest improvement
in writing after one semester of low-intensity instruction. Instruction was

13
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other foci, methods, techniques or approaches to writing instruction. To maintain
consistency with the present study, only central use studies are reviewed. The
majority were conducted in high school and college settings, although some
studies for younger students will also be cited. No studies for adult academic
upgrading students were located.

Most studies reported here emphasized the teaching of rhetorical,
structural or other qualitative features of expository writing. Comparisons of the
impact of mode! study with the effects of treatments lacking model study or with
treatments using other foci of instruction are included.

Andreach (1976) found significant gains in writing for 10th-grade high
school students who were taught to imitate organizational features illustrated in
models of writing. This researcher compared the effects of model study and
conventional grammar-based instruction on expository writing organization. He
attributed the greater pretest to posttest gains made by the model imitation group
to the fact that both the experimental treatment and the rating scale were
concerned with the single component of expository organization. Andreach’s
results are consistent with Bamberg’s (1978) findings showing that instruction
focussed on the organization of expository writing may be more effective than
instruction emphasizing surface features of writing. As well, his explanation
regarding single features of writing is supported by research on feedback
suggesting thal feedback focussed on single aspects of writing is more effective
than feedback spread over a number of features (Beach, 1979).

Wood (1977) also used models illustrating relatively few features in
providing evidence for the effectiveness of model study in improving the quality of
a number of modes of writing. She trained 10th-, 11th- and 12th-grade teachers
to instruct students for six weeks using prepared model study materials. A
contro! group was instructed using a traditional textbook grammar-oriented
program. Wood found significant differences between these two groups on
pretest to posttest writing quality scores for descriptive, narrative and expository
writing. Thus, she provided strong evidence for the efficacy of model study in
teaching mode-specific writing by demonstrating the effectiveness for this focus
for three distinct writing modes. The matching of writing assessment criteria to
the emphases of instruction may have been an important factor in these results if
other researchers are correct (Sanders and Littlefield, 1977; Beach, 1979; Land,
1984). In general, they maintained that essay testing conditions must
approximate instructional conditions to accurately register writing improvement.
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Perry (1980) was one of a number of researchers who hypothesized that
specialized and systematic procedures would be needed for effective model
study. He tested first-year community college students for their abilities to apply
specified structural features learned during the study of models to their own
writing. Model study consisted of four weeks of instruction in specialized reading
strategies designed to help students to identify the structural features illustrated
in the models presented. Each week of reading instruction was followed by one
week of instruction in applying to writing the structural features learned during
reading of the models. On a pre- to posttest analysis of holistically derived
quality scores, Perry found no significant differences between the group receiving
this instruction and the control group not receiving it. Perry suggested that
achieving the desired improvement in writing skill required more time than was
allotted by instruction. He suggested that further research is needed on
reading/writing relationships, the implication being that not enough is known
about these relationships to ensure effective transfer to writing of the knowledge
acquired from modet study.

More recent researchers have applied specialized reading strategies more
successfully to the study of models. Austin (1883} found significant gains at the
.01 level in pretest to posttest scores for recognition of rhetorical technigues and
for compositions written following instruction of first-year college students in the
recognition of these techniques. A control group which had not received this
instruction also produced significant gains at the .05 level in pretest to posttest
composition scores but showed no significant gains for technique recognition.
The experimental group of 25 college students had received instruction for
several weeks involving written exercises and discussion requiring analysis of
composition techniques used in model essays. The control group read these
models but did not analyze them. Austin concluded that training in the
recognition of effective rhetorical techniques through the analysis of models can
assist students to write more mature essays than can instructing students to read
the models without analysis. Adequate discussion of the features.illustrated in
the models and prewriting to practice using these features were shown to be
essential aspects of effective model analysis.

Davis (1988) provided further evidence that the study of models may be
particularly effective in improving the organization of writing in finding significant
pretest to posttest gains in coherence. These gains were found following
traditional form-centered instruction involving the teaching of the organizational
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schemata of specific modes of writing through models. A process-centered,
conference-based method of instruction using no model study produced no such
gains in either coherence, quality, or length. Davis studied two groups (one for
each of the two teaching methods) comprised of a total of 97 first-year coliege
students. For the process-centered group, the students were treated as
generators of writing forms while for the traditional method, the teacher was the
presenter of knowledge of those forms. Forms were the organizational schemata
of specific modes writing, that is, structural frameworks shown to exist in every
instance of a given mode.

Davis concluded that the study of mode-specific models guides students
to more coherent writing since they learn the organizational schemata pertinent
to the mode of writing being studied. These schemata may be more effectively
learned through traditional instruction in which the teacher identifies the
structures than through student-centered instruction where structures are
expected to be acquired by writing and discussion. Davis’s findings also support
the study of models for improving quality since coherence has been shown to
correlate strongly with holistic quality scores in other studies of writing (White and
Polin, 1986).

Knudson (1988) also provided convincing evidence for the value of model
study to improved transactional writing by comparing the impact of this focus with
that of a number of other foci. She instructed 356 high school students in either
persuasive or informational writing through (a) the presentation of model pieces
of good writing in these modes, focussed on the discourse structures shown in
the models, (b) the use of scales, questions, and criteria regarding gocd writing in
these modes, focussed on the students' writing processes as they engaged in all
phases of composing, (c) the presentation of both model pieces of writing and
scales, questions and criteria, focussed on both discourse structures and writing
process, and (d) free writing, where students were provided with pictures and
asked to write about the pictures.

Knudson found that for both informational and persuasive writing collectea
immediately following treatment and again two weeks later, the most effective
instructional strategy was the presentation of model pieces of writing alone. Cne
implication given was that an emphasis on the discourse structures of good
informational and persuasive writing through model study may result in better
organized writing than will teaching techniques focussed on the processes of
such writing. Knudson suggested, however, that successful utilization of models
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of writing will involve instruction in recognizing the discourse structures of these
modes of writing, will allow students to learn discourse structures orally from the
models before applying them to writing, and will encourage frequent prewriting.
Thus she concurred with Austin (1983) and Davis (1988) regarding the need for
systematic analysis of models through discussion and prewriting while adding
that this prewriting should be frequent.

in sum, researchers of the impact of the study of model! pieces of writing
on writing performance have shown that significant effects on the quality of a
number of modes of writing can be achieved most readily where mode-specific
models are systematicaliy read, discussed, and analyzed in regard to their
features. Frequent and substantial writing in conjunction with these activities
have also been recommended. However, factors such as the time of instruction,
the reading abilities of students and the nature of reading, discussion analysis
and writing activities may seriously affect intended writing outcomes.

Greater and more consistent gains in writing have been observed for
instructional activities including more student interaction in learning mode-specific
features. The nature of these activities and explanations of their effectiveness
are reviewed in the foliowing section on the focus of instruction referred to as

inquiry.

Inquiry

Hillocks (1986) defined inquiry as instruction which "presents students with
sets of data (or requires them to find data) and then initiates activities designed to
help students develop skills or strategies for dealing with the data in order to write
something about it" (p.211). For example, activities may be initiated which
require students to focus on the strategies of formulating generalizations,
observing and reporting significant details, or generating criteria for contrasting
similar phenomena. Instruction in inquiry differs from instruction presenting
models of writing since models would illustrate already-formed generalizations,
significant details, and criteria for comparing phenomena.

Instruction emphasizing inquiry typically tries to help students to discover
strategies which couid be used to develop and organize that data for a specific
mode of writing. For example, students might be presented with a problem
situation requiring them to develop a policy decision, for instance, regarding what
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action to take on a community poliution problem. Students would then work with
sets of data relevant to this problem and, in the process. learn strategies which
are important to the form(s} of writing most relevant to solving the problem. In
this case, strategies needed for argumentative writing such as supporting general
opinions with specific facts and predicting opposing arguments might be learned
from working with relevant data.

Studies of inquiry have been directed towards analytic, definitional,
descriptive and argumentative writing. The following review reports only those
concerned with argumentative writing as this mode was the concern of the
present study. Researchers of inquiry and argumentation have used a number of
distinct techniques to teach argumentative writing strategies, ail requiring
extensive discussion, student interaction and prewriting. While very few studies
are available for argumentation, resuits have been generally positive.

Troyka (1973) conducted an earlier but major investigation of inquiry and
argumentation over one semester of study of 25 experimental and 25 control
classes of remedial writers in a two-year college program. She compared the
effects of an inquiry technique (simulation-gaming) involving extensive student
interaction to solve a problem with the effects of instruction focussing on models
of argumentative writing. The inquiry (experimental) treatment was initiated by
providing students with information on the setting and background of situation-
specific poilution, crime, and drug abuse problems. For each of these problems,
prewriting was assigned which required all students to use one of a number of
basic writing strategies relevant to argumentation. Students either provided facts
and reasons, described incidents, or compared and contrasted. Armed with
information needed to present the views of a specific societal group, students
worked in small groups to persuade students representing other societal groups
of the legitimacy of their group's solution to the problem. Thus, students were
expected to learn specific writing strategies important to argurnentation by being
placed in writing and speaking contexts requiring them to use and develop those
strategies. The control groups, by contrast, were instructed by means of
traditional lecture, note.aking and reading activities aimed at learning strategies
and structures illustrated in models of argumentative writing.

Troyka found that the inquiry group achieved significantly greater pretest
to posttest gains in holistically derived writing quality than did the control group.
As well, it was found that students who did more writing during the inguiry
treatment produced significantly better posttest essays. One explanation
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provided for these results was that the inquiry treatment had motivational
features which were not included in the traditional treatment and that these
features were of particular value to the remedial students. The focus for each
problem situation on single, basic writing strategies and extensive small group
verbal interaction were suggested by Troyka to minimize the threat of failure and
to motivate learning of strategies of argumentation. This learning was more
effective than the learning achieved by the study of models since it transferred
more effectively to writing.

Troyka provided evidence that the argumentative writing of less proficient
students will be improved significantly more by the inquiry technique of
simulation-gaming than it will be by model study. 1t appears that a greater
amount of student interaction and writing and the resulting higher motivation of
students are ihe features of this technique most important to improving writing
quality. Substantial instructional time and the use of role plays may also be
important.

Pisano (1980) also suggested that oppcrtunities for discussion and writing
were the major factors in the improvement of argumentative writing through
inquiry. Pisano used a technique aimed at enhancing the critical thinking skills of
eleventh and twelifth graders through oral questioning prior to and following
writing exercises in both personal and transactional modes. A controt group did
not receive this instruction. Pisano found no significant differences between
groups in pre- to posttest gains on five measures of critical thinking. However,
gains on a holistic measure of writing quality were significantly higher for the
experimental group. As well, significant differences were found in the quantity of
writing which favored the experimental group.

Pisano attributed his findings to teacher attitudes and the activities
surrounding teachers’ questioning of students. Control group students who had
received instruction from teachers displaying a “closed-restrictive” attitude to
students’ writing tended to produce perfunctory writing lacking any personal style
or commitment to the writing process. Pisano suggested that experimental
students’ writing displayed these latter qualities because of their contact with
“open-receptive” instructors and the substantial discussion and writing (both
personal and transactional) done in conjunction with questioning. Findings of this
study are evidence of the value of topic-specific questioning in conjunction wit
substantiai discussion and prewriting in increasing the amount and quality of
argumentative writing.
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While his results were not as conclusive, McCleary (1979) presented
further evidence for the effectiveness of inquiry on argumentative writing by
applying an inquiry technique concerned with improving logic. He showed that
the teaching of formal deductive logic was associated with significant gains on a
single-impression writing scale measuring the use of argumentative strategies,
but that these gains were not significantly greater than those of a control group
receiving no such instruction. The consideration of opposing arguments
accounted for a significant portion of the differences that were found.

Fifteen classes of first-year community college students were divided into
five groups. Four of these groups received instruction in logic and one served as
the control group during 10 hours of instruction over one month. Students in all
groups were provided with problem situations describing ethical dilemmas which
were to be resolved through logical written arguments. During instructional time,
all students were required to analyze the problem situations in terms of strategies
basic to ethical arguments including identification of obligations, consequences of
actions, and conflicts among these. They were then guided in generating theses,
selecting supporting information, predicting opposing arguments, and finally, in
applying all these strategies to writing arguments.

McLeary attributed the lack of effectiveness of teaching logic to
weaknesses in his experimental design. However, the large gains in writing
made by both experimental and controi groups were not explained. Since both
groups were involved with learning strategies specific to the writing task, it is
reasonable to suggest that both groups improved their writing because of these
aspects of inquiry. While instruction in logic may have had little effect on writing
scores, more evidence was provided in this study suggesting that it is the more
extensive writing and discussion common to inquiry techniques which account for
the efficacy of this instructional focus.

in sum, researchers who have explored the impacts of inquiry on
argumentative writing have shown that guided practice in the use of basic writing
strategies and direct instruction in logic or critical thinking may help students to
argue more effectively in writing. Such instruction allows students to learn
strategies of argumentation by discovering them through discussion and writing
activities. Improved argumentation has been suggested by these researchers to
be more a result of these activities than it is of improvements in the use of basic
writing strategies, iogic, or critical thinking.



Studies of Generic Instructional Activities

Prewriting

Hyslop (1983) pointed out that many in the field of English education today
believe that students best learn to write by writing. Although some researchers
have shown this to be a false assumption, a substantial number have shown that
prewriting can improve later writing, depending on the frequency, extent and
nature of that prewriting. Such results have been found mostly in mainstream
junior high school, high school and college contexts. However, no studies on the
effects of prewriting on the writing of adult academic upgrading students have
been located. While prewriting has been cited as important both to inquiry and
model study, its specific nature has not been described in studies of these foci. A
review of research on prewriting which provides such descriptions is provided in
this section

riti r /. The effects of prewriting have been demonstrated
by a number of investigators who compared the impacts of frequent, infrequent
and no prewriting on postinstructional writing. These investigators have
compared the influences of these frequencies of prewriting on students’
integration inio their writing of content from literature written about and of
specified features of expository writing.

Hyslop (1983) investigated the impact of prewriting frequency on
expository writing improvement by comparing the effects of two frequencies of
prewriting about literature studied. Forty eleventh graders studied literature and
wrote weekly about this literature for an initial twelve-week period. During a
subsequent twelve-week period, these students also studied literature but wrote
daily about that literature. All students wrote pretest and posttest essays for each
of the two treatments. Gains in essay quality for the daily prewriting treatment
were significantly greater than gains in quality observed for the weekly prewriting
treatment. Hyslop concluded that writing daily may be a more effective method
of improving writing quality than writing weekly. The use of a Primary Trait
Scoring Guide to assess quality suggests that content was a major criteria in this
assessment. Therefore, Hyslop also showed that more frequent prewriting about
literature on the topic to be written about is likely to improve integration of content
from that literature into writing. This contention is consistent with findings which
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link more extensive writing with improved content learning (Collins, 1981; Newell,
1987; Langer, 1986b).

Perry (1985) studied the effects of prewriting frequency on the integration
into writing of specified traits of expository writing studied in class. She examined
the effects on ninth graders’ holistically derived writing quality scores of a twelve-
week writing program which included daily practice in informative writing. One
hundred and eighteen students spent the first 10 to 15 minutes of a daily writing
ciass during a two-week period doing writing exercises designed to practice
identifiable traits of informative writing. During the third week, students
completed a writing assignment developed according to writing process
guidelines which required them to apply what they had learned about the traits of
informative writing. This cycle was repeated four times. The experimental group
completing daily prewriting showed significant pretest to posttest gains in holistic
quality composition scores (p <.001). The control group which completed no
prewriting produced no significant pretest to posttest gains.

Perry concluded that a program of daily exercises developed to practice
the elements of informative writing separately followed by a process-based
writing assignment designed to reemphasize and synthesize those elements will
effect improved writing performance. This researcher characterized prewriting
which may be most effective in the learning of mode-specific features as frequent
(daily) and extensive (involving prewriting for all phases of the writing process).

More frequent prewriting has not always been associated with improved
writing performance. For example, Chapman (1985) found no significant
correlation between the frequency of prewriting done in various modes and the
writing achievement of 4th-, 8th- and 11th- grade students. Available literature
on this study included no explanation for these results. However, the facts that
frequency data were based on previous coursework and reported by students
suggest that these data were derived from a lengthy period of instruction.
Assuming that this is correct, it can be suggested that frequent prewriting, even
over a long period of time, may have little effect on later writing.

Amount and type of prewriting. Other investigators of the efficacy of
prewriting have compared the impacts of various types and amcunts of prewriting
on expaository writing performance. Prewriting has been distinguished as guided
or nonguided and extended or restricted. Generally, guided and extended
prewriting assignments required a greater number of words to be written as well
as more inferencing and elaboration than did nonguided or restricted prewriting
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called attention to the general problem and suggested alternatives, and (c¢)
teacher corrections, reorganization, and addition or deletion of sentences,
phrases and words. Each of these feedback types was also coded in terms of
macrolevel comments (referring to conceptual and structural aspects of writing)
and microlevel comments (referring to lexical and sentential aspects).

Analysis of final drafts on the macrolevel revealed that explicit cues helped
the research subjects to reorganize, strengthen, and make major conceptual
changes to their second drafts while implicit cues helped with clarification of
ideas. On the microlevel, explicit cues encouraged revision of sentences and
word choices without an understanding of why revisions were made.
Improvement in overall quality from first to final drafts was not specified in
literature available for this study. However, Ziv showed that explicit cues dealing
with content and organization tend to produce more revisions of these aspects of
writing than do implicit cues. As well, this researcher’s suggestion that explicit
macrolevel cues are particularly of value to inexperienced writers is consistent
with White and Polin’s (1986) finding that less proficient students of writing
benefited particularly from instructional attention to content development.

The notion that less proficient writers may benefit especially from teacher
feedback focussed on macrolevel features of writing has also found support in
research on positive teacher feedback. Goodman (1975) studied the effects of
teacher feedback directed entirely at macrolevel features of community college
student prewriting judged to be effective. For example, where sections of student
writing exhibited effective unity, this was pointed out in the form of positive oral or
written comments. No comments were made regarding any macrolevel
deficiencies or microlevel errcrs in spelling, word choice and punctuation.
Goodman found significant gains in pre- to posttest measures of amplitude
(number of words written per hour) and coherence (the number of arbitrarily
selected cohesive factors selected during that hour). She suggested, based on a
pre- to posttest self-actualization survey, that positive teacher comments on
these students’ writing improved their perceptions of their own communication
abiiities as well as their actua! ability to communicate. Goodman provided
evidence that essay length and orgarization may be improved by positive
teacher feedback.

Teacher feedback and peer feedback. A number of recearchers have
demonstrated the efficacy of teacher feedback on the processes and products of
writing by comparing teacher feedback to peer feedback. Relevant studies have




been located at the high school and college levels.

Bender (1989) compared the roles of teacher comment, peer comment,
and student self-evaluation in the revision processes of advanced and novice
college writers. She provided written comments and organized peer feedback for
the first drafts of first-year composition students. More proficient students were
allowed only peer feedback and self-evaluation. Bender discovered through
observation, questionnaires and analyses of first and final drafts of six case study
writers that both teacher and peer feedback have specific benefits for revision.
However, both more proficient and less proficient writers who lacked confidence
in their own writing appeared to require teacher feedback in addition to peer
support. Peer comments primarily supplemented teacher comments, and
supplanted them only when they were in line with the teacher’s goals for the
writing. As well, while peer feedback was associated with clarification and
reorganization, teacher comments were associated more with major content
revisions. This researcher provided evidence for the value of teacher written
comment by showing it to be more likely than peer comments to result in the
major revisions which might improve the writing quality of both advanced and
novice writers.

Boss (1988) provided further support for the advantages of written teacher
feedback over peer feedback on the writing of first-year college students.
Students were assigned to groups receiving either teacher written comments and
corrections or peer feedback. A set of analytic composition scales was employed
for both treatments to guide draft revision and grading. While both groups
showed significant pre- posttest gains in writing quality, these gains were not
significantly different. However, these students were found through an attituae
survey to preter explicit teacher feedback over peer feedback. This researcher
provided further support for the advantages of explicit teacher feedback by
revealing significant pre- to posttest improvement in writing quality and a student
preference for this type of feedback.

Some researchers have found neither a significant increase in needed
revisions nor improvements in writing as a result of providing teacher feedback.
For example, Onore (1983) found that revisions done by college writers in
response to teacher comments did not improve text quality significantly. She
concluded from analyses of student reporting-in-protocols, interviews and text
drafts that teacher involvement in students’ writing processes is more important
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that feedback on students’ written products in improving their abilities to write.
Onore stated,

Good teacher commentary demands reentry into the composing process

without a necessary textual result, that redrafting is not the cure for

composing problems, that revision may be defined as the discovery and
exploration of new meanings and connections, and that growth resides in
writers’ processes and not in the texts they produce.

In sum, investigators of feedback on prewriting have shown that teacher
written feedback is generally more effective than students’ self-evaluations, peer
feedback or no feedback in improving postinstructional writing quality and/or
increasing the amount of writing. This feedback appears to e most effective
when it is explicit and directed at macrolevel features of writing, matched with
instructional emphases and evaluation criteria, and focussed on fewer aspects of
writing. Feedback directed at content development is more effective than
feedback aimed at surface features of writing, especially for less experienced
writers. As well, feedback aimed at prewriting organization may improve the
organization of later writing if this feedback is primarily positive. Finally, writers
characterized as having a negative concept of their writing abilities may write
more and improve their writing organization as a result of positive feedback.
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Summary of Literature Review

Investigators have shown that writing instruction delineated in terms ofa
number of instructional foci and generic activities, single foci, or the generic
activities of prewriting and feedback may enhance the quality and/or increase the
iength of writing. While each of these types of instruction were shown to consist
of certain characteristics, some features common to all types are apparent. The
aim of this section is to summarize these features and their effects on writing in
order to provide a background to the statement of the research problem.

General studies. Researchers of instruction delineated in terms ofa
number of foci and activities have noted that longer overall periods and more
class time for instruction, specific instructional emphases and prewriting were
associated with higher quality and/or longer essays. The most effective
instructional emphases and prewriting were shown to be those most closely
matched to the mode and features of writing evaluated by post-instructional
writing tests. For expository writing improvement, instructional emphasis and
prewriting in developing content is likely to be effective for less proficient writers.
More time to research the writing topic, more prewriting, more teacher feedback
and revision and a match between instructional and testing conditions were also
identified as effective instructional features.

Study of models of writing. Researchers of the the study of models of
writing have dernonstrated that systematic teaching of the recognition of mode-
specific features of writing along with extensive prewriting aimed at integrating
those features into writing were effective in improving writing quality and
organization. Adequate time for these activities may be especially important 10
long-term effects on writing. it was also shown that an instructional emphasis on
single features of specific modes of writing matched with writing evaluation
criteria is effective. Instructional variabies cited as affecting the outcome of
model study included the frequency of prewriting, the reading abilities of
students, and the teacher’s approach to instruction.

Inquiry. Researchers of inquiry have shown that facilitation of the use of
generic expository writing strategies and direct teaching of critical thinking and
logic may improve the quaiity and increase the amount of argumentative writing
completed. Most important to these results were the extent of student verbal
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interaction, discussion, questioning and prewriting in both transactional and
personal modes. An open attitude of teachers to student oral responses was
shown to be an important factor in the impact of inquiry on learning
argumentative strategies, while certain strategies appear to be more readily
learned than others.

Prewriting. Investigators of prewriting have shown that more frequent
prewriting over substantial instructional periods may improve the quality of
expository writing. This may be true for prewriting about literature studied and for
prewriting done to learn generic features of expository writing. It was also shown
that more extensive prewriting was associated with improved essay quality where
this prewriting was completed in response to inferential questions. Overall,
where writing in response to specified readings is desired, students need
substantial opportunity to interpret, learn and organize in memory the content of
those readings.

Feedback on prewriting. It has been shown that teacher feedback
directed at content development and organization is more likely to resuit in
improved quality and longer essays than student self-revision, peer feedback and
no feedback. While investigators consistently attributed these results to an
emphasis in feedback on content development, it was also claimed that feedback
focussed on fewer writing criteria is more effective than feedback diffused over a
number of writing criteria. Less proficient writers may benefit most from content
feedback, especially if it is explicit. Finally, it was demonstrated that positive
teacher comments on macrolevel aspects of less proficient writers’ prewriting are
effective in enhancing the organization and length of later writing.

Overall, the effectiveness of specific instructional foci in improving the
quality and increasing the length of transactional writing may depend largely on
the nature and extent of (a) the study of mode-specific features, and (b)
discussion and prewriting in regard to these features and mode-specific writing
strategies. As well, adequate and frequent prewriting and teacher feedback on
the content and organization of prewriting are important. Adequate instructional
time and an emphasis on content development features specifically matched to
evaluation criteria may be of particular benefit to less proficient writers.
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Selection of Independent and Dependent Variables

The purpose of the current investigation was to determine the effects of
instruction comprised primarily of the study of models of writing, inquiry,
prewriting and teacher feedback on the holistic quality and length of adult
academic upgrading student writing. Selection of all these independent and
dependent variables was based in part on the awareness of previous studies
containing reports of significant associations between them. A number of other
considerations were also used to select the dependent measures.

An holistic measure of writing quality was selected, first, because it could
provide a single measure accounting for a number of criteria commonly used to
assess transactional writing (Myers, 1980). At the same time, variable
weightings could be assigned to each of these criteria according to the emphases
of the experimentai condition and the students’ strengths and weaknesses in
writing. Thus, for this study, a holistic quality score was presumed to provide a
valid measure of the students’ responses to instruction emphasizing content
development and organization and providing minimal attention to surface
language features. These were, in order, the perceived strengths and
weaknesses of the students, as based on the review of literature.

The high reliability of holistic quality scoring has been established in
previous research and is another reason for selecting this measure. For
example, Cooper {1977) reported that "When rater's are from similar
backgrounds and they are trained with a holistic scoring guide ... they can
achieve scoring reliabilities in the high eighties and nineties on their summed
scores from multiple pieces of a student's writing " (p.19).

Finally, holistic scoring of writing quality would allow for judgments about
surface writing errors interfering with the readability of essays. While surface
feature errors were less heavily weighted, judgments about this criterion were felt
to be essential to a valid assessment of quality.

In sum, an holistic quality score was viewed as a valid and reliable
measure of written responses to the major emphases of the experimental
condition. This measure would also allow for variable weighting to suit the
perceived writing strengths and weaknesses of the participating students.
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The second dependent variable, essay length, was defined for the
purposes of this study as the total number of words per essay (Mullis and Melion,
1980). Length was selected for the following reasons. First, it was expected that
essay length would be a valid measure of the subjects' responses to the
experimental emphasis on content development. Although more words may not
necessarily indicate a more detailed and well-developed essay, researchers have
shown that students who have committed more content about the writing topic to
memory write longer essays (Chesky, 1987). Thus, assuming that substantial
instruction (the experimental condition) focussed on the learning of topic-specific
content would result in more information committed to memory than limited
instruction simply introducing a topic (the control condition), it was hypothesized
that substantial instruction would, similarly, result in longer essays.

Secondiy, it was expected that essay length would provide a simple, yet
accurate indicator of written responses to the experimental emphasis on
organization. Chesky (1987) also provided support for this expectation by
showing that students who hold in memory a more highly organized knowledge of
a topic aiso produce longer essays. Again, assuming that substantial instruction
in organizing topic-specific content would produce a more highly organized
knowledge of a topic than limited instruction in this skill, it was hypothesized that
the experimental treatment would, similarly, result in longer essays.

Statement of the Research Problem

The general purpose of the research conducted was to assess the efficacy
of writing instruction delivered over a substantial period of time on the
transactional writing performance of aduit academic upgrading students. This
purpose was met through a comparison of the impacts of two instructicnal
conditions on essay quality and essay length. The experimental condition
consisted of about ten hours of instruction over two weeks emphasizing the
content development and organization of writteri arguments on one topic and the
control condition consisted of about one-half hour of introduction to a second
writing topic. Two specific research questions were investigated as follows:

1. What is the difference between the impact of substantiai writing
instruction comprised prirnarity of the study of models of argumentative writing,
inquiry using topic-specific data, prewriting and teacher feedback and the impact
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of limited writing instruction comprised of a brief topic introduction on the quality
of adult academic upgrading students’ argumentative writing?

2. What is the difference between the impact of substantial writing
instruction comprised primarily of the study of models of argumentative writing,
inquiry using topic-specific data, prewriting and teacher feedback and the impact
of limited writing instruction comprised of a brief topic introduction on the length
of adult academic upgrading students’ argumentative writing?



CHAPTER Il

METHODOLOGY

Subjects

The subjects of this study were 30 students from two Grade 10 English
adult academic upgrading classes in a large vocational college. The two classes
were those of one teacher who had volunteered to participate following a request
by the researcher to the senior English instructor. Permission to involve these
students in the required classroom instruction and writing test was obtained from
the college’s research and development office and the chairperson of the
academic upgrading department.

Participants in the two classes were 10 male and 20 female students
ranging in age from 19 to 45 years including 9 nonnative and 21 native speakers
of English as well as the regular classroom teacher. Specific data on course
entry reading and writing abilities and other characteristics of students were not
available.

One reason for the selection of these students was that it was convenient
to investigate two intact classroom groups receiving instruction from a single
teacher. Acquiring volunteers or students with more specific characteristics
would have meant major interruptions of regular classes. A second reason was
that students were identified as having similar reading abilities based on their
performances on the Test of Adult Basic Education (TABE). Thirdly, students
were predicted to have similar writing abilities on the basis of institutional writing
requirements for entry into Grade 10 English. Finally, these students were
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predicted to be capable of writing argumentatve essays providing a thesas and
supporting points since many had received recent mstruction in that mod
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Introduction to the Topic

The purposes of this activity were to stimulate interest in the issue of gun
control, to inform students of the basics of their writing task, and to initiate the
building of students’ knowledge of this issue. The topic was stated orally and the
specific question for research and essay writing was presented on the blackboard
for the class. Students were then requested to volunteer their opinions orally and
to use any available source of information to briefly support them. Class
discussion of individual opinions and notetaking on information perceived to be
relevant were encouraged to create interest and to increase the amount of
information available to the students for subsequent research and writing.
Students werz informed that they would be developing an essay on gun control,
and that it would be completed in class and graded by their regular teacher as
part of their course mark. The duration of this activity was about 20 minutes.

Essay Writing Instructions and Guidelines

The students were provided with written general instructions and
guidelines specifying the mode, length, organization and content of essays to be
submitted (see Appendix A). The purposes of these were to inform students of
the general requirements of acceptable essays and to advise them about specific
characteristics of higher scoring essays. The general guidelines on structure and
length were distributed and discussad on the second class meeting while specific
content quidelines were discussed during the fifth meeting. Both were briefly
roviewed just prior to final essay testing

Specific content guidelines consisted of nine categories of information that
could be integrated into essay writing (Langer, 1980). These categories were
discussed and the students’ comprehension of them tested by elicitation of oral
oxamples. It was pointed out that higher scoring essays would be those
itearating information considered to demonstrate a higher level of knowledge.
For example, definitions demonstrated a higher level than first-hand experience.

The duration of these activities was approximately 20 minutes. Other
instructions and guidelines relevant to daily instructional activities were also
provided during about 25 minutes of instructional time. Specifics of those
mstrections are given with the activity for which they were provided.
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Content Study and Inquiry

The following section contains a description of those instructional
activities, procedures and materials which were primarily aimed at the students’
learning and integration into memory of information from readings on the
experimental condition writing topic. A secondary objective of this instruction was
the learning of the basic argumentative writing strategies of deductive
organization and consideration of opposing points of view. General elements of
the inquiry reported in previous research were employed.to achieve this learning.
These included substantial motivational activities, discussion, questioning and

prewriting surrounding topic-specific data.
Small Group Discussion

Students were organized into dyads on several occasions during the two-
week period to (a) stimulate the expression of topic-specific personal knowledge
and experience and the recall of information from readings and audio-visual
materials studied, and (b) assist in the organization of ideas and information into
cogent written arguments. Pairs of students working together by perscnal choice
were requested to jot down and share orally with the class their consensus in the
form of opinions supported by specific reasons. The class was then encouraged
to agree or disagree or question the consensus given and to take notes about
information seen as supportive of their personal opinions. Small group work was
facilitated for discussion of opinions both on the general topic and specific
arguments of gun control. This strategy was applied during about 30 minutes of

class time.
Study of Audio-visual Materials

Videocassettes portraying the views of various societal groups advocating
or opposing stricter gun conirol were viewed by the students. As well,
information presented within tables, graphs, charts and cartoons was displayed
on overhead projections (see Appendix B). The aims of these activities were 10
motivate class discussion of the topic and to provide opportunity for notetaking
and interpretation of verbal and nonverbal data presented. Discussion and
notetaking on this data were presumed to assist students in the collection of
information needed for detailed support of their opinions on gun control.

Videocassette viewing was followed by brief discussion only, as this
activity was intended primarily for motivation and notetaking. Students were also
encouraged to look at both sides of the issue befare developing their opinions.
Sample interpretations of data presented on overheads were provided orally and
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student interpretations were requested given the questions “What does it
mean?”, and “How could this information support your position?”. Opportunity to
discuss information identified by both the students and the researcher was
provided. The duration of film viewing and discussion of film contents was about
30 minutes, while the discussion of fact sheets and cartoons constituted about 35

minutes.
Study of Topic-specific Literature

A variety of reading activities and materials was employed to increase the
extent and organization of topic-specific information available to the students for
other pretesting activities and the in-class essay test. During class time, students
were assisted in ocating this information in the readings distributed, discussing
its content and organization, and preparing to integrate it into convincing
arguments. Canadian government documents regarding gun control as well as
newspaper and magazine articles pertinent to the gun control debate in Canada,
the United States and Europe were used as sources of information. Following
are descriptions of the nature and purposes of specific activities undertaken.

Background and legislation. The researcher employed overhead
projections and photocopies of the government documents to orient the students
to important information. This data consisted primarily of basic definitions,
objectives, history and legislation relevant to gun control. Students were
requested to highlight in copies of the documents distributed to them the
information identified by the researcher as important for their essays. Key
definitions, literal comprehension gquestions and a question designed for students
to collect data supporting their opinions were assigned for out-of-class
completion in written form (see Appendix C). This activity was limited to the first
and second instructional days and was completed in about 35 minutes.

Introduction 1o arguments for an inst stricter gun control. Recent
newspaper and magazine articles on the issue of gun contro! were distributed
during the second and fourth class meetings. Literal and inferential
comprehension questions requiring students to reproduce factual information and
summarize selected arguments presented in the articles were assigned for out-
of-class completion (see Appendix C). A preview of the questions was provided
to ensure effective and efficient completion.

Feedback for student answers to the questions was given one day after
each set of readings was assigned. Information relevant to the questions was
hightighted and displayed on overhead projections and students were
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encouraged to correct and complete their responses where necessary and to
express points of agreement and disagreement orally. This introduction to
established arguments occurred during the third and fifth meetings and occupied
about 30 minutes of instructional time.

Study and prewriting of arguments. These activities were initiated in
discussion of the content and organization of sample arguments identified by the
researcher and the students in the articles distributed. Students were then
assigned to study these and the remaining arguments and to prepare for writing
from memory during the next class periods. One objective was that students
would become familiar enough with the content of arguments both supponting
and opposing stricter gun control legislation to participate in class discussion.
The second was that they would be able to select arguments which they could
most readily present because of personal knowledge, interest and/or commitment
to these arguments. Thirdly, it was expected that extensive study and prewriting
would be necessary for students to internalize the deductive organization and
specific content of three arguments well enough to present them from memory
during posttesting.

To prepare for the first in-class prewriting task, students were asked to
commit to memory one argument supporting their basic opinions on gun control.
For the prewriting task assigned on the fourth class meeting, they were asked to
write out in point form outlines all that they could recall abcut the argument
selected. These outlines were collected for written and oral feedback and
returned to students on the following day for further research and writing.

Preparation for the second in-class writing task consisted of general
spoken feedback to the ciass on their outlines submitted and discussion of the
arguments in the articles not yet covered. Students were provided with a written
list of the eight pro-gun control and six anti-gun control propositions described
earlier. The researcher again discussed how the remaining propositions were
supported by adequate and deductively organized detail. Finally, students were
requested to choose two more arguments and to prepare paragraph form
summaries for in-class prewriting from memory on the following day. Feedback
was again provided as it was for the first writing task.

These outlines and summaries were assigned during the third and fifth
class meetings following discussion of vocabulary and comprehension questions
assigned previously. In-class writing occurred during the fourth and sixth
meetings. ldentification and discussion of sample arguments comprised about
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50 minutes of instructional time while instructions regarding study and in-class
writing occupied about 10 minutes and in-class writing occurred during 40
minutes. Following written and oral feedback on summaries and outlines,
students were assigned on the sixth meeting to prepare first drafts of five-
paragraph argumentative essays including introductory and concluding
paragraphs.

Instruction in reading strgtegies. Since the subjects were having difficulty
answering the first set of comprehension questions, brief instruction in scanning
techniques was provided. Key words from sample comprehension questions
were identified and their application in locating specific information in the
readings was demonstrated. Students practiced this technique by locating
information using key words from other questions and sharing their findings with
the class. This activity was implemented during the fourth meeting and lasted for
15 minutes.

In sum, activities involving inquiry consisted of discussion and writing
activities emphasizing the students’ learning of topic-specific content and basic
strategies of argumentative writing. These activities occupied abeut four hours of
instructional time.

Study of Models of Argurmentative Writing

The study of models of writing involved primarily the illustration and
discussion of thesis-support arguments as presented in sample single
paragraphs and outlines of single paragraphs. The major objective of this study
was that students would be able to recognize and write deductive arguments in
the form of opinion statements followed by supporting details. Secondly they
would become familiar with how varying levels of content knowledge could be
represented in essays receiving higher scores. Three types of models were
employed as follows.

Qutlines of arguments unrelated to qun control. First, questions about
topics expected to motivate the participation of all students were directed to the
students. One such question was "Is it better to be single or married?" These
questions and the oral responses elicited from students were recorded on the
blackboard in point form as “yes" or “no” statements of opinion with supporting
details. The general-to-specific organization of the resuiting outlines was then
discussed by the researcher. The students were asked to record the models for




future reference and essay writing. These procedures were repeated using a
topic suggested by the students. Time spent on this activity was about 30
minutes during the third and sixth instructional days.

Arguments from topic-specific readings. A number of arguments for and
against stronger gun control were selected by the researcher and students from
the media articles on gun control previously distributed. Class discussion was
then used to demonstrate the deductive organization of these arguments by
highlighting and labelling on overhead projections general statements and the
supporting points for individual arguments. Students were encouraged to follow
the same procedure on their copies of the articles and then to demonstrate an
understanding of deductive structure by highlighting and labelling it in other
arguments. Feedback to students regarding their understanding was briefly
given to the class as a whole. This activity occurred during about 45 minutes of
instructional time on the third and fourth class days

Summary paragraphs of arguments in topic-specific readings. Students
were asked to identify topic sentences and supporting details in model
paragraphs prepared by the researcher as examples of what would be expected

in written essays (see Appendix D). They were also taught about various levels
of specificity of content knowledge (see Appendix A) and then asked to identify
examples of the these levels in the models. Definitions were said to indicate a
more specific level of knowledge of the topic while reports of first-hand
experience represented the most general knowledge of the topic. Students were
reminded that greater content specificity would result in higher scoring essays.
They were provided with copies of these modeis to assist them in their own
writing. This activity occurred during about 45 minutes on the fifth day of
instruction.

In surm, the use of models of writing constituted about two hours of
instructional time and was intended to illustrate general structural and specific
content features of the required thesis-support essays. Since a crucial concern
was to elicit essays adequate for college curriculum purposes in a limited period
of time, model study was primarily focussed on content. The argumentative
structure of deductive organization was the secondary emphasis of this activity.
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Feedback on Prewriting

Both oral and written feedback were provided by the researcher for
comprehension questions, outlines and summaries written in class, and first
drafts prepared both during and outside of class time. The participating teacher
assisted with some one-to-one conferences for first drafts during the last two
class periods before testing.

Feedback on the comprehension questions consisted of spoken
comments about responses given orally and voluntarily by students during class
time. Specific written comments to individuals and general oral feedback to the
class were provided for the outline and two summaries written in class on the
three subtopics selected by each of the students. Feedback on first drafts of five-
paragraph essays consisted of written comments from the researcher and one-
to-one conferences with both the researcher and the participating teacher. Most
feedback was given on the day following submission of prewriting.

The essential purpose of feedback was to inform students of the adequacy
of content development and organization in their writing. Feedback was directed
at these aspects of writing primarily through explicit written comments noting
apparent organization and levels of content specificity and suggesting
reorganization and/or further elaboration. Microlevel feedback concerned with
spelling, sentence structure, lexical choice and mechanics was provided only if
weaknesses in these features interfered with comprehension of meaning.
Students were encouraged to revise and resubmit ali of their writing for further
written and/or oral comments. The total time spent on the provision of feedback
during class time was about 60 minutes.

Instructional Strategies for Control Writing Topic

The following section contains a summary of the activities, procedures and
materials used to stimulate writing on the control condition writing topic
(pollution). This instruction was facilitated by the researcher only on the day
preceding the first day of the essay writing tests and occupied about one-half
hour. There was a brief introduction to the writing topic and task, a class
discussion of relevant data and suggestions of how students could organize their
availabie knowledge for essay writing tests.
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Topic Introduction

A general definition of the concept of poliution as well as the specific
question and subtopics for essay writing were presented on the biackboard. A
discussion was then initiated in which students were invited to express and
support their opinions on the issue of pollution. This activity lasted for about 10
minutes.

Discussion of Topic-specific Data

Numerical and verbal facts regarding the origins of pollution and, in
particular, the deleterious effects of this phenomenon, were presented on
overhead projections to stimulate interest in the topic of pollution. These
overheads consisted of two pages of information presented in highly detailed
paragraphs (see Appendix E). Information perceived to be of special interest
was underlined and read orally to the students who were encouraged to offer any
comments felt to be relevant. No notetaking was allowed during the 20 minutes
of this activity.

Crientation to Essay Writing

A chart was sketched on the blackboard and suggested as a possible
framework for students' organization of their knowledge of each of the three
subtopics assigned for writing on the issue of pollution. This chart consisted of
grids headed by the names of the three general types of poliution on the vertical
axis and the labels Locagtion, Causes, and Effects on the haorizontal axis.

Sample data extracted from the two information sheets were entered onto the
chart. Students were then asked to orally provide examples of their cwn to
complete the chart. Again, no notetaking was allowed and students were
reminded not to research or discuss the topic before testing. However, they were
encouraged to fill in a similar chart outside of class to ensure that their essays’
content and organization were adequate for both research and college curricuturn
purposes.
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Essay Writing Tests

Ali students were reguested to write a two- to three-page essay on each of
the topics of gun control and pollution during two consecutive classroom pericds
beginning on the day after the last day of instruction. Following are the specific
procedures used to elicit written essay responses to the experimental and control
conditions.

On the first day of testing, each of the two classes was divided into two
groups equal in numbers of students. For each class, one of the two groups was
assigned to write on the experimental topic and the other was assigned to write
on the control topic. On the second day of testing, students were assigned to
write essays on the topic not written about on the first day.

Specific instructions and advice were provided in writing (see Appendix F)
and read with the students to allow for questions. Instructions included a
reiteration of each of the subtopics and of the specific question to be written
about. Students were given 10 minutes to jot down and organize everything that
they could recall about each of their three subtopics. Some general guidelines
and advice intended to assist students in maximum recall, organization, clarity,
and specificity were also read aloud. Students were then allotted 40 minutes to
write essays without the assistance of their organizational notes or any other
materials on the topic. Some further specifications and advice regarding content,
format, and audience were also given in writing and orally for this final phase of

testing.



CHAPTER IV

RESULTS

This chapter contains a description of the procedures used to obtain raw
scores for the quality and length of essays written in response to experimental
and control conditions. Procedures and resulits for the analyses of raw scores
are also presented.

Holistic Quality Scoring Procedures

The procedures used to establish criteria to rate essays, 10 identity
prototypes (sample essays which illustrate the criteria for each rating on the
holistic scale), to score essays using these prototypes, and to achieve interrater
reliability were based on Myers' (1980) holistic procedures. Modifications were
made in consultation with thesis advisory personnel.

The major criteria for the quality assessment were selected primarily
according to the emphases of the experimental treatment, that is, content
development and organization of argumentative essays. The minor criteria of
punctuation, spelling. capitalization, arid sentence structure were selected as
being essential to the accurate assessment of any type of writing. As well, it was
intended that these secondary criteria could be utilized to make decisions on
essays considered to be on the borderline of any of the four holistic ratings. 1t
was dacided to overlook grammar errors because of the substantial number of
subjects for whom English is a second fanguage.

A system for rating essays on a scale of one to four wiis selected on the
bases of the purpose of scoring and the grade level of students. Myers (1930)
has pointed out that six- and eight- point scales are generally employed whirn

55



Lty

three or four grade levels are involved and a spread s required to identty
differences in phrasing and matunty of content. In the present study . students.
were all at the same grade level, and it was telt that the general protile proveded
by the four-point scale would be sufficient to demonstrate the difterential ettects
of the two conditions.

Prototypes were identified and applied to scorng as follows. Firstall
essays were read by the researcher and scored according to the imitial set of
criteria. Next, a second rater received a selection of erqht papers considered as
prototypical ones, twos, threes and fours for each of the two topies wihtten about
Finally, modifications were made to the mitial critena due to the second rater s
inability 1o distinguish clear threes and fours fer some of the essays  The
modified critena and prototypes (see Appendix G) were tien usod by the
researcher to score the remaming essays on the tour poet fonstic neaie

Interrater reliabibty was established as talows, Easays wero rand ey
selected from a stack ot all papers untif a totar of T e8say s s Chome i o
included at feast one naper for each of the tour possitie nehstie scoren Coea
copies of these 10 papers were then submitted to A thrd rler apracti e

oty

teacher of composition. This rater was mtormed of the ol sees g

procedures used by the researcher through a discassion of th o e s
prototypes and cntenia. He then scored the T ossays e e e
agreement on quality scores botween Piminait and the rea s ey
dotermined. Smce A 9000 Qareement was 1o Dot ne e e

by the researcher to all papers were fabarate et e

Analvais of Hofeahie Quabity Soere

o
Lo

Obnenvod and oxpeocted toais

EARAVE WO T sy i L et i e
GO sire tostw s portar et ettty
AN OF e s e i U e T ‘ ‘

NSy W oo oy

C i Pba . R R . P N
Quabiny i e o Voot
R I TSI A TR NNEACWALFR I I A RN S

. ‘ 5.
A !\v\‘)?\\l [ H N









NS

NS

~
[

§
i
M

CHAPTER YV

LINETATIONS, CONCLUSIONS
YTIMPLICATIONS

s
Hy



60

students’ reading abilities. While course entry reading scores were not available,
it is suggested that ability was generally lower than that of the high school and
college students of previously successful research. Students ranged in age from
19 to 45 years and so it is reasonable to assume that a substantial proportion of
them had left school, perhaps due to lower academic achievement. It is likely
that facility in reading was an important factor in those situations as reading
ability is central to most school subjects. It may also be that the life experience of
these adults with the issue of concern was a factor in their comprehension of the
topic-specific readings. It has been shown that personal experience with a given
concept may interfere with understanding of the meaning of that concept
intended by the writer (Nicholson, 1984).

Because of reading ability, students may have had problems in
comprehending the large amount of relatively difficult and unfamiliar topic-specific
information presented to them. Magazine articies distributed contained
somewhat detailed arguments based on concepts of gun control legislation not
widely discussed in common media. The apparent need to teach scanning
techniques to complete literal comprehension questions is one indicator that
students had difficulty comprehending these articles.

It may also be that reading abilities affected writing performance by
reducing the potential impact of the study of models of writing. While the study of
models was a major aspect of instruction, reading and analysis of the models
was described by a number of researchers as an activity fundamental to effective
mode! study (Austin, 1983; Knudson, 1988). Perry (1980) actually demonstrated
that higher initial reading skill was associated with the positive impact of model
study Considering the importance of proficiency in reading to model study,
students may have been less able than those of previous research to benefit
from this instruction. Because of difficulty in analyzing the models presented,
they may not have learned the features of argumentative writing illustrated in the

nodels well enough to transfer these features effectively to writing.

Reading ability may also have influenced the impact of prewriting. While
some researchers have shown that more prewriting about a given topic is
associated with greater gains in the quality of later writing on the same topic
(Marshall. 1987). others have noted that comprehension of the readirigs upon
which writing is to be based is a crucial factor in these results. For examples,
Reilly (1986) maintained that prewriting will be ineffective if reading materials are
soo difficult. and Louque (1983) attributed the lack of significant prewriting effects
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on later writing quality to lower reading abilities. Considering that these
conditions may have existed in the present study, students might not have
benefited significantly from prewriting.

Information Processing Ability

It may be that students had difficulty in processing the information in the
topic-specific readings. This was a particularly important skill considering the
requirement to write essays from memory without the benefit of these readings or
prewritten materials. One indication that students may have experienced
problems processing topic-specific information effectively was their generally
limited oral participation during in-class discussions. Clearly, voluntary
participation in discussion of any topic is more likely if the topic is well understood
and organized in memory. Another possible indicator of processing difficulty was
the prominence of prewriting which was almost verbatim from the readings. This
prewriting lacked breadth and suggests that students may have had difficulty in
integrating information from the variety of sources provided into their writing.

The effectiveness of oral and written teacher feedback on prewriting may
also have been reduced by the students’ information processing skills. It could
be that the iow rate of student revision of prewriting was, in part, due to this
factor. Cohen (1987a) provided support for this hypothesis in showing that
students consistently have difficulties in processing teacher feedback well
enough to make significant writing improvement.

Considering the requirement for in-class writing from memory, both
prewriting and final tests of writing may also have been affected significantly by
weaknesses in information processing skill. While it is commonly accepted that
information which is processed more effectively is also better recalled, research
showing positive associations between the organization of information in memory
and better writing (Langer, 1984; Chesky, 1987) is further evidence for this
contention.

Participation in Discussion

While oral discussion has been identified by previous researchers as an
important element in most of the instructional activities used in the present study,



voluntary student responses during class time, small group and one-to-one
discussions were generally limited. This may have also reduced the potential
impact of a number of major instructional activities of the current investigation.

Limited discussion could have reduced the impact of the study of models
of argumentative writing. Research in which adequate discussion is consistently
identified as crucial to the learning of features illustrated in models ( Austin, 1983;
Knudson, 1988) is evidence for this hypothesis.

Discussion may have also influenced the impact of inquiry. In his research
on inquiry, Pisano (1980) attributed improvement in the quality of high school
argumentative writing largely to questioning designed to stimulate critical
thinking. For the current study, questioning was an aspect of most instruction as
it was employed to encourage students’ critical viewing of films, to elicit
interpretations of numerical data displayed and to draw attention to the use of the
writing strategies illustrated in topic-specific readings. It may be that the limited
response to this questioning reduced the impact of these inquiry activities.

Finally, the impact of written teacher feedback may have been affected by
limited discussion in the form of revision conferences. It may be that this
feedback had little positive influence on writing since the amount of revision done
in response to it was apparently very low. More revision has been associated
with improved writing quality by a number of researchers (Beach, 1979; Land,
1984). More discussion through one-to-one conferences is likely to have
increased the amount of revision since such dialogue could clarify and expand
students’ understanding of needed revisions. While such opportunities were
available for a number of hours daily outside the classroom, few students sought
this help.

Motivation

Student motivation may not have been high enough for effective
integration of a large amount of unfamiliar information into a relatively difficult
mode of writing in a comparatively short time. Limited classroom discussion,
submission of first drafts and numbers of students seeking assistance in revising
their prewriting were possible indicators of this.

The impact of inquiry activities on the quality of writing might have been
reduced by lower motivation if Troyka (1974) is correct. Troyka found that over
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one semester of instruction, a selected inquiry technique resuited in significant
gains in the quality of remedial college student argumentative essay writing. She
attributed this outcome to certain features of prewriting and student verbal
communication which provided increased motivation due to a diminished threat of
failure. Extensive student interaction and prewriting requiring students to utilize
familiar writing strategies were suggested to provide these benefits.

The present study included a number of instructional features similar to
those used by Troyka as it was concentrated on two basic strategies of
argumentative writing. Reading, discussion and prewriting were facilitated to
teach these strategies. Small group discussion, audio-visual presentations and
discussion of numerical data were used to involve students in the issue through
peer interaction, the opportunity to express personat ideas. and stimulation of
thinking. Personal choice of subtopics of the issue was another motivational
feature. However, while both Troyka (1974) and Pisano (1980) attributed
learning of argumentative strategies and improved writing quality targely 10 the
amount of prewriting and discussion during inquiry, language production in these
senses was low during the present study. It may be that motivation played an
important role in that situation.

Writing Ability

Although course entry writing scores were not available, it may be that the
writing skills of students were not strong enough for the task set out. This
judgment is based in part on the observation that prewriting was generally brief
and weak in content development and organization. It lacked, in general, the
kind of elaboraticn that might indicate a comprehensive integration of information
from the topic-specific readings. Littie evidence of the consideration of opposing
points of view (a standard strategy of argumentation ) was apparent. A second
indicator of generally low writing proficiency in relation to the task was the large
proportion of final essays assessed quality scores of two on a scale of four.

Assuming that these are valid indicators of generally lower writing abilities,
it may be that students of the present study possessed a number of specitic
characteristics of less proficient adult writers identified by researchers. Such
descriptions, in turn, suggest more specific expianations of how writing abiities
may have reduced the impact of instruction.



Perl (1979) pointed out that unskilled college writers are weak in planning
skilis. It may be that the often list-like quality of supporting points and the lack of
elaborating details were reflections of deficiencies in planning ability for students
of the present study. Generally unclear summaries and sparse outlines
completed for in-class prewriting were other possible indicators of
underdeveloped planning skills.

Another trait of unskilled writers widely discussed is weakness in the ability
10 elaborate ideas. In their studies of basic high school and college writers,
Shaughnessey (1977) and Cayer and Sacks (1979) attributed poor elaboration to
inadequate knowledge of strategies specific to this skill. For example, one such
strategy cited by Shaughnessey involves allowing for the “incubation” of ideas.
She suggested that basic writers tend to begin writing before this event has
occurred. It may be that this phenomenon accounts in part for the substantial
amount of somewhat unoriginal prewriting that was submitted. The contention of
Marshall (1987) that skill in elaboration during prewriting is crucial to improving
the quality of later writing is further evidence that lack of student skill in
elaboration may have contributed substantially to the current writing outcomes.

Instructional and Testing Factors

It is probable that a number of aspects of instruction influenced the results
of this study substantially. These include time for instruction, accreditation for
prewriting, topic and subtopic selection, and classroom instructions. As well,
essay testing conditions may have affected demonstration of the gains actually
made by students in their abilities to write arguments on the experimental writing

topic.

Time

First, the overall period of time available for the experimental treatment
may have been insufficient. While twe weeks were allotted by the cooperating
institution, this was significantly less time than was allowed for previously
successiul instruction. For examples. Sanders and Littlefield observed the
results of five weeks of instruction, Markwood and Shaughnessey (1977) studied
one collzge semester, and Strugala (1983) studied the effects of sixtecen weeks

64



65
of instruction. As well, a number of researchers specifically implicated time as an
importar.t factor in writing improvement (McQueen, Murray and Evans, 1963,
Woodward and Phillips, 1967; Bamberg, 1978; Perry, 1980; Markwood, 1981;
Allen,1985). These researchers showed that students receiving more instruction.
and, in particular, more instruction aimed at the specific writing features
evaluated, demonstrated superior writing abilities.

Considering these differences in overall periods of instruction and the
demonstrated importance of this factor, it may be that students needed more time
to prepare for the essay writing test. Class time was devoted mostly to
discussion of the content-specific readings and to lecture, illustration and
perception checks regarding the desired features of essays to be written. Thus,
students were expected to complete most of their study and integration into
writing of content-specific information outside of class time. The demands of
other courses and of adulthood may have limited the amount out-of-class time
that students could commit to these preparatory tasks.

Students may have required more time to sufficiently understand the issue
of concern. While efforts were made to ensure that experimental ana control
writing topics were similar, substantial differences may have existed between
these topics in their familiarity to the students. For example, the issue of gun
control nas had less media coverage and public attention over recent years than
has the issue of poliution. Most of the available time may have been needed to
learn the basic concepts of gun control, leaving little time for a deeper
understanding. Assuming that students generally lacked strong reading and
information processing skills, and that essays were to be written from memory in
class, it is reasonable to claim that adequate out-of-class time to acquire this
understanding was especially important.

Students may have needed more time to benefit from the study of models
of writing. Some model study researchers have directly attributed insufficient
time to the nonsignificant impact of this type of instruction (Perry, 1980). Others
have explained that it is cne thing to recognize specified features of writing in
models and yet another to apply these features effectively 1o writing performance
(Hillocks, 1986). Thus, although classroom instruction in specified features of
argumentative wriling was provided, it may be that the amount of prewriting in
applying these features to writing was not sufficient. The importance of adequate
prewriting to successful mode! study has been espoused consistently by
researchers of this instructional focus (Perry, 1980; Austin, 1983; Knudson,



1988).
It may be that the overall instructional period was insufficient to achieve

the clear benefits of inquiry observed by previous researchers. In general,
researchers of inquiry specified extensive prewriting in order to internalize
strategies specific to argumentation. Again, while prewriting directed at these
strategies was expected to be completed out of class, students may have felt
short of time to use strategies requiring more reading and writing than was
necessary to achieve credit. For example, they may have avoided attention to
opposing points of view and still presented the arguments they had selected. itis
generally accepted, however, that arguments based on consideration of opposing
points of view are likely to be better elaborated and more convincing than those
not using such information. it has also been demonstrated experimentally that
consideration of opposing points of view may contribute significantly to improved
argumentative writing (McCleary, 1979).

Accreditation

Based on substantial experience of the researcher in teaching writing, it
may be that the generally low amount and quality of prewriting submitted for
feedback were consequences, in part, of a lack of credit. Although outlines,
summaries and first drafts of essays were assigned to all students, no credit was
awarded for this prewriting. One influence of credit has been explained in terms
of perceptions of writers of the role of their audience. For example, Langer
(1984) explained that high school students wrote substantially less when the
teacher was perceived as an examiner rather than a contributor to ongoing
development of the writing topic. Students concentrated on what instructions
from the teacher had led them to believe would be the essential elements of
credit. It may be that students of the present study used a simiiar strategy due to
comparable perceptions of the reseracher as an examiner, thereby restricting the
amount of prewriting completed.

Writing Topic and Suktopics

in spite of measures taken to select a topic of interest to all students, it
may be that a substantial number of students were not interested or willing
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enough to involve themselves fully in the topic assigned. While a few students
who were gun owners demonstrated strong views on the subject of gun control
during discussion, others limited their input. It is possible that negative real-life
experiences or, perhaps, lack of experience with the subject matter reduced the
willingness of other students to discuss the matter.

Differences in the subtopics used for research on the two topics may have
also affected outcomes. It may be that the experimental condition subtopics
were more restrictive than the subtopics assigned for the control condition. The
greater specificity of gui control subtopics may have limited the amount of
information from nonreading sources that could have been integrated by students
into their writing. The more general nature of poliution subtopics may have been
conducive to the use of information from a wider variety of sources such as
media and first-hand experience. This may have been an advantage to students
in terms of content development for the topic of poilution.

Classroom Instructions

The motivation for students to write more and to elaborate more may have
been curtailed by instructions given. Students were informed during the second
class that they would be required to write only two to three pages on the topic
assigned. As well, they were instructed to limit the amount of more general,
personai information and to concentrate on specific information from reliable
written sources. It may be that students followed these instructions closely,
thereby reducing their prewriting. Research showing that more prewriting is
associated with improvement in the quality of later writing (Woodward and
Philiips, 1967; Reilly, 1983; Marshall, 1987) is evidence that the students’
generally limited prewriting may also have also reduced the quality of their
argumentative essays.

Testing Conditions

Finally, certain essay testing conditions may have reduced the impact of
instruction. Students wrote on assigned topics from memory in & specified time
without the benefit of prewritten materials. Sanders and Littlefield (1977)
maintained that such conditions may not register the writing skill improvements
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actually acquired from classroom instruction. It seems clear that writing on topics
of the students’ own cnoosing without the need to remember substantial
information and with extra time to write would be of particular benefit to less
proficient writers.

In sum, writing instruction was focussed at all times on those features of
writing most heavily weighted for the holistic evaluation, that is, content
development and organization. However, a number of student and experimental
factors may have confounded the impact of these emphases on the quality and
length of postinstructional essays. Students may not have possessed the
reading, information processing and writing abilities needed to integrate a
relatively large amount of unfamiliar and conceptually difficult information into
well-elaborated arguments. Limited overall time, motivation and certain
instructional guidelines may have interacted with these abilities to seriously limit
the amount of prewriting completed. On the whole, this shortage of prewriting
may have been the major factor reducing the intended benefits of writing

instruction.

Limitations of the Study

The absence of significant effects for writing instruction on the quality and
length of argumentative essays can be attributed in part to a number of factors
beyond the control of the researcher. These facters can be described broadly in
terms of institutional requirements, experimental conditions, student
characteristics and student behavior in response to this condition.

1. Variation in the reading and writing abilities of the students may have
affected the validity of the results. While these abilities have been demonstrated
to affect writing performance, they could not be strictly controlied without major
disruptions to the institution.

2. The overall period of time available for this research may have limited
students in their abilities to respond effectively. The cooperating institution was
able to allot two weeks in comparison to the five or more weeks applied to most
previously successful research on instruction. It may be that this condition
particularly reduced the opportunity for the generally less experienced writers of
this study to effectively complete preparatory reading and writing assignments.

3. Since students were to receive institutional credit for the final written



essays alone, control of the extent of topic-specific study and prewriting was
limited. Extra credit is one way to increase the extent of this preparatory work.

4. No accurate means of controlling the difficulty, familiarity and interest to
students of topics selected for writing were available. It may be that variation in
any or all of these criteria contributed significantly to the resuits, thereby reducing
the validity of the comparison made.

5. The time avaiiable for this study did not allow for students to improve
their generic writing skills significantly. However, any improvements in such skills
as argumentative content development and organizaticn gained through the
experimental treatment could have been applied equally to both experimental
and control posttests, thus affecting the validity of the comparison

6. Finally, this study was limited by the researcher’s familiarity with the
students as individuals and by his own knowledge of the intricacies of eftective
writing instruction.

Conclusions

It is concluded that ten hours of classroom writing instruction over two
weeks emphasizing the study of models of writing, inquiry into topic-specific data,
prewriting and teacher feecback may not improve the quality or increase the
length of adult academic upgrading students’ argumentative writing significantly.
Certain features of this instruction as well as student academic abihity and
motivation to participate both during and outside of the class may confound itg
intended benefits.

No conclusions can be made about the influence of these factors on
model study, inquiry, prewriting or teacher feedback on prewriting since: €55ays
were analyzed as products of these activities as a whole. However, the impacts
of certain general instructional features stated by previous researchers as crucial
to writing improvement and which were also prominent in the expermental
conditicn may have been affected significantly. The extent and nature of study,
discussion and prewriting directed at the integration of the content of top
specific readings into writing appear to be those features.

The impact of study and discussion of topic-specific information may have
been significantly reduced by the students’ abilities to read, comprehend and
process this contercand by their interest in and fauniliarity with the writing lopic.



The effective learning ot a relatively extensive amour: of information on a
complex social issue in a brnef renod of tume may have required language
reception abilities beyond those generally held by the students,

The impact of prewnting may have been significantly reduced by the
students’ skills in developing and organizing wnitten arguments, by the extent of
their participation in activities aimed at learming general principles of
argumentative writing. by their reading abilities and by their understandmg of the
wniting topic. It may be that these tactors all reduced the amount of prewniting
completed, and, in turn, the extent of loarming about the topic as welt as feedback
and reviston of written representations of this fearming.

A number ot instructional tactors may have also redoced the potential
benefits of study. discussion and proewnting. I particular, the tose avadabie to

students to apply classroom learnmg to study and prewrrding may bhave boen

insutficient, especially considenng the relanve academie skilin of students The
lack of credit for protest oxercrses may have also reduced the mount of
preparatory work done by students with adait responsibilities and sabatantoy
other cowrsework,

In sum. adult acadoemic upagrading stacents mo regore e ot
preparatory work than was provided for byt Sticy catrc ot o ne g
significant nmthuence antt o arqumeniative o wndimag Ao gt et e

U g e e

preparation s an obvious mpediment 1o thes eocr (e

featuros and student charactenstos can b oosoud o o o

P T

W ISTTHCHON O JUO oD e Wy (o G
Bupho ations tor Dorthen FResvo b

Althour i the o porarnentod T et

mnstruchon worsd gttt o ety Leoa e
Tevve ot r e T e g ‘. '
Fouottro oo ot gy e e e e .
EARICIRHA FRTARENS TR A VA S LN SO LI A W !
‘.t j A\\ . Ny NENEEE R N\ . ’ v . P
RIIVIRAN LR S S T B U . N PR - »
Ay ntente
, .









e

VS

1
-
5
)



Dunn, A. (1984). An intensive twelve-week expository writing course for below-
average seniors. Florida: Nova University. (ERIC Document Reproguction
Service No. ED 314 748)

Erdman, J. (1984). Teaching writing as a potentially liberating activity. Lifelong
Learning. 8(3), 4-7.

Goodman, A.D. (1975). Utilization of positive feedback in a classroom
environment of acceptance to promote enhanced learner self-cor.cept
and improved written performance (Doctoral Dissertation, University of
Michigan). Dissertation Abstracts International, 36, 6550A.

Hillocks, G. (1986). Research on written composition: New directions for.
teaching. Urbana, IL: ERIC Clearinghouse on Reading and
Communication Skills and the National Conference on Research in
English.

Hyslop. N.B. (1983). A study to test the effects of daily writing upon
students’ skills in explanatory discourse at the eleventh grade level
(Doctoral dissertation. Indiana University). Dissertation Abstracts

International, 44, 2394A.

Kazamek, F. (1984). | wanted to be a Tencra to help penp to | ... : Writing for
adult beginning learners. Journal of Reading, 27, 614-619.

Kazamek, F. (1985). Functional literacy is not enough: Aduit literacy as a
developmental process. Journal of Reading. 28. 332-335.

Knudson, R.E. (1988). Effects of instructional strategies on student writing
(Doctoral dissertation, University of Galifornia, Riverside). Dissertation
Abstracts International, 49. 2955A.

i and. R.E. (1984). Effect of varied teacher cues on higher and lower ability
seventh and eleventh grade students' revision of their descriptive
essays (Doctoral dissertation, University of Pittsburgh). Dissertation
Abstracis International. 45, 1320A.

Langer. J. {1984). Examining background knowledge and text comprehension.
Reading Research Quarterly, 18(4). 468-475.




75

Langer, J. (1984). The effects of available information on responses to school
writing tasks. Research in the Teaching of English, 18(1). 27-44.

Langer, J. (1986b). Learning through writing: Study skills in content areas.
Journal of Reading. 27 (4}, 400-406.

Levine, K. (1983). Functional literacy: Fond illusions and false economies.
Harvard Educational Review, 52(3), 247-266.

Lougue, M.P. (1983). Effects of newspaper reading. free writing and guided
writing on overall writing quality of seventh grade students ([*octorai
dissertation, University of Houston). Dissertation Abstracts International,
44, 2698A.

Markwood, R.A. (1981). An experimental study of the influence of freshmen
English on students’ writing skills (Doctoral dissertation, University of
Colorado). Dissertation Abstracts International, 42. 3479A.

McCleary, W.J. (1979). Teaching deductive logic: A test of the Toulmin and
Aristotelian models for crit~ai thinking and college compasition
(Doctoral dissertation, University of Texas). Dissertation Abstracts.
International, 4Q, 1247A.

MclLuhan, M. (1967). The medium is the rnassage. Toronto: Random House.

Marshall, J. (1987). The effecis of writing on students’ understanding of literary
texts. Research in the Teaching of English. 21(1), 30-61.

McQueen, R., Murray, A.K., & Evans, F. (1963). Relationships between writing
required in high school and English proficiency in college. Journal of
Experimental Education, 31, 419-423.

Mullis, 1. & Mellon, J. (1980). Guidelines for describing three aspects of writing:
Svniax. cohesion, and mechanics. Denver, CO: National Assessment of
Educational Progress. (ERIC Document Reproduction Service No. ED 205
572)




Myers, M. (1980). A procedure for writing assessment and holistic scoring.
Urbana, IL: ERIC Clearinghouse on Reading and Communication Skills
and the National Council of Teachers of English.

Newell, G. (1987). Writing and Jearning from text: Case studies of process and.
product. Washington, DC: American Educational Research Association.
(ERIC Document Reproduction Service No. ED 292 101)

Nichoison, T. (1984). Experts and novices: A study of reading in the high school
classroom. Reading Research Quarterly, 19, 436-451.

Onore, C.S. (1983). Students’ revisions and teachers’ comments: Toward a
transactional theory of the composing process (Doctoral dissertation: New
York University). Dissertation Abstracts International, 45, 1671A.

Padak, G. & Padak, N. (1988). Writing instruction for adults: Present practices
and future directions. Lifelong Learning, 12 (3), 4-7.

Perl. 8. (1979). The composing processes of unskilied college writers. Research
in the Teaching of English, 13 (4), 317-336.

Perry, M.L. (1980). A study of the effects of a literary models approach to
composition on writing and reading achievement (Doctoral dissertation,
Boston University). Dissertation Abstracts International, 40, 6137A.

Perry, M.M. (1985). The effect of a short-practice informative narrative writing
program on ninth grade writing competence (Doctoral dissertation,
University of Houston). Dissertation Abstracts Interngtional, 47, 407A.

Pisano, R. (1980). The effectiveness of an intervention study in critical
thinking skills designed to improve written composition in eleventh and
twelfth graders ' “nctoral dissertation, Rutgers University The State
U. of New Jerse  Dissertation Abstracts International, 41, 192A.

Reilly, J. (1986). The effects of prewriting on literary interpretation. San
Francisco, CA: American Educational Research Association. (ERIC
Nocument Reproduct »n Service No. ED 276 058)

76



77
Reynolds, F. (1987). Writing as a way of learning in a tenth grade biology class
(Doctoral dissertation, University of Missouri). Dissertation Abstracts.
International, 48, 2237A.

Sanders, S., & Littlefield, J. (1977). Perhaps test essays can reflect
significant improvement in freshmen composition. Besearch in the
JTeaching of English, 9, 145-163.

Shaughnessey, M. (1977). Errors and expectations. New York: Oxford

University Press.

Strugala, R. A. (1983). The need for college writing programs: Changes in
student attitudes, behaviors, self-esteem and writing ability in
students enrolied in writing courses (Doctoral dissertation, Rutgers
University, New Jersey). Dissertation Abstracts Interpational. 44,
2122A.

Taylor, K. (1987). Teaching writing in the GED program. Litelong Learning. 10
(4), 23-28.

Troyka, L. (1973). A study of the effects of simulation-gaming on expository prose
competence of college remedial English composition students (Doctoral
dissertation, New York University). Disserdation Abstracts International, 34,
4092A.

White, E. & Paolin, L. (1986). Research in effective teaching of writing. (Volumes |
and l: Final project report). Los Angeles, CA: California State University
Foundation. (ERIC Document Reproduction Service No. ED 275 007)

Wooad, B. (1978). A structured program for teaching cocmposition in senior niigh
school English classes (Doctoral dissertation, University of Alabama,
1977). Disgsertation Abstract international. 39, 2172A.

Woodward, J. & Phillips, A. (1967). Profile of the poor writer. Resegrch in the
Teaching of Engligh, 1, 41-53.

Ziv, N.D. (1884). The effect of teacher comments on the writing of four
cellege freshimen. in R.Beach & J.Bridell (Eds.), New directions in
composition research (pp. 362-380). New York: The Guilford Press.




APPENDIX A

Instructions and Guidelines for Essay Writing

78



General Guidelines for Essay Writing

1. You will be expected to write an essay of 250-300 words (2 to 3 pages
double-spaced) answering the question, “Do we need stricter gun control in
Canada?"

2. The essay should include at least three detailed arguments supporting
your opinion on this issue. A simple listing of the many possible arguments will
result in a low mark. As such, those arguments felt to be most important should
be chosen and supported by details taken mainly from the readings handed out
in class. You may also use first-hand experience and information taken from
other sources, but these should not be relied upon.
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Specific Content Guidelines for Essay Writing

The following are definitions and examples of different types of
information, ordered from higher to lower levels, which may be integrated into
your essays. Essays receiving higher scores will generally have more of the

higher level types of information.

1. Superordinate Concept: A higher category concept. e.g. A sawed-off
shotgun is a type of prohibited weapon.

2. Definition: A comprehensive description. e.g. A prohibited weapon is
one which has no legitimate recreational use and therefore may be dangerous to
personal safety.

3. Linking: Comparison of one concept to another. e.g. Banning certain
types of weapons to block criminal activity is like banning certain types of cars to
stop drunk driving.

4. Analogy: Comparisons for a literal idea. e.g. The gun is the ultimate
maching in the war against humanity.

5. Example: Something specific to a category. e.9. An example of a
restricted weapon is a pistol.

6. Defining Characteristic: Defines an important part of something. e.g. A
government makes laws.

7. Association: What does the word make you think of? e.g. ‘Black mar-
ket' may make you think ¢f a papaya.

8. First-hand Experience: A reaction based on experience. e.g. Your only
experience with the word "warrant” may be an arrest you saw on television.



APPENDIX B

Audio-visual Materials Used for Classroom Discussion

These materials and their original sources are not included as
obtaining copyright permission was not considered practicable and presentation
of this data not essential to understanding the research. Utilized were tables and
graphs presenting Canadian statistics on opinions about the issue of gun control,
the amount of gun ownership and the use of guns in selected crimes. As well,
cartoons illustrating the various views on gun control were used.
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Literature, Vocabulary, and Comprehension Questions
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Topic-specific Literature

These materials are not inc''ided here as obtaining copyright permission

was not felt to be practicable and presentation of this data not considered
essential to understanc.ng or replicating this research. Utilized were a variety of
Canadian government documents on gun control legislation and magazine and
newspaper articles reporting the argum nts surrounding the issue ot gun control.
A partial list of some of these documents and articles and their sources is
provided below.

Bunning, F. (1989, June). Right to bear {and die) by arms. Maclean's. p.
13.

Department »t Justice Canada. (1978). Gun controt in Canada: Working
togetr-r to sav o liver JS-P-407). Ottawa, ON: Minister of Justice

and . ...orney General ot Canada.
For and against (Bill C-17). (1991, August). Montreal Gazette. p. AG.

Koch, G. (1991, January). No right to bear arms. Alberta Report. pp. 6-9.

Magnuson, E. (1989 August). Do guns save lives? 1ung (Can ed). pp. 21-

22.

More weapons mear mcre shootings. (1989, December). Vaneouver Sull.
p. Atl, A18.

Reason, passicn at gun hearing: Students argue with determination. cops
add emotion. (1990, December). Montreal Gazetie, p. B1.

White, C. (1991, NDctober). Search for a law. Canada and the World. pp. 8.
9.
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Canadian Gun Control Legislation

Yocabulary

firearm-
weapon-
prohibited weapon-
restricted weapon-
mandatory prohibition-
discretionary prohibition-
preemptive prohibition-
legislintion-
cartndae magazimne:
sentanee
SCreening
semi cudomatic weapons-

Comprehension Questions
Current Gun_control Legistation in Canada
1. What are the major objectives ot gun contiol”
2 Detie prohibited weapons and give: sonee exainptes of them

2 ) Define restncted weapons and dive Some @xXan ies
B What does a person nec ] to own a restricted woapon
¢y What are five legal reasons to own a restnctet viea

4y what privilege is given for possession of abiearns Acquisition Cartiticoae
D) List briefly five reasons foi - otusal of a Firearms Acquisition Certiicate.

5. What rights do minors have to use guns? (One seintence)

(. When may a warrant tor arvest be issued hy police? A seareh be niade with-

out o waurant’?

7. What are four reasons for prohibiima e vne G owinership of any s
8. What are the penaliies tor
a) Makina a false statement 1o get o gun permit?
bY Pointing a firearm at another poerson?
¢) Transporting firearms caretully?
d) Carrying concenl=d weapons without o pirmi?
&) Giving. lending or sefling waapons o 05 01 persins of unsound mind?
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Comprehension Questions
General Adicles

Searchfora Law
1. Why do advocates of stricter gun control think it's too easy to get guns? (Four
reasons)
2. Why do the police support tougher gun iaws?
3. What is the fear of gun control advocatas about gun magazine size?
«. State four points given against stricter gun control and eight points given for
tougher gun control.
No Right to Bear Arms
(see page 7)
1. What is the fear of those who oppose tougher gun control?
2. How does violent crime in Canada compare to the U.S. ?
3. Why are gun owners incensed by Miss Campbell’s proposals?
(see page 9)

Briefly summarize the following arguments against gun control and
present your own counterarguments if you can.
1. Magazine size limitation.
2. Equating gun ownership with crime.
3. Rape and firearms.
4. Firearm murder and women.

What two things other than gun control do gun users suggest may prevent
crime?

rticl rtin ricter I

n ve Lives?
1. What two positive things can guns be used for according to some?
2. What claim is made in support of guns?
3. What are the problems with this claim? (Two points)

re W n n re Shooti

1. Why may some people talk about shootings?
2. Why is the Vancouver police chief disturbed by current trends in gun use?
3. State four statistics which support tougher gun laws.
Reason, Passion at Gun Hearing
1. What is the position of each of peopie mentioned in the article?
2. Summarize two complaints given against gun controi.
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Six Killed in Swiss R

1. What happened? How?
2. Why did the killings take place according to the writer?
Articles Opposing Stricter Gun Conirol
The Right to Bear (and die) by Arms
1. What do many American men and women love according to the writer?
2. Why is gun ownership sacred to some Americans?
3. What will happen in 1889 in American schools?
The Voice Ottawa Lorsn't Want to Hear
1. What irn general does Darngaard say about Bill C-807?
2. What three points does he make against tighter laws?
3. Who does Damgaard think will gain power by the new laws?
Deterrence and luterdiction
1. What is deterrence?
2. What is interdiction”?
3. What is the position of the NRA?
4. Summarize briefly each of the arguments presented against gun control
including (a) crime and guns, (b) collecting illegal guns, and (c) international laws.



APPENDIX D

Models of Written Arguments on Experimental Topic
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Argument Supporting Stricter Gun Control Legisiation

It is far too easy to purchase any type of gun in Canada. For one thing,
while gun advocates argue that there is too much red tape involved in purchasing
a weapon, the current gun registration system atlows for the possession of
weapons by those who should clearly not own them. Psychologically imbaianced
persons can purchase firearms since psychiatrists may not release or even be
aware of the violent behavior or potentially dangerous attitudes of their patients.
The killing of fourteen Montreal women is only orie example of the possible
outcome of this situation. Young people with an ownership permit can obtain as
many weapons as they please, while uniicensed users can borrow guns from
licensed owners if parental consent and limited training is provided. Under these
conditions, youths can and do acquire guns to play with unsupervised, to show
their macho, and in increasingly more instances, to commit violent crimes.
Secondly, while gun proponents claim that black markets run by criminals are
another result of gun control, certain weapons needed only in open warfare are
easily obtainable under current legisiation. The purchase of 45,000 semi-
automatic weapons in 1990 in Canada and the refusal of only four ownership
applications are strong evidence of this laxity. These weapons are capable of
firing in rapid succession and hardly fair to those animals being hunted with them.
Aren't the rights of these animals and the persconal freedoms of those afraid to
walk the streets at night because of such weapons as important as the freedoms
of those wanting to own them?

Argument Opposing Stronger Gun Control

Stricter gun laws will interfere with the rights of those who must own guns
and with the personal liberties of other responsible gun owners. The palice and
the military depend on guns for the roles that they fulfill in society. Without full
access to weaponry. these peopie will be unable to protect the public or to control
armed standoffs. Trappers require guns in order to secure food and protect
themselves from wild animals. Tougher gun laws would seriously restrict their
at iities to maintain their livelihood. Ranchers and farmers would be prevented
from protecting their livestock from predators. Large numbers of cattle and other
livestock are taken each year and economic losses are substantial. Tighter gun
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laws would make outlaws of many sports people. The proposed ban on semi-
automatic weapons would eliminate certain Olympic events. Trap shooting and
target practice, widespread hobbies, would be severely reduced, while sports
hunting would be limited. Gun sports help to develop concentration, are effective
relaxants and necessary aspects of social life for many. Finally, while retailers
would be deprived of the right to sell what they wish to in a supposedly free
society, consumers may also be unable to purchase what they like. Tighter gun
control would only hamper harmless gun owners while doing nothing to control
the criminal use of guns.



APPENDIX E

Motivational Data Used to introduce Cceritrol Topic

Names of authors were not available and so this data is not included here
to avoid copyright infringement. Shown to students on ovarhead projections
were a number of highly detailed fact sheets on air, water and noise pollution
which emphasized the detrimental effects of these phenomena.
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Preparation for Essay Writing

You will be given 10 minutes for gach of the = arguments that you sclected
to jot down everything that you can remetrber about them. You will be assigned
to write on only one of the foilowing two topics today.

Topic 1- Why do we need to have better protection of our environment
againg! pollution?

Topic 2- Should Canadian gun contrcl legislation be stronger?

Wiite down as much as you can in the time allotted for each argument,
keeping in mind that infcrmation previged should be as specific as possible.
Keep your main ideas in mind as you do this try and to think of all the articles that
you studied. Make the technical words you use clear by explaining them fully.

Write an argumentative essay of 2 to 3 pages on the topic assigned to you
today. If you can’t remember much about a particular argument that you are
using, add any information that supports your opinion and makes your essay long
and detailed enough. Address your essay to the regular classroom teacher as

part of the English 10 course requirements.



APPENDIX G

Criteria and Prototypes for Holistic Quality Scering
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Criteria for Holistic Quality Score of Four (4)
Content
Paragraph topics. Essay presents one (1) valid argument for each of three (3)
distinct developmental paragraphs. Each argument is clearly stated and answers
the assignment question by developing the thesis statement.
Maijor details. Two (2) to four (4) distinct,valid ideas which clearly develop their
respective argument and are clearly stated. More genera! than minor details.
Minor details. One (and often 2 or more) elaborative details are used to develop
most major details. Most of these details are clearly relevant to the preceding
levels of discussion, quite specific #nd apparently accurate. Selection of minor
cetails reflects more study and reading than everyday experience (which is likely
to produce more details which are more general, less accurate and possibly less
relevant to preceding levels of discussion).
Note: The amount, relevancy, validity, specificity and accuracy of the above types
of information are are judged in relation to literature on the subtopic to which they
apply.
o N
Introdiiction. Generally effective attention-getting information and a thesis
statement are provided in an introductory paragraph.
Coherence. Ali paragraphs exhibit a generally logical and smooth flow of most
details as well as generally appropriate and effective use of transitional devices
to link them.
Unity. Most Major and miinor details are clearly relevant to paragraph topics.
Conclusion. Generally effective final paragraph which sums up the essay and
closes with a recommendation, question or other final thought.
Mechanics

Generally few errors in spelling, sentence structure, capitalization or
punctuation which make meanings unclear. Grammar errors are not considered
unless they produce problems of comprehensibility.

Prototype for Holistic Quality Score of Four (4)

First of ail, 10 doliars wouldn’t stop anybody from getting a Firearms Ac-
quisition Certificate- FAC in short. To get a FAC, they don’t have to take a test
as difficult as a driving test, so they can get an FAC easier than a driver's licence.
Police do the test before issue an FAC, but that doesn’t reveal if a person is
depressed or abusive. Moreover, doctor won't release any information about
mental health. Marc Lepine looked very normal before he gunned down 14
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people. A restricted weapon can fire many buliets with one pull of the trigger.
Last year, 45,000 restricted weapon applications were registered; onmy 4 were
refused. And youths at the age of 16, the age of unmature, easy to get angry.
and quickly to make a wrong decision, can get gun legally. With one FAC he can
get guns, as many as he wants. The officer's 17 years old son in Ottawa
committed crime involving firearm is an example.

Criteria for Holistic Quality Score of Three (3)
Content

Paragraph topics. Essay presents three (3) distinct, valid arguments, all of which
develop the thesis statement. One of the arguments may be less clearly stated.
Major details. Developmental paragraphs contain generally fewer major details
which may also be less distinct and /or relevant than those in essays scored four.
Minor detaijls. Generally fe wer distinct detaiis used to elaborate than were used
in essays scored four. Details used may be less relevant, clear and/or specific
and may reflect more everyday experience than reading and study compared to
essays scored four.

rganizati
May display any or all of the following in relation to essays scored four:
Introduction. Less clear thesis statement and/or attention-getting information.

Coherence. May be less logical and/or smooth with less effective use of
transitions. Connection of ideas may be more list-like and /or less thoughtful than
essays scored four.
Unity. Most major and minor details are relevant to the paragraph topic.
Conclusion. May be less effective in terms of summing up and/or interest. May
be absent.
Mechanics

Generally few errors in spelling, sentence structure, punctuation and

capitalization but may be more than in essays.scored four.
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Prototype of Writing Receiving Holistic Quality Score of Three (3)

First of all, Firearms Acquisition Certificates are far to easy to get. Fora
low fee of ten dollars, anyone can apply for cne, even teenagers. A doctor’s fee
should also be necessary when applying to state the person’s stability, stating
that he isn’t psychotic. Marc Lepine appeared normal when he was interviewed
for his permit. He shot fourteen women on a campus in Montreal. Qut of all the
FACs applied for, a minor one percent are refused and only four percent of
restricted weapon permits were denied. A restricted weapon being a firearm that
is capable of firing rapidly with one pull of the trigger. There should definitely be

stricter laws here.

Criteria for Holistic Quality Score of Two (2)
Content

Paragraph topics. May be fewer than three arguments which are not clearly
introduced in topic sentences and/or not clearly relevant to the thesis.and/or
more recommendations than they are arguments.
Major topics. Generally not clearly stated and have weak connections te to the
thesis or paragraph topics. Often only one or two distinct major details per
argument (paragraph).
Minor detgils. May be often more general and based more on personal experi-
ence than on reading and study. May also be sparse, inaccurate, irrelevant or
unirnportant. May be more like recommendations which alsc do not answer the
specific question assigned for writing on the topic.
Note: Essays scored two are generally shorter than those scored three or four.

Qrganization
Intreduction. May lack clear thesis statement and/or interest and be poorly

organized.

Coherence. Ideas are often connected in a list-like manner rather than by
appropriate transitions.

Unity. May be some ideas which are irrelevant to a given paragraph topic.
Conclusion. May be absent or weaker than those for essays scored three.
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Mechanics

May be considerable errors in spelling, punctuation, capitalization and/or
sentence structure which interfere with comprehension of meaning and/or
weaken coherence.

Prototype of Writing Receiving Holistic Quality Score of Two (2)

It's getiing easier to get an EFC these days. Because of the low $10 fee.
it is too affordable for those who are not interested in collecting guns or those
who need it for food and to support their families with. Only 1%, 4 out of 45,000
applicants were refused last year. This is an astonding number of people who
own guns that are registered. In Canada 21% of people own gun licences. also
in Alberta 39% of people own gun licences. That's alot of people with guns that
the government is aware of.

Criteria for Holistic Quality Score of One (1)
Lontent
Paragraph topics. Two or fewer distinct arguments which may not be introduced
clearly or are not clearly relevant to the writing question or topic.
Major details. Generally two or fewer distinct supporting points. May be stated
as specific examples rather than general points.
Minor points. May be absent, very genera! and experience based, inaccurate
and/or unimportant.
Note: Likely to be quite short and lacking development compared to higher
scoring essays.
Qrganization
Introduction. Absent, short and/or lacks attention-getting information and clear
thesis statement.
Coherence. Quite weak. May be a listing of information.
Unity. Usually weak, depending on the presence of a topic sentence.
Conclusion. Usually absent; if present, short and ineffective.
Mechanics

Considerable errors in spelling, punctuation, capitalization and/or sentence

structure.
Prototype of Writing Receiving Holistic Quality Scere of One (1)

One thing of gun control is it's too easy for anyone to have a gun legally or

illegally. legally a 16 year old with 10 dollars could go out and purchase an FAC



(firearms acquisition certificate) then, he or she may purchase any amount of
any weapon with ammunition. illegally, people with guns seem to have know
problems in having them in their possession, therefore crimes and murder keep

happening.
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