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A SHARED RESPONSIBILITY

KERRY LOUISE THOMPSON

DECEMBER 1989

ABSTRACT

The purpose of this study is to present a detailed, researched overview of
the origin, purpose, workshop training, and practical applications concerning
writing across the curriculum.

Procedures followed in this study included reviewing literature on the
interdisciplinary nature of writing. In addition, workshop procedures and content
area writing assignments were analyzed for effectiveness and practicality.

Major sources of data included books, periodicals, and audiotapes.
Research of major writing scholars and interdisciplinary writing specialists was
examined. Writing theory and practical application were of primary interest.

This study concludes that writing is a means of learning. Because of its
educational value, writing can be naturally integrated throughout the secondary
public school curriculum. When the principles of writing across the curriculum
are practiced, the writing ability and cognitive skills of students increase. It s,
therefore, the responsibility of content teachers to incorporate writing in their

classrooms. Writing is a shared responsibility.
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CHAPTER ONE

ORIGINS OF WRITING ACROSS THE CURRICULUM

Writing across the curriculum is a contemporary issue which has its
origins in past centuries. During the middle ages, grammar, rhetoric, and logic
were considered language subjects incorporated into mathematics and the
sciences (Tchudi 5). In addition, the National Education Association has
supported interdisciplinary writing as far back as 1893, when the group
considered the teaching of composition successful only if it concerned all
teachers (Judy 69). Considering the opening facts, it is correct to infer that the
writing across the curriculum program currently incorporated 'in American
secondary schools traces its origins to past centuries. Specifically, European
institutions of higher learning, primarily those in England, have played a vital
role in the development of interdisciplinary writing programs.

During the 1960s, the British experience was fast becoming the most
influential in writing across the curriculum. The structured origin of a writing
across the curriculum program commenced in England in 1966. This
movement, called Language Across the Curriculum, started in London when a
group of secondary English teachers and writers including James Britton and
Nancy Martin met to examine how the role of discussion could be best used in
the classroom as a tool for learning. Soon, however, their focus expanded

beyond the verbal.



We found ourselves talking about ‘language in
education’ or ‘language and learning,” and finally
about language across the curriculum. We felt sure
that language was a matter of concern for everyone,
that if children were to make sense of their school
experience, and in the process to become confident
users of the language, then we needed to engage in a
much closer scrutiny of the way in which they
encountered and used language throughout the
school day (Martin 3-4).

With Britton’s view and the financial support of the Schools Council, the
language across the curriculum movement in England became popular
elsewhere. Language across the curriculum programs which spread to Canada
and Australia during the mid-1970s are evidence of this popularity. In these
countries, the development of advanced writing and verbal skills in the
classroom was a primary objective. To meet this goal, leaders of the original
British group visited Canadian school officials a great deal and served as
influential role models (Parker 174). _

At the time of Canada’s experiment with interdisciplinary language, a
transition was taking place south of the country’s border. In 1971, a branch of
the original language across the curriculum program, writing across the
curriculum, was beginning in the United States (Parker 174). At this time, the
term “writing across the curriculum” began to take on a specific meaning which

remains today. In this context, the term suggests that composition is a school
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wide concern - not just the domain of English teachers (Judy 69). As a branch

of the language across the curriculum movement, emphasis of the present
program is understandably placed on the ability to communicate by the student.
In addition, the current movement offers substantial faculty development
programs and instructional practices to extend the theory-based language
across the curriculum philosophy. Unlike its predecessor, the practical-based
writing across the curriculum program proposes specific teaching methods.

Examples of instructional programs that were first to recognize the need
for interdisciplinary writing in the United States include four institutions of higher
learning. Rutgers University, the University of Michigan, Beaver College, and
Michigan Technological University may be considered catalysts of writing
across the curriculum programs in the United States. Specifically, the first
official training of writing across the curriculum in the United States occurred at
Rutgers University in 1976. In 1977, a second, more thorough summer institute
was held on the same campus attracting fifty college teachers from a variety of
teaching areas. To support increased learning through writing, the institute was
funded by the National Endowment for the Humanities. Later in 1978, “Writing
Across the Curriculum” was chosen as the theme of the Conference on College
Composition and Communication at its first annual meeting (Kinneavy 364-
367).

Michigan State University students were among the first mandated to
write essays as a part of entrance requirements. Still today, those performing
below acceptable university standards are required to take remedial English. In
addition, the students must pass an upper-level writing course taught by faculty

members from a variety of disciplines. These professors are assisted by others
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in their fields as well as an interdepartmental English Composition Board which
conducts the program. Accordingly, teachers appointed to the board train fellow
faculty members throughout a full semester. It is during this time that the board
approves all course outlines before they are taught. Requirements of the syllabi
include approximately 4000 words of writing completed in several assignments.
Because emphasis is placed upon the writing process, drafts and conferences
are encouraged. During a regular term, students in approximately 150 courses
take part in the writing across the curriculum program at Michigan State
University (Kinneavy 364).

Another forerunner of interdisciplinary writing in the United States is
Beaver College. The faculty members at this college are trained in seminars
and use textbooks and reading anthologies which support interdisciplinary
study when possible. In addition, all freshmen must take two composition
courses requiring 1000 words of writing per week. Four assignments are
graded during the course. More importantly to the philosophy of the writing
across the curriculum program, the topics of one of the graded compositions
must relate to another course (Kinneavy 364-365).

An impressive writing across the curriculum program also takes place at
Michigan Technological University, an institution easily contrasted to a large
scale university such as Michigan and a small liberal college such as Beaver.
At Michigan Technological University, the program is teacher-centered rather
than examination-oriented requiring a certain level of proficiency on
competency examinations. Teachers from all disciplines are trained during off-
campus workshops to identify the functions of language and to incorporate

teaching strategies such as journal writing to increase content mastery. This is



done in an effort to aid students in using language in a variety of ways. In
addition, motivational classroom writing activities are examined in this informal
setting. Moreover, follow-up workshops are conducted, a faculty newsletter
presenting new information and ideas for writing across the curriculum is
distributed, a university-wide language skill lab with emphasis on writing is
available, and continued interdisciplinary writing is encouraged (Kinneavy 366).

Finally, a third institution to offer one of the first interdisciplinary writing
programs in the United States is the University of Maryland. Unlike the
previously discussed schools, this university centralizes the direction of the
program in the English department. As required, freshmen take a regular
composition course. In addition, during the junior or senior year, students must
take another composition course conducted by an English professor.
Throughout the class, individuals write themes based upon their fields of
concentration. Methods of argumentation and ethical / political issues
concerning particular fields of study are often the focus. Content-based writing
is included in the 120 sections offered each semester (Kinneavy 367).

Similar writihg across the curriculum programs have been initiated at the
University of Texas, Penn State University, and Brigham Young University.
Moreover, in a 1984 survey of 404 institutions in the United States, of the 194
respondents only 55 lacked a writing across the curriculum program on campus
(Kinneavy 353). Further evidence of the popularity of the program is the 1985
study of the Modern Language Association which found that 47% of the four-
year colleges and universities surveyed have some type of interdisciplinary
program in progress (MLA Commission of Writing and Literature 66).

As evidenced above, interdisciplinary programs were developed initially
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in colleges and universities. Not until the late 1970s did American secondary
schools begin writing across the curriculum programs (Parker 174). The
development was influenced by the research of James Britton. Directly related
to the secondary school curriculum, Britton and associates conducted research
proving that expressive writing is often absent from secondary school classes.
Britton asserts that it is rare to read written communication characteristic of oral
speech. Such writing invites the composer to share personal thoughts with the
audience. An example is Anna’s journal writing from middle school science;
she includes evaluative comments and descriptions in her own words:
Today we did some experiments following on with last weeks.
There were some good ones this week. One was lodine. There
was only a tiny bit of it in the test tube. When is was heated it
made a deep mauve vapour up the tube with a glitter on the
sides of the test tube. When it was cool the deep mauve vapour
disappears and only the glitter was left. Another good one was
Ammonium Dochromate. It started off as orange granules. But
when heated it sparked, bubbled and began to blow out the tube.
The powder began to turn a greeny black powder. When it was
cool it stayed a greeny black powder. | think the best one today
was lead metal. . . . There were some other things that we done
today but they were not as good (Martin et al.146).
In addition to expressive writing, Britton notes that the poetic mode is
often lacking in the majority of secondary classrooms. As a result, writing which
focuses on the symbolic and even the visual is best modeled by young

elementary school children such as Eleanor, age six.



The prince and the princess

Once upon a time the was a prince and he went for a ride on his
horse, and he went past a castle and sore the most beautiful
princess in the whole wide woled and the prince said please will
you mary me. but the princesses mummy wode not let her mary
the prince so one day the princess saied | am going for a rid on my
hores so of she went but realy she went to go and cellect the
prince and thay went to another contre and gote mared and lived
happily ever after.

The end (Martin et al. 25).

Instead of focussing on writing which requires feelings, moods, and opinions to

be expressed, Britton found most writing to be transactional (Proett 33). This

type of writing often informs by using a detached reporter’s viewpoint. This is

depicted below by Nigel, age twelve, from a piece of writing completed in a

Local Studies class.

Greater London Council Ambulance was built in 1969. Before it
was built for them there was a place called the Red Cross. The
Red Cross was made into a private service for all over the country.
But even before that there was a place called Cadogan Iron
Foundry. There is a peculiar pipe system in the building now, it is
a heating system. The pipes come from the RAF runway which
they used these pipes for burning lots of paraffin to clear the fog

and so the planes can see the runway (Martin et al. 25).



Britton’s study of 2122 writing samples, including those above, were
compiled from 65 schools in England. Writings from 21 differing content areas
ranging from English to religious education are included in the research. The
samples were analyzed based on three criteria: purpose such as transactional,
expressive, and poetic; audience, primarily identified as the teacher; and age
level of the children, ranging from 11 to 18 (Kinneavy 360).

In the book, Writing and Learning Acr.

Council Project, author Nancy Martin and associates identify the four goals of

the Schools Council Development Project on Writing Across the Curriculum.
These objectives were first recommended by Britton and colleagues in 1966 in
an effort to:

1. encourage teachers of all subjects to provide a variety of
audiences for their pupils’ writing so that they are not so often
seen as the teacher-examiner who evaluates whatever the
pupils write;

2. encourage teachers of all subjects to provide for their pupils a
range of writing purposes (linked to range of audiences) so that
pupils are given more opportunity to express their thoughts on
paper in a variety of ways - expressive, transactional, and
poetic;

3. encourage the use of written language as well as spoken for a
wider range of thought processes: interpreting, reflecting,
thinking creatively and speculatively, as well as recording,
reporting, generalizing and classifying;

4. encourage teachers of all subjects to discuss together how



language (spoken and written) can most effectively help their
pupils to learn (34).
As a result, Britton is one of the first to argue for full implementation of
composition including the application of expressive writing in a variety of
content areas. Following this suggestion, in the 1970s American secondary
school began to incorporate various writing modes in an effort to increase
comprehension.

Importantly, from the beginning, the writing across the curriculum
programs in the United States have viewed a practical, experienced oriented-
curriculum as the means to tie together differing subject matter (Weingartner
40). Through journals and group projects, for example, researchers, including
Britton, are proving that subject area content can become more meaningful and
memorable to the learner. Writing expert Herbert Kohl agrees:

Thinking and creating in science, the arts, and mathematics
is not that different. Scientist and artist alike try to understand
aspects of reality, to conceive of important problems posed by life
or the world and then bring their human faculties,

intuitive as well as rational, to bear upon producing a
solution or creating an explanation or embodying a thought
or a feeling. They may focus their attention upon differing
aspects of reality, but their ways of thinking are not radically
different. There are mathematicians whose thoughts are
essentially poetic and poets whose words are mathematical.
There are degrees on intuition, rationality, boldness, caution,

grandness, or meticulousness in all creative thinkers. The
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more schools separate areas of thought, the more they encourage
young people not to think in any of them (8).
As Kohl infers, most significant in the study of the origin of writing across the
curriculum is the available evidence proving that the composing process

increases the cognitive level of students.



CHAPTER TWO
WRITING TO LEARN

Writing is more than a frozen record of thinking. Itis an
action and a way of knowing

(Irmscher 6).

During the past ten years, there has been great emphasis
placed in the classroom concerning the improvement of thinking skills.
Writing scholar Stephen Tchudi considers composing one of the most
exciting ways to use language as the medium through which content
learning occurs. In addition, he states that teachers become aware of not
only the language used by students but the accuracy of the content and the

refinement of thinking skills (6).

Researcher Howard Johnston and colleagues define thinking skills as
“the ability to accurately evaluate statements, understand their importance, and
comprehend reasons for stated conclusions” (Hollingsworth 12). In addition,
Russell Kenyon defines thinking as “adaptive control of thought.” Much of his
particular definition concerns memory usage as it pertains to the thinking
process.

Learning is the acquisition of knowledge and skills, where
knowledge refers to the propositions, spatial images, and temporal

strings stored in declarative memory, and skills refer to the
11
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procedures stored in production memory (75).

Along with Kenyon, other writing experts associate increased memory
retention with the personalization of the writing process. Much of the content
retained results because writing is an act of discovery. In this sense, writing
becomes personal; what is personal becomes meaningful and memorable

(Howie 2). In his text Learning to Write / Writing to Learn, John Mayher stresses

the importance of writings being perceived as purposeful by the writer. When
done so, it is better retained in long-term memory (80).

Examples of personal writing often viewed as purposeful by the writer
include journal entries. In this form, students must rethink the concept taught
and relate it in their own words. Vincent does this in his chemistry journal:

Mrs. Thompson:
| understand it all, so here’s a little story.

Once upon a time, in a land far, far away, there was this
compound. One day this compound met another compound and
it was love at first sight. So after a short engagement, they
bonded. They weren’t a balanced equation. A few years later,
they had baby elements and after years of bliss, they
decomposed (Mayher 84-85).

As evidenced above, writing to learn provides students a great
opportunity to discover and develop their cognitive processes, especially
memory development. World renowned composition expert Janet Emig
supports the view of “personalizing” writing; she notes the writing act involves
hand, eye, and brain in an unique, powerful, yet individual way (Huff 57).

In addition to personalizing writing, composition experts suggest
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approaching the composition process as a type of problem solving. In order to
increase thinking skills through problem solving, writing scholars agree that
several prewriting techniques may be used in interdisciplinary settings to
generate ideas. Specifically, brainstorming, first introduced in 1964, combines
group oral response with rapid writing. In addition, freewriting introduced in
1973, emphasizes content in an effort to learn what is on the writer’'s mind and
to solve the problem of beginning a piece of writing. The purpose of such
prewriting activities is to let ideas incubate as well as to let the mind invent.
This approach to writing identifies the beginning of thinking as the point when
students pose problems that need solving (Hollingsworth 23-28). Moreover,
according to renowned developmental psychologist Jean Piaget, when a child
begins to problem solve, he begins to reason, to formulate hypotheses, and to
deduce. In the formal operations stage occurring around age eleven, the
adolescent is capable of deriving meaning from the abstract and better able to
solve problems (Fulwiler 61).

Concerning problem solving and writing, six steps should be examined
by teachers when attempting to increase students' cognitive learning skills.
When taught in hierarchical order, each level is an outgrowth of the preceding
level. Level one, sensing problems and challenges, involves being alert to
situations and conditions needing improvement. The next step, fact-finding,
requires information as an aid to understanding the situation. Problem-finding
demands that students look at the whole puzzle to see how the pieces fit
together. The fourth level of problem solving related to interdisciplinary writing
is idea-finding wherein brainstorming is encouraged as students identify many

ways to solve a problem. Level five concerns solution-finding. At this stage
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students carefully examine ideas to see which one might best work. After this,

the acceptance-finding step occurs. In level, six the students solve the problem
by formulating and implementing a plan (Curriculum Guide for Gifted Students,
1989).

When utilizing the six problem solving steps which involve brainstorming
and free writing as previously examined, it is important to remember that
composing contributes to intelligence by requiring the analysis and synthesis of
many levels of thinking (Howie 6). According to Johnston and associates
referred to earlier by Helen Hollingsworth, general reasoning, logical
discrimination, and application of ideas comprise the levels of critical thinking

(13). In her book, Thinking for Yourself, Selma Wasserman separates the levels

of critical thinking more specifically. Skills incorporated in her study include
observing, identifying, assuming, collecting and organizing data, summarizing,
coding, interpreting, problem solving, and decision making. Wasserman
recommends that student projects, such as book reviews in the form of news
reports, can serve as the vehicles by which higher level thinking skills may be
utilized (Hollingsworth 12).

Carol Olson expands the aforementioned connection between writing
and thinking. According to her research, the stages of processed-based writing
which consist of prewriting, writing, rewriting, revising, editing, and publishing
relate to the six levels of Bloom’s taxonomy. These levels are identified as
knowledge, comprehension, application, analysis, synthesis, and evaluation
(Hollingsworth 13). The knowledge level focuses on memory questions. The
level is mainly recall of facts; knowledge level questions produce the lowest

level of learning outcome.
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The Bloom’s comprehension level requires students to exhibit
knowledge. Unlike with the previous level, the student is required to restate the
information in his own way.

- Application, the next level on Bloom’s taxonomy, requires the student to
explain. Problem solving is often involved as the student generalizes from an
abstract to a concrete.

The analysis stage is slightly more advanced than the previous
application stage. The student is required tc break down the information in
parts. This requires an understanding of both the content and the structural
form of the material.

The second highest level of Bloom’s taxonomy is synthesis. This level
requires a high degree of original thinking and ingenuity from the student. The
formulation of new patterns and structures receives much emphasis.

Evaluation is the highest level of Bloom’s taxonomy. Importantly, this
level contains elements of all the previous levels; judgments are based on
evidence and criteria.

Importantly, using the taxonomy to develop questions plays a vital role in
students’ learning and thinking at the higher cognitive levels. Moreover,
teachers can model powerful questioning techniques in order that students may
become adept in questioning themselves as they take on the role of the inquirer
in their analysis and search for understanding. To aid in this process, teachers
and students can easily identify the thinking skill level of a particular question by
identifying key verbs. A sampling from the lowest to the highest level of Bloom’s
taxonomy includes:

1. Knowledge: define, list, name, label, cite, tell, know, memorize
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repeat, recall, specify;

2. Comprehension: restate, summarize, discuss, describe, locate
recognize, report, translate;

3. Application: exhibit, solve, interview, demonstrate, illustrate,
operate, show, practice;

4. Analysis: interpret, analyze, compare, contrast, distinguish,
arrange, diagram, survey;

5. Synthesis: compose, plan, produce, formulate, predict,
imagine, hypothesize;

6. Evaluation: judge, evaluate, infer, value, appraise, criticize,

determine, assess

(Verbs and Products, 1984).

In her study, “Fostering Critical Thinking Skills Through Writing,” Olson
asserts that students are given ample opportunity to function at the lower levels
of Bloom’s taxonomy. For example, classroom activities often require only
knowledge level memory skills. Specifically, in one survey, writing researcher
Arthur Applebee finds that notetaking is the most common type of writing done
in science, mathematics, and social studies classes. According to the same
source, students spend about 44% of their classroom time writing, but only 3%
is actual paragraph writing. The other 41% is spent completing blanks, writing
simple sentences, and performing calculations (Hollingsworth 9-19).
Representative of the questions responded to by secondary students include:

1. List the ways setting can affect a writing.

2. Name three countries which operate under democratic rule.
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3. Cite five major parts of the microscope.
Question forms which use higher levels of Bloom’s taxonomy often result
in increased content mastery. Examples include:
1. Explain how Ancient Greece and Ancient Rome became
empires.
2. Trace the events leading to the outbreak of the American Civil
War.
3. Compare and contrast the setting in George Orwell’s classic
novels,_ Animal Farm and 1984.
(Curriculum Guide for Gifted Students, 1989).

In addition, the expressive, transactional and poetic writing modes, as

examined in chapter one, compliment the varying levels of Bloom’s taxonomy.
To be specific, in the poetic mode, writing functions as art and imagination.
There is no emphasis on rules or formulas (Fulwiler 23). In this form, the writer
becomes a spectator often concerned with word-play or thematic patterns (Huff
8). Such writing requires students to incorporate the synthesis, analysis, or
evaluation levels of Bloom’s taxonomy.

Britton’s second classification of writing, also discussed in chapter one,
is transactional. Specifically, the purpose of such writing is to inform, persuade,
or instruct a particular audience. Lab reports, term papers, essay examinations,
book reports and the TEAMS skills test given students in secondary public
schools require transactional writing. Bloom’s lowest levels of thinking skills,
knowledge and application, are often those developed in transactional writing.

According to Britton, a more important mode of writing is the expressive.

Such writing reveals the speaker’s thoughts as he verbalizes his
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consciousness. Often this type of writing is addressed to oneself in the forms of
diaries, journals, and personal letters. This writing, characterized by first person
pronouns, is the closest to the thinking process. Britton notes that expressive
writing, which utilizes the same thinking skills levels as the poetic mode, is the
ongoing matrix for developing the skills required for mature writing and thinking.
Roland Huff, author of Th ntemporary Writin rriculum: Reh
Composing. and Valuing, expands Britton’s view:
Expressive writing’s relationship to thinking . . . seems particularly
direct and this suggests its importance as a mode of learning at
any stage. It appears to be the means by which the new is
tentatively explored, thoughts are half uttered, attitudes half
expressed, the rest to be picked up by the reader, who is willing
to take the unexpressed on trust (9).
In addition to incorporating certain modes of writing and higher levels of
Bloom’s taxonomy, experts suggest a variety of methods to increase thinking

skills through writing. In her book, Teaching Writing in Every Class: A Guide for

Grades 6-12, Helen Hollingsworth recommends the following suggestions for
mastering this objective:

1. Assign students to write clearly;

2. Help students to write daily;

3. Teach students the process for completing their writing assign-
ments;

4. Integrate writing assignments in all content area classes, not

just English classes;
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5. Teach students correctness in using writing by using their own
sentences, not just sentences copied from a book;

6. Provide students with time to work together to improve their
writing;

7. Shift the focus of writing instruction from the product to what
students need to do to write, including generating ideas, find-
ing ways to organize, revise and edit the rough draft;

8. Provide students with the time to revise their own work before
grading it, just as professional writers revise before publishing;

9. De-emphasize grades; a strong emphasis on grades keeps
students from progressing as writers;

10. Recognize that when students write, they are taking risks;
reward their willingness by telling them what is right in what
they do, make suggestions for improvements but do not focus
on errors;

11. Accept that students will make errors when they are learning
to write, grade positively, reward effort and progress, and

12. Make the classroom a comfortable place to write and share
writing (22).
In closing, when writing is elevated from merely “testing” subject matter to
“teaching” subject matter, the writer uses higher level cognitive skills which aid

in the personalization and retention of content across the curriculum.



However, in doing so, writing to learn requires educators to approach
composing in an active rather than passive manner. Therefore, in order to
successfully teach interdisciplinary writing as a method of increasing thinking
skills, organized, effective faculty training is recommended. The faculty
workshop, featured in chapter three, is perhaps the most important step for
insuring a successful writing across the curriculum program in the secondary

school.

20



CHAPTER THREE

WORKSHOP TRAINING FOR CONTENT TEACHERS

We must remind content teachers that writing is not meant
to replace course objectives but to enhance them

(Mayher et al. 87).

Although research exists proving that writing increases content mastery,
educators may be reluctant to incorporate writing in their classes. The concerns
of teachers may be classified into two issues: how to reinforce effective writing
and how to evaluate it. Discussing the problem areas and offering a variety of
solutions are the general objectives of any interdisciplinary writing workshop.
The long-term benefit of a successful training session is to increase learning
through the incorporation of writing in every class.

As in any educational setting, establishing an inviting environment is
necessary to foster learning. Just as students appreciate colorful bulletin
boards, clean surroundings, and a smiling teacher to put themselves at ease,
content teachers respond more favorably to interdisciplinary writing if they, too,
are made to feel welcome. Specifically, distributing a well-structured
preliminary survey, as included in the appendix, encourages content teachers
to voice their concerns about interdisciplinary writing. According to Alan

Glatthorn, author of Writing in the Schools: Improvement Through Effective

Leadership, it is the responsibility of the school administration to appoint an

interdisciplinary task force representative of the faculty. The objective of this

21
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group is to assess the faculty’s practices and perceptions about writing. The
survey, similar to that in the appendix, should include administrative objectives,
a list of available resources, and existing constraints such as funding. Then, the
results should be developed in a thorough, yet concise, report issued to
teachers prior to the first day of the workshop (48-49). By valuing the ideas of
the faculty, individuals will feel instrumental in the success of the workshop.

Although a survey can serve as a catalyst for opening discussion
concerning interdisciplinary writing, it will not automatically dispel the
pessimistic views of all content teachers. For this reason, in his essay,v“Cross-
Disciplinary Writing Workshops: Theory and Practice,” Randall Freisinger
stresses that proper staffing is a key in the workshop’s success. He notes that
trainers must be aware of probable resistance by content teachers. To help
alleviate stress due to specific concerns such as those examined throughout
this chapter, Freisinger recommends conducting a question and answer peripd
at the workshop’s opening (165). Again, the faculty survey report may be an
appropriate tool for eliciting conversation among workshop participants.
Throughout the discussion, Freisinger notes that the staff should guide rather
than dictate. By acting as mediators, ideas concerning interdisciplinary theory
and application will not be forced. As a result, faculty members will feel less
threatened and more open to discussion (165).

Following the question and answer period, John Mayher in, Learning to
Write, Writing to Learn , recommends responding specifically to the content area
teachers’ feelings of ineffectiveness about “teaching” writing (88). Staff
members should emphasize throughout this segment of the workshop that

“teaching” writing will not occur. Instead, faculty member serve as guides who
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reinforce basic composition skills taught in the English classroom. Because
active involvement is required by interdisciplinary teachers as students write, it
is imperative that all teachers become familiar with the writing process.

Perhaps surprising to many teachers is the idea that writing is more than
an initial draft which is returned by the teacher with a grade and some remarks
in red ink scribbled in the margins. In contrast, writing requires time,
concentration, and revision. Like the football player who practices and
develops his kicking technique for hours before the rivalry of the game on
Friday night, composition must also be refined for its final presentation. When
writing involves only an initial draft, the student and teacher are not active
participants in the complete writing process. As a result, the writing exercise
means little (Howie 7). Not surprisingly, on receiving the grade, the student will
typically look at the red ink and toss the paper in the trash.

Because writing is an act of self-discovery, as explained in chapter two,
teachers should allow students time to connect with their writing. The writing
process allows composing to be:

. more than a service tool. Itis more than a mechanical
process. Writing involves language use and is integral to
discovery. It is the means by which we learn about the world and
the people around us and our place in this world (Schifsky,
“Evaluating Content Writing”).

As content teachers come to understand the importance of giving
personal meaning to writing, the five stages of the writing process, as
diagramed in the appendix, should be explored in detail during the

interdisciplinary conference. The first component of the writing process is
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prewriting. The purpose of this stage is to generate ideas and prepare to write
them (MacMillan 1). Strategies used to formulate ideas are call heuristics. The
term means “a way to find, a way to see, a way to know” (Furnish 24).

Heuristics assist the writer in finding what he wants to say, what he knows, and
what he needs to know. When introducing heuristics to content teachers, it
should be noted that many probably use prewriting activities without realizing it.
One popular heuristic technique is brainstorming.

Brainstorming may be used to encourage each student to develop an
individual plan for a paper. This activity requires students to formulate as many
ideas as possible concerning a topic. The ideas below, from the sophomore
level textbook English Writing and Skills edited by W. Ross Winterowd,
exemplify this technique:

Brainstorming Topic: The Car of the Future

Brainstorming Responses:

Smaller than cars today Supersonic

Rubber everything Like a helicopter
Moves on tracks Goes in water
James Bond Recharging stations
Solar Energy Perfectly safe

Silver bullet Fuel Crisis (4-5).

The same source recommends making brainstorming a classwide
activity. To encourage a teamwork approach, a content teacher can choose
one student to serve as recorder. Using a board or overhead projector, the
recorder may write down responses as classmates announce them (5-6).

Faculty members should practice the brainstorming technique before
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using it in the classroom. Suggested topics for practice during the
interdisciplinary workshop are as follows.

1. New courses for high school

2. Space travel in the year 2500

3. Increasing attendance at school-sponsored events,

such as games and dances
4. The ideal vacation
5. Part-time jobs
Because creativity is desired at the beginning of the writing process,

workshop participants should be aware that the prewriting/learning stage

requires more time than is often realized. In Teaching Writing in the Content

Areas, Stephen Tchudi estimates that the prewriting stage may take an hour, a
day, or more (15). Since prewriting is the stage when the student masters the
basic idea of the paper, teachers should not view it as wasted time.

A fifteen minute method to generate writing ideas is the 5W plus H (Who,
What, Where, When, Why, How). InWriting Skills: A Writing Course for Eighth
Grade Students, Helen Hollingsworth suggests the following format when

applying the 5W plus H heuristic:

1. Ask students to pick a topic for writing. Tell students to
write their topic at the top of a sheet of paper. Then tell
them to write questions (... 12 of more for older
students) about their chosen topic. Each question must
begin with the 5 Ws plus H (Who, What, Where, When,
Why, How).

If students have trouble writing the number of questions
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specified, the subject is too narrow . . . or they do not
really have an interest in the subject. Another topic
should be selected.

2. Tell students to answer their questions by reading,
interviewing, or thinking about the answers. Put
answers on a separate sheet from the questions . . .
not particularly in complete sentences nor in any order.
If answers come from printed material, the source
should be noted.

3. Tell students if they find more information than
anticipated, they must write more questions. They may
write as many questions as they like (95).

After completing a prewriting activity, such as brainstorming or the 5W
plus H questions, students may begin the writing stage of the process. As ideas
become organized on paper, consideration of the introductory, body and
concluding paragraphs should be recognized. Teachers can aid students in
developing organized, supportive ideas. As a student completes an informal
outline, such as the box outline diagramed in the appendix, content teachers
can help keep the student focussed on the topic. Careful monitoring will
encourage students to write coherent compositions. This will the reduce the
content teacher’s fear of receiving poorly written work (Mayher 89). In addition
to monitoring, Tchudi offers several practical ideas for teaching during the
writing stage. Content teachers should:

1. Tell students not to worry about spelling, punctuation,

and mechanics at the rough draft stage;
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2. Provide assistance for students that get stuck with a
writing block . . . by simply saying, ‘Tell me what it is you want to
write about’;
3. Help students focus on the audience with whom they will
be sharing their knowledge to help clarify their writing
(16-17).

Furthermore, in “Teaching Rhetoric in High Schooi: Some Proposals,”
Richard Larson offers a unique way of helping students during the writing stage.
Consider his definition of rhetoric:

We can say that rhetoric is the art of adapting the ideas,
structure, and style of a piece of writing to the audience,
occasion, and purpose for which the discourse is written.

Larson applies this definition to what he calls the SOAP technique of
writing:

S = subject--topic, content , ideas
O = occasion--the setting, the current situation at hand;
and the force that encourages actual writing to happen
A = audience--readers (one person, a small or large
group, or a type of person/people)
P = purpose for the audience (informative, persuasive,
descriptive, self-expressive . . .)
(1060).
Time should be scheduled during the interdisciplinary workshop for
teachers to discuss and to develop SOAP assignments. Models, such as the

one below, will greatly benefit teachers. From assignments developed,
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teachers will visualize the important areas to emphasize when monitoring
student writing:
“The Yellow Wallpaper” by Charlotte Gilman
You are the wife in “The Yellow Wallpaper,” and you have
been told by the nurse that your favorite boutique is going
to have a one-day sale next week. You want to go. Since
your husband does not come in to see you very often and he
will be away, write a letter persuading him that you are in the
peak of health and that there are very reasonable
explanations for your recent behavior--so you can attend the
sale.
S = Your health and behavior
O = You want to go to the sale.
A = Your husband
P = To persuade him that you are not sick
S0 you can attend the sale
(Hernandez 1).

Dr. Tommy Boley of the University of Texas at El Paso offers an eight part
evaluation guide for SOAP assignments. As noted in the appendix, this may be
used as a peer evaluation technique. During writing across the curriculum
training, téachers of all disciplines can, therefore, give feedback concerning the
components of a good composition. This reinforces what takes place in the
writing stage of composing.

After completing the writing draft, students can proceed to the revision

stage. While revising, students may change words, rewrite sentences, delete
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unnecessary information, add detail, reorganize paragraphs, etc. The focus of
this stage is to express ideas in a clear, organized manner (Winterowd 16).

During the interdisciplinary workshop, teachers should recognize
revision as a valuable tool. Write More, Learn More published by Phi Delta
Kappa, provides suggestions for guiding students through the revision stage:

1. Help students to see that writing is a process made up
of many stages and that writers continualily refine their
writing at each stage.

2. Provide suggestions for improving writing, such as
additional detail, changes in organization, paragraph
order, or title.

3. Provide dictionaries, grammar reference books, and
thesauri in the classroom.

4. Provide opportunities for students to work with each other
in revising/editing their papers (Furnish 40).

Sherry Howie, author of A Guidebook for Teaching Writing in the Content
Areas, emphasizes that revision is not a form of punishment (15). Instead it is a
natural, essential part of the writing process. Well-known writer James
Michener agrees:

| have never thought of myself as a good writer. Anyone who

wants reassurance of that should read one of my first drafts. But

| am one of the world’s greatest rewriters. | find three or four

readings are required to comb out the cliche, line up pronouns
with their antecedents, and insure agreement in number between

subjects and verbs. It is, however, this hard work that produces
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a style. You write the first draft really to see how it is going to come
out. My connectives, my clauses, my subsidiary phrases don’t
come naturally to me, and I'm very prone to repetition of words;
so | never write anything important in the first draft. | can never
recall anything of mine that's ever been printed in less than three
drafts (Murray 241-242).

Like Michener, when students are comfortable with their revised
thoughts, the last step of the writing process may be incorporated. Once again,
the publication stage requires teachers to be active participants in the writing
process. Because publication can motivate students to do their best work,
educators should provide opportunities for sharing to take place (Proett 28).
Content teachers should encourage students to share their work with others.
This can be done in partners as well as small or large groups. During the
publication stage, teachers should provide positive feedback to students for
their efforts in writing. Sharing writing is a positive response (Furnish 40).

Publication methods vary greatly as noted in an excerpt from Pat
Edwards article “100 Ways to Publish Children’s Writing.”

Books of All Kinds
1. ‘My Best Writing’ - Individual Scrapbook
2. Riddle and Joke Books
3. A ‘Group’ Story
Newspapers
4. School News

5. ‘Crazy Paper’ - Nursery Rhymes Retold

Letters
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6. To a person in the news
7. Teacher Writes Too - Personal letters to students
Notice Boards
8. Here’s Good Work!
Miscellaneous
9. Form a Writers Club (18).

During the writing across the curriculum workshop, teachers can discuss
publishing techniques appropriate for their school. In the book, Explorations in
the Teaching of English, Stephen Judy gives an account of John Hart, former
principal of Philadelphia Central High School. During the middle of the
nineteenth century, he and his faculty determined that newspapers and
magazines publications could best serve the needs of the student body. Within
ten years, the high school published more than six newspapers and a variety of
magazines. Today, more than a century later, the faculty at Philadelphia Central
High School continues to recognize publishing as an essential stage in the
writing process. As Hart recognized long ago, publication dramatically
improves the content and clarity of student writing (221).

After completing an overview of the writing process, as examined above,
content teachers will be more accomplished evaluators of students’ writing. As
evaluators, the purpose of assessment is to ascertain whether the student
understands what is supposed to be learned or is “merely regurgitating a
prescribed set of words which are not necessarily his own” (Mayher 122).
Samuel Thurber of the Girls’ Latin School in Boston, 1898 agreed:

Language is acquired only by absorption from contact with an

environment in which language is in perpetual use. Utterly futile
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is the attempt to give a child or youth language by making him
learn something about language. No language is learned
except as it performs the function of all speech--to convey thought,
and this thought must be welcome, interesting and clear. There
is no time in the high school course when language will be
learned in any other way (Judy 27).

When evaluating for learning, Toby Fulwiler summarizes several
techniques appropriate for content teachers. The most encouraging technique
to be shared among teachers is holistic grading. This presents teachers the
opportunity to respond to a paper’s content rather than the structural mechanics
(29). When evaluated holistically, a piece of writing is considered in its totality
with respect to purpose and audience. Examples of holistically evaluated
compositions include those produced by ninth graders for the Texas
Educational Assessment of Minimal Skills exam. Samples, such as those in the
appendix, may be distributed to the participants of the interdisciplinary
workshop and to students in the classroom as models of holistic evaluation.

Because holistic evaluation encourages a global response to a piece of
writing, papers will not “bleed” with red marks. Fulwiler asserts that less error
marking is perceived as positive by the writer (29-30). In many cases, praise
motivates more than marked red errors (Schifsky, “Evaluating Content Writing”).
Unpopular to the evaluation philosophy of interdisciplinary writing is the 1898
comment from the Committee of Composition and Rhetoric of the Harvard Board
of Overseers.

The province of the preparatory schools is to train the scholar, boy

or girl, and train him or her thoroughly in what can only be
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described as the elements and rudiments of written expression--
they should teach facile, clear penmanship, correct spelling,
simple grammatical construction, and neat, workmanlike
mechanical execution. And this is no slight or simple task. . ..

It demands steady, daily drill and drudgery of a kind most
wearisome. Its purpose and aim are not ambitious--its work is
not inspiring (Judy 27).

Undoubtedly, some teachers resist holistic grading simply because it
does not require marking every error, and some teachers will find the old habit
of constant marking difficult to break. If some papers exhibit multiple errors,
Fulwiler recommends singling out only one or two problems (30). This
encourages the writer to improve on specific areas.

Based on the discussion above, content area teachers should keep
editing symbols to a minimum. Basic marks, as noted in the appendix, are
easily learned by teacher and student. Importantly, evaluation marks should be
consistent throughout the school. The conformity will help ensure unity among
interdisciplinary writing teachers and lessen confusion among student writers
(Fulwiler 30). Interdisciplinary workshop participants should realize they do not
have to become like the educator in Richard Behm'’s essay, “Portrait of the
English Teacher As a Tired Dog":

It is a November midnight, Johnny Carson has just ended, and
throughout the block the last lights flick off--all but one that is.
A single orange light blooms in the darkness. It is the English
teacher, weary-eyed, cramped of leg, hand, and brain, sifting

listlessly but doggedly through piles of themes, circling, marking,
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grading, commenting, guilt-ridden because the students were
promised that papers would be returned last week. The fifth cup of
coffee grows cold and bitter. Just one more paper. And then one
more. Andthen. ..

(Judy 208).

Because holistic evaluation and basic editing symbols eliminate
excessive grading time, teachers have more time to evaluate orally through
individual conferences, as modeled in a typical oral conference located in the
appendix. Importantly, content teachers may feel more comfortable “talking”
rather than writing comments. Such action is worthwhile; Mayher asserts that
five minutes of “intense talk” with a student can equal up to twenty-five minutes
used to write comments (138).

There exists a variety of specific conferential methods to compliment the
preference of individual workshop participants. These vary from impromptu to
scheduled. In addition, scheduling may be as informal as a sign-up <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>