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Within the last two decades or so, the teaching of writing has 
undergone a trernendous change. The traditional paradigrn, which focuses 
on the end product of writing and which gives great irnportance to correctness, 
has been replaced by the new paradigrn which focuses on writing as a 
process :  a process of constructing rneaning, a process of discovery ,  invention, 
and exploration of ideas. This shift frornproduct-centeredto process-centered 
writing has had rnany beneficial results on the teaching of writing, and of 
course, on the acquisition of writing skills as well .  However, rnost of the 
research done on this area up until now has concentrated on English as a first 
language. A great deal rernains to be done regarding the value of process
centered writing for English as a Second Language (ESL) and English as a 
Foreign Language (EFL). 1t is rny purpose here to show how useful the 
writing as a process approach can be in ESLIEFL writiny , giving special 
attention to feedback, a key aspect in the writing process. It is crucial to 
have a cIear idea of the rnain aS8urnptions of the writing-as-a-process 
paradigrn, but not before rnentioning sorne aspects about the present situation 
of the teaching of writing in Costa Rica. Then, each one of the steps in this 
process wil l  be discussed, focusing particularly on the beneficial effects 
these can have on ESLIEFL writers . Final1y, sorne recornrnendations on how 
to put this theory into practice will be offered. 

1. ESL Writing in Costa Rica 

The changes that the new paradigrn has brought to the teaching of 

1. See Annofllted Bibliography on Writing as a Process. at the end of this artiele .  
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writing around the world have also influenced many instructors and students 
in our country . A number of writing professors have been taking advantage 
of these innovative practices in the teaching of writing, especially at the 
university level.  These educators have witnessed many beneficial results. 

However, it is difficult to try to change the conceptions and teaching 
behavior of other educators in Costa Rica who are stilI oriented by the 
traditional paradigm, and to show how important each step in the writing 
process is. These teachers firmly believe that writing is the final product 
which ought to be perfect, with no mistakes of any kind. Por this reason, they 
are sure that their responsibility as writing teachers consists of checking the 
student' s final product, making students aware of their errors, and grading 
them. It is fundamental to realize that only by working through the writing 
process and foIlowing aH of its steps will students improve the final product, 
learn, and probably enjoy their writing. 

Sorne educators who give their students the opportunity to rewrite the 
papers focus only on the errors . These teachers show students their 
weaknesses . Those educators are not aware of the advantages of treating 
errors one at a time. Therefore, if they find one hundred kinds of mistakes, 
they feel that it is  their responsibility to have students correct aH of them at 
the same time. Many teachers never make comments on students content, 
not even when the ideas are beautifuIly communicated. Other teachers do 
not give students a chance to rewrite their papers . These are sorne of the 
reasons why many students hate their writing cIasses and never learn to write 
weH . 

It is pertinent to cIarify that the writing-as-a-process approach does 
not neglect the importance of correctness in the final producto One cannot 
deny the negative effects of mechanical errors on a piece of writing. Students 
al so ought to be very aware of this ;  and we know that students always want 
their errors to be treated. Most students are dissatisfied when they are not 
corrected on their surface level mistakes .  Therefore, the teacher must make 
sure the students understand this new way of seeing writing with its 
assumptions. They are to understand that rather than neglecting correctness 
they are working on content first and then on formo According to Robb, Ross 
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and Shortreed «Krashen advocates delaying feedback on errors until the 
final stage of editing.»2 

For a final piece of writing to be better in surface correctness and richer 
in ideas, and for these ideas to be smoothly communicated, students must get 
involved in a sequence of processes : collecting information (pre-writing), 
drafting, and revising. And they need the teachers' help and guidance. 

We do not want to give students the wrong impression that learning 
to write is mastering techniques for structuring sentences, using correct 
punctuation and organizing ideas into predetermined structures. On the 
contrary, writing is a process of discovering and creating meaning. Writers 
give shape to the ideas as they write . They go back and forth, add, eliminate, 
and change ideas . 

Obviously, in this  process of creating meaning, student-writers make 
mistakes of which instructors must be tolerant. A piece of writing with fewer 
mechanical mistakes but a restricted elaboration of ideas is not necessarily 
better. The professor should share responsibilities in this process of 
production . His central concern is  helping students go through the process 
successfu l ly in order for thern to produce good pieces of writing. 

In addition, there are many professors who never allow students to 
work in the prewriting stage. They would never «waste time» allowing 
students to talk or to read in a writing c1ass .  Students know that the purpose 
of the composition c1ass is to write, and that teachers expect them to remain 
silent . If a teacher knows about the steps of the writing process and refuses 
to follow them, at least he/she has the knowledge about this alternative for 
the teaching of writing . 

2. Writing as a process 

There are several irnportant aspects to mention regarding the new 

2. Thomas Robb, S .  Ross and 1 .  Shortreed, «Salience of feedback on error and its effects on ESL 
writing Quality,» TESOL Quarterly. XX, I ( 1 986): 83 .  
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paradigm of teaching writing. May Shih synthesizes these aspects very 
c1early when she affirms : 

«l . . .  J process-centered approaches help student writers to understand 
their own composing processes and to build their repertories of 
strategies of prewriting (gathering, exploring, and organizing raw 
material), drafting (structuring ideas into a piece oflinear discourse), 
and rewriting (revising, editing, and proofreading). »3 

A brief reference to each one of these ideas will help us understand 
how important each one of these is, and how beneficial they can be if they 
are used with ESL learners . 

2. J Prewriting 

The first important step in the writing process is prewriting . The main 
purpose of having a prewriting stage is to give students the opportunity and 
the time they need to generate, explore, and organize ideas, and then to share 
those ideas with their c1assmates, professor, or any other person in order for 
them to construct meaning. In an ESLIEFL situation, this step is not just 
important but absolutely necessary . It is obvious that many ESLIEFL 
students have the l imitation of the language itself. They have a great deal of 
trouble trying to communicate in the second language, especially in written 
form, because not only are they worried about how to communicate their 
ideas, but they also need to be cautious about surface mistakes .  Due to the 
fact that the latter are often more important for them, they concentrate on 
form rather than meaning. For instan ce, many students tend to go back and 
look for mistakes while they are writing; consequently, they sometimes 
forget the ideas they had in mind, or it becomes more difficult for them to 
express these ideas . 

In addition, EFLIESL writers over-use dictionaries. They get so 
worried about spelling the words correctly that they constantly interrupt their 

3. May Shih, «Content-based approaches to teaching academic writing,» TESOL Quarterly, XX, 
4 ( 1 986): 623. 
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writing to look the words up in the dictionary . Prewriting helps them 
concentrate on meaning and generate ideas because they do not need to 
worry about formo One of the main reasons for this difficulty is the fact that 
many students think in their native language and then try to translate into 
English .  Of course, much of the meaning is lost in this translation process, 
which is  not an easy task even for professional translators . The prewriting 
stage helps students overcome aH these l imitations and think in English.  

Several activities have been proposed for this prewriting stage by 
different researchers such as Zemelman and Daniels, Meyher et al . ,  Britton, 
and others.4 Activities such as free writing, talking, reading, interviews, 
c\ustering, journals, brainstorming, and many others have been suggested . 
Sorne of these activities are very useful for ESL students to improve their 
writing ability .  In addition, they are beneficial in developing other language 
ski l l s .  For instance, by talking or brainstorming, students generate many of 
new ideas to be used and developed in their writing at the same time that they 
improve their speaking and l istening comprehension ski l ls .  If the students 
are to read in the prewriting stage, not only do they acquire knowledge in the 
language, spell ing, grammar, etc . ,  but also in other areas of content, not to 
mention the improvement in reading comprehension itself. 

Having such a variety of activities to choose from, the teachers might 
consider giving the students the opportunity to select the activities which 
they l ike better, feel more comfortable with, and enjoy more than the others . 
In other words, students should be aHowed, as often as possible, to choose 
those prewriting activities they l ike the most. 

2.2 Drafting 

Once the students finish their prewriting stage and feel more 
knowledgeable about a topie, they are prepared to start with their first draft. 
S tudents need to know that this  is just the first attempt to construct meaning 

4. s. Zemelman and H. Daniels, A CommunityofWriters (Portsmouth, NH: Heinemann Educational 
Books, 1 988); J. Meyher, N. Lester, G. Pradl, Leaming lo write: Writing lo leam (Upper Montclair, 
NJ:  Boynton/Cook Publishers, 1 983);  J. Britton, The development ofwriling abilities (London : 
Macmillan, 1 975).  
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on paper, that this draft can be changed and that it does not matter if it has 
mistakes. It is important to remember that, as Britton points out, «writing is 
rarely a matter of putting spoken words into written words.»5 It is really 
important for ESL students to be al lowed to work on the improvement of the 
papers . These students improve, and feel more confident as wel l .  If students 
are allowed to work through a paper, they can first worry about conveying 
meaning, knowing that they will have time to concentrate on mechanical 
mistakes latero 

It is not surprising to notice that researchers in ESL such as Urzua,6 
Shih, and others, have found that drafting helps students improve their 
writing considerably . Not only do they write better, but they also improve 
their fluency. Unfortunately, even though many teachers allow students to 
work in this drafting stage, the type of feedback they give in these drafts 
shows that their main concern is stil l  surface level errors rather than content. 
This is the weakest point in teacher' s reactions to students '  papers . As a 
result, a demotivating attitude has grown among student writers . 

2.3 Feedback and revising 

Research in ESL writing shows that teachers respond most frequentIy 
to surface errors . For example, Applebee ( 1 98 1 )  «found that 80% of the 
foreign language teachers rank mechanical errors as the most important 
criterion for responding to student writing.» 7 In addition, Zamel reports that 
teachers evaluate students writing with a similar criterion .  She found that 
langua§e teachers focused primarily on «problems of mechanics, usage, and 
style .» She also notices that ESL teachers : 

«[ . . . ] misread students texts, are inconsistent in their reactions, make 

5. Britton, p. 1 9. 

6. C. Urzua, « 'You slopped loo soon ' :  Second language children composing and revising,» 
TESOL Quarterly. XXI, 2 ( 1 987): 279-297. 

7. Cited in Thomas Robb, S.  Ross and l. Shortreed. «Salience of feedback on error and its effects 
on ESL writing quality,» TESOL Quarterly. XX, 1 ( 1 986): 83. 

8 .  Vivian Zamel, «Responding to  student writing,» TESOL Quarterly. XIX, I ( 1 985):  84. 



Writing is not so tough ! 171 

arbitrary eorreetions, write eontradietory eomments, provide vague 
prescriptions, impose abstraet rules and standards, respond to texts 
asfixed andfinal produets, and rarely make eontent speeifie eomments 
or offer speeifie strategies for revising the text. »9 

Similarly, Santos ( 1 988),  in a study conducted to see the reactions of 
1 78 professors to nonnative speaking students writing, 1 O found that teachers 
give special attention to the language mistakes rather than the content. 

The following example i I lustrates the fact that ESL/EFL professors 
pay more attention to surface mistakes than content in the revision process. 
These paragraphs are taken from a composition written by Pablo, a ESL 
student in  The American Language Institute at Indiana University of 
Pennsylvania. His native language is Spanish . 

The immigrants in America 

The majority of US citizens are descendants of settlers who 
came from many places around the world to establish themselves in 
this new land. The first immigrants came from England, Holland, 

and Germany. Later, they came from Italy, Poland, Scandinavia, 

Turkey, China, etc. Currently, many people have immigratedfrom 
Latin America for politica� economical, and social reasons. 

The first immigrants were trying to escape from poverty and 

oppression in their countries. They wanted to establish their own 
farms and have their own property, not dictated for anyone. In 

America, they found great economic opportunities, religion liberty, 
and political freedom. For these reasons they were motivated to 

build a new civilization in the new world. 
America was the land of opportunity, the land of liberty. 

Immigrants had many serious problems adjusting to their new 

word. They didn 't have enough money and most of them didn 't 

speak English. 

9. Zamel, p. 86. 

10. Terry Santos, «Professor's reactions to the academic writing of nonnative-speaking students,» 
TESOL Quarterly. XXII, 1 ( 1988):  69-87. 
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The whole composition, which is actually well organized and without 
serious mechanical mistakes, was graded e by the professor because she 
thought: «It could have been more vivid,» and «You should try to be more 
careful,  you made too many mistakes .» The surface-Ievel mistakes did not 
interfere with the transmission of meaning at all ; the composition was easy 
to understand. However, the professor was upset with the student' s mistakes. 

The student had the opportunity to rewrite the papero However, he 
affirms that he was so discouraged that «1 changed the whole thing.»  In 
addition, Pablo says that he was never able to understand what the teacher 
meant by «it could have been more vivid.» 

Obviously, errors should be treated, but they should be treated one at 
a time, as many researchers such as Zemelman and Daniels, Meyher et al . 
suggest. Furthermore, the teacher should always make students feel that 
there is at least something worthwhile in their writing. If I were to help Pablo 
improve his paper, I would probably have a talk with him. First, I would help 
him extend his ideas if he wants to . And when he has successfully 
communicated his ideas, I would help him work on mechanical mistakes, 
one at a time. Spell ing seems to be the most persistent error Pablo has ; 
therefore, I would work with this first. Then, he can check the other mini mal 
mistakes he has by himself. But most importantly, I would let him know that 
his composition is very interesting. 

The main problem of sorne ESLIEFL students, whose instructors pay 
too much attention to surface-Ievel features, is the fact that content is 
constantly put in second place. It appears that sorne teachers tend to forget 
that language is a means of transmitting meaning. Thus, meaning should be 
the main aspect considered in writing as well as speaking. This implies that 
ESL students have to be encouraged to develop, organize, generate, and 
express their ideas in the first place, and then, start worrying about surface
level mistakes such as spelling, word choice, grammar structures, and so 
forth . As Santos asserts «NNS [non-native speaking] students need to 
improve their skills in areas that most directly affect content, such as 
organizing, developing, and supporting their ideas and arguments .»  1 1  In a 
study in ESL carried out by Urzua, whose primary goal for students was to 

1 1 . Santos, p. 85.  . 
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concentrate on meaning, results showed that students developed their 
writing «as a result of their growing sense of divergent audience and a 
conscious awareness of the means by which they could manipulate language 
as they develop their own voice.» 1 2 The fact that these students were 
advised to pay attention to meaning rather than form, helped them deve10p 
their writing, and become more fluent. Focusing on content rather than form 
does not deny the importance of mechanical errors, but these can be anaIyzed 
and improved after the writer has been able to organize his ideas coherently . 
Having mentioned the importance of feedback in the writing process, it is 
now pertinent to consider sorne possible methods for providing feedback. 

3. Methods for Providing Feedback 

3. 1 Conferences 

There are several ways in which feedback can be provided, not 
necessarily only by the teachers . Researchers (Zemelman and Daniels; 
Meyher et al . ;  Urzua; Harris ;  Shih; Zamel) agree that conferences are 
valuable because they give teachers the opportunity to provide feedback in 
such a way that students clearly understand the teacher' s comments and ask 
for clarifications if they do not understand . EFLIESL students, for example, 
for whom it is sometimes very difficult to express their ideas and to 
understand written comments, have the opportunity to raise questions, to 
make themselves understood. In other words, conferences are two-way 
communication in which both students and teacher can actively negotiate 
meaning. 

The fact that the feedback is given directly makes students feel that the 
teacher is realIy interested in helping them, and that he or she is curious about 
their ideas . Harris mentions that conferences give teachers the opportunity 
to «respond as an audience or reader, to identify problems the writer may be 
having, and to teach the writer strategies ·for moving through the writing 
process successfulIy .» 1 3 The teacher then helps students move into the 

1 2 .  Urzua, p.  283. 

1 3 .  M. Harris, Teaching one-to-one: The writing conference (IlIinois: National Council ofTeachers 
of English, 1 986), p. 6. 
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process of constructing meaning by talking to them, asking for clarifications, 
specifications, opinions, etc . In addition, Harris affirms «conference 
comments are clearer than those on written paper.»  1 4 Conferences also give 
the teacher the opportunity to treat individual problems. For instance, if a 
student has a grammar problem that the rest of the class does not have, a 
conference pro vides a good opportunity to treat this problem without 
bothering the rest of the students. Besides, Harris also mentions that there 
are cultural differences which interfere with the students' performance.  If 
most of the students in an ESL class belong to different cultures, they will 
probably have different kinds of culturally related problems . Thus, 
conferences are a good resource to work on these problems without involving, 
and possibly confusing, the rest of the class.  Important advice is  given by 
Meyher et al .  ( 1 983) .  They mention that teachers have to keep in mind that 
in conferences «students need to build confidence in us [teachers] , to hear 
positive and supportive remarks .» 15 

3.2 Group Work 

Another efficient way of providing feedback is found in group work.  
Working in response groups, students have the opportunity to share the role 
of audience with the teacher. In addition, response groups offer students the 
chance to work together, helping each other in the writing process, giving 
suggestions for improvement, developing ideas, sharing experiences, an so 
forth . Furthermore, this is a good activity for them to improve their language 
skills such as listening and speaking. Urzua, in a study conducted with ESL 
chi ldren, found significant improvement in the writing process of those who 
were allowed to work in peer response sessions.  She affirms that «the 
importance of having a reader as well as a responder, was evident in the 
children' s products. as well as in the group process itself.» 1 6 

3.3 Pair Work 

Working in pairs can be effective in EFLIESL because by giving 

14. Harris, p. 1 9 . 

1 5 . Meyher, p. 1 38 .  

1 6. Urzua, p. 283. 
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feedback and trying to help each other, students improve their writing and 
leam about themselves . In other words, if they have the opportunity to see 
their writing in the writing of others, not only will students try to avoid those 
problems they were told about, but they will  al so avoid the problems they 
detected in their peers ' papers . 

3.4 Teacher 's Comments 

Nevertheless, sorne instructors have been neglecting revision. Their 
comments at the end of the essays advise to students as to how to improve 
in their fol lowing assignment. The student, however, is often quite lost when 
reading the teacher' s comments because, as Harris asserts, they are «too 
abbreviated in nature, too general, and possibly not focused enough in the 
areas where leamers want feedback» . Similarly, Zamel asserts that «the 
teacher' s marks and comments usual ly take the form of abstract and vague 
prescriptions and directives that the students find difficult to interpret.»  1 7 
Most of the time, the students do not understand these comments and by the 
time they write another essay, they have forgotten the comments the teachers 
had made. It seems that sorne instructors do not understand the purpose of 
this  revis ion step. 

Obviously, we cannot teach students to write by looking only at what 
they have written . We must also understand how that product carne into 
being and why it assumed the form it did. Without clear detection of the 
symptoms, no effective treatments can be conducted (Harris, 1 986; Sommers, 
1 986) .  In addition, if the process of writing is a process of discovery and 
invention in which people make meaning while they write, then it is evident 
that revision is a fundamental part of this process. What students need is not 
comments on their finished product, but rather help in revising the essays, in 
other words, the opportunity to improve their writing. Moreover, this view 
also implies that teachers should be more tolerant of errors . And that they 
should always make students feel that their compositions have at least 
something worthwhile, no matter how many errors they have. 

1 7 .  Zamel. p. 79. 
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It is necessary for ESL teachers to realize that errors are almost 
impossible to avoid in the process of learning to write. Furthennore, they 
have to remember the fact that errors are thought to be necessary in 
second-Ianguage learning; in fact they are developmental . As Hull ( 1 985) 
affinns «errors in second language learning are viewed as a necessary and 
healthy outcome of lanfuage experimentation, rather than merely the 
absence of correctness .» 8 This idea has important impl ications for the 
teaching of writing, specialIy for those educators for whom the product
centered approach sti ll prevails .  

4. Implications 

The recommendations given here can help change sorne views about 
the teaching of writing. First, it is necessary to educate educators . In other 
words, many instructors need to be informed about the existence of a new 
way of approaching the teaching of writing and its impl ications to ESL/EFL. 
There are several means that can be used for this purpose sorne of which are 
publication of articles, giving lectures in the National Workshops for the 
Teachers of English, practical research, among others . Second, it is also 
important to let students know about the process-centered approach to try to 
change their negative attitude toward writing into a positive one. Ifthey have 
found writing difficult, they must understand that the writing steps make it 
much easier. If they have thought that it is boring and individualistic , they 
can realize it is no longer. If they have believed that the teacher' s main 
concern is mechanical mistakes,  now they can see that teachers are more 
interested in helping them communicate their ideas and improve through the 
writing process .  

In  fact, the shift that the teaching of  writing has experienced from 
product-centered to process-centered, has had many positive effects on the 
teaching of writing, as welI as in the learning of writing. In ESL situations, 
the application of this theory has had very positive effects on the students 

1 8 . G. Hull. «Research on error and correction.» in B. M. Mcculland and T. R. Donavan. eds .• 
Per.vpectives cm researcl! alld .vcl!olarship ill composition (New York: Modero Language 
Association. 1 98�). p. 1 72. 
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(see Shih),  as well on teachers who have adopted a more flexible position, 
and therefore, they are now more tolerant of errors. 

Even those educators who oppose this new approach to the teaching 
of writing cannot avoid going through these processes. Consciously or 
unconsciously, all writers are involved in the processes of prewriting, 
writing, and revising. It never stops. No matter how knowledgeable and 
skillful a writer (professor, student, professional writers) might be, s/he 
cannot avoid such processes when writing, because -as mentioned before
«writing is not a matter of putting spoken words into paper,» but constructing 
meaning through writing. 

This  process-centered paradigm is not well known to sorne 
professionals for different reasons . Therefore, they are not aware that 
writing is a process through which meaning is created, a process that has 
three main stages: prewriting, writing, and rewriting, offering students the 
opportunity to improve their «final products» and leam in an enjoyable way. 
This new paradigm is mainly concemed with what students have to offer 
rather than what the teacher thinks they should. 
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ANNOTATED BIBLIOGRAPHY 
ON THE WRITING-AS-A-PROCESS APPROACH 

The works compiled in  the present annotated bibliography 

represent only a segment of the broad variety of current trends in  

writing-as-a-process. They are confined to  the idea that , writing 

instruction has to emphasize content rather than formo To facil i tate the 

best selection of the works incIuded and to ease the comprehension for 

the reader, the compiler has cIassified articles in four different 

categories. Namely :  I. Methods ofWriting as a Process, 11. Writing 

Strategies, 111. Feedback, and IV. Revision. 

This work is the resul t  of consul tation of books, journals and 

abstracting sources -Educatio1lal Resources Informatio1l Ce1lter 

(ERIC), Current 11ldex ro Journals in Educarion (CIJE), Language 

Teaching (LT), Lallguage alld Linguistics Behavioral A bstracts 

(LLBA), and Applied Linguisrics Abstracts (ALA). The works c i ted 

cover articIes and books publ ished between 1985 and 1989 .  

In cases where the compiler either created or modified existing 

abstracts, the initials of the abstractor have been appended ; where an 

author 's  original abstract has been used, either in  i ts original form or 

with minor modifications, the letters (OR) for «Original» ha ve been 

appended to the abstract in  question. 

l. Methods oC Teaching Writing as a Process 

AlIwright. R. et al .  «Investigating reformu lation as a practical strategy for the teaching of 

academic writing.» Applied Lingllistics. 9. 3 ( 1 988):  236-56. 

Studies the use of reformulation as a strategy for the teaching of writ ing and then 

explores the use of reformulation for such purposes. The strategy generates a rich data 

base of writing samples which permit the pursuit of a great deal of precise research. 

( IJ/LT) 

Diaz, D. M. «The adult ESL writer: the process and the context.» Paper presented at the 76th 

Annual Meeting of the Natiollal e ouncil ofTeachers of English. San Antonio, Texas. 
November 1 986. 
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Investigates the use of process writing techniques with English as a second language 

(ESL) writers to establish a context where the strategies and methodologies that have 

been generated by the last 1 5  years of research on the composing process of native 

speakers could be used with ESL writers. Findings indicated that not only are process 

strategies and techniques strongly indicated and recommended for ESL students, but 

also when used in secure, student -centered contexts, the benefits to these students can 

go far beyond their development as writers. (IJ/ERIC) 

Dole, R.  On teaching the neglected fourth ski l l .  Bulletin de L 'A CLA/ Bulletill oftlle CAAL. 
1 1 , I ( 1 989): 49-35 .  

Presents the resu lts of an experiment involving 50 ESL students. The experimental 

goals were to make students feel as anxiOlis as possible when writing in English, to 

have them write as much as possible, to make them concentrate on accuracy and 

fluency . Results show the varying effects of the factors in the students' progress in 
ESL composition. ( IJ/LLBA) 

Hedge. T. Writillg. New York: Oxford University Press, 1 988. 

This book presents a range of writing tasks within a framework ofthe current thinking 

on the process ofwriting. J t  discusses the components ofwriting abi lity which ski lled 

writers demonstrate. and how cIassroom activities can help learners to develop these 

ski l is .  ( IJ/L T) 

Hudelson, S. «Writing in a second language.» AlllzualReview ofApplied Lillguistics. 9 ( 1 988): 
2 1 0-222. 

Traditional views of writing instruction focus on writing as a product, whereas more 

recent models focus on the process ofwriting. The application ofthe process-oriented 

model in the second language cIassroom is discussed in relation to recent research. 
Among the areas of concentration of current research are writing processes, the 

second language cIassroom instruction, and second language writing. ( IJ/L T) 

Hudelson, S. «Chi ldren' s writing in ESL.»  ER1C Digest. Washington, D.C. ,  1 988. 

Research has found that the process of writing is  simi lar for both first and second 

language 
°
learners. Teachers need to pro vide opportunities during cIass for ESL 

chi ldren to use writing to c¡my out tasks that are meaningful to them, e.g., keeping a 
diary or journal .  Assessment should be based on daily classroom activities and may 

incIude keeping writing folders with all of each studenl' s work. (IJ/ERIC) 

Janopoulus, M. «Reader Comprehension and holi stic assessment of second language writing 
proficiency .» Writtell Commullicatioll, 6, 2 ( 1 989): 2 1 8-37. 
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Holistic reading is widely used to assess the proficiency of non-native speaking 

writers. However, ESL professionals have questioned how native speaking raters 

wi l l  comprehend NNS texts. Results show that readers of the better written text 
recal led better. (IJ/LLBA) 

Katz, P. «The l ife experience approach with L2 leamers : The case against correction.» 

Australian Journal 01 Reading, 9, 3 ( 1 986): 1 80-85 . 

Suggests that noncorrective approach in a l ife experience program has significant 

merits in  ESL language reading and writing programs. This informal method not only 

speeds up the reading process but also helps in  bui lding students confidence. ( IJ/ 
LLBA) 

Kelly. P. « How Do ESL Writers eompose?» Australian 01 Applied Linguistics, 2 ( 1 986):  94-
1 1 9 .  

Reported is  an experiment in which adu ll nonnati ve speakers, all professionals taking 

an Engl ish for specitic purposes (ESP) course were required to « think aloud» as they 

engaged in an expository writing task. Tapes of the Students' speech were analyzed 

to reveal duration. frequency, and position of various types of writing behavior. 

Focus was on accretion of data aboilt subprocesses of writing such as planning 

revis ing, commenting. etc. ( 111 ALA) 

Liebman. J. « eontraslive rhetoric;  students as ethnographers . »  Journal 01 Basic WI"iting. 7. 
2 ( 1 988) :  6-27. 

Discusses the application of contrastive rhetoric lo the teaching of writing in both ESL 

and NES students. The organization of the papers did not reveal any cultural 

differences between the students, but differences were found in the students' 

approaches to the material .  (I1ILLBA) 

Littlejohn, A., Hicks, D. « Task-centered acti vities.» Lancaster Practical Papers in English 
Language Education. 7 ( 1 987) :  69-9 1 .  

Proposes that language tasks shou ld provide the opportunities for communication, be 

motivating and absorbing, and exploit the leamer' s prior experience. Frequently 

writ ing materials involve students in  acti vities which are designed to develop 

grammatical control .  What we need are genuine writ ing activi ties which students find 

interesting and motivating. (IJ/LT) 

Meloni, e. ,  ed. « W  ATESOL working papers.» WA TESOL, 2 (Fall-Winter, 1 985) .  

A col lection of working papers on English as a second language (ESL) instruction. 

This includes several articles based on the techniques and approaches for the teaching 
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of composition to ESL students and of the writ ing of formal research papers. ( IJ/ 

ERIC) 

Nelson, M.  «Teaching 'wri ting' to ESL students: a process-based approach .» In  WA TESOL 
Working Papers, 2 ( 1 985) .  

A coI lege- level composition course in English as a second language uses a «freewriting» 

technique and de-emphasizes rules and structure to emphasize writ ing strategies. The 

course is div ided into three major segments: drafting, revising, and fine-tuning. (IJ/ 

ERIC) 

Peyton, 1 .  K. and others. «Beyond writing assignments : the influence of communicative 

context on ESL students '  wri ting.» Paper presented at the 22nd Annual Meeting of 

the Teac/¡ers of English to Speakers ofOtller Languages, Chicago, IL. March 1 988.  

Compares the quantity and maturity of wri ting in three assigned tasks and unassigned 

entries in dialogue journals. The assigned tasks varied in topic control ,  audience, and 

purpose. Findings suggest that ESL students may explore and demonstrate a more 
complete range of their writing abi lities in unassigned writing about personaI ly  

chosen topics than i n  assigned writ ing about teacher-selected topics. (IJ/ERIC) 

Piper. A.  «Wri ting instruction and the development of ESL writing ski l l s :  is there a 
rclationship?» System. 1 7 . 2 ( 1 989) : 2 1 1 -22. 

Views writ ing instruction as the techniques and approaches used by the teacher, as 

weI l  as the learner' s whole experience in  the writ ing c1assroom. Drawing on research 
on writing in both fi rst and second languages, an analysis focuses on the different 

aspects of writing i nstruction. (OR) 

Ragan, P. «Applying functional grammar to teaching the writing of ESL.» Word, 40. 1 -2 

( 1 989) :  1 1 7- 1 24. 

A c1assroom methodology employs a Hallidayan systemic I inguistic perspective to 

teach writ ing ESL more effectively to tertiary-Ievel .  nonnative speakers of English .  

I t  i s  concluded that ESL students can more profitable analyze text that they have 

produced during task oriented conceptualized language related acti vities and this 

classroom interaction i s  faci l i tated by a systemic perspective. (IJ/LLBA) 

Raimes, A. « Teaching writing: What we know and what we do.» Paper presented at the 20th 

Annual Meeting ofthe Teachers ofEnglish to Speakers ofOtlzer Languages. Anaheim, 
CA. March 1 986. 

A review of 10 recent ESL writing textbooks reveals no real change in  approach to 

teaching writing. Rather, there is a continued traditional emphasis on prescribed form, 
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enhanced by a few prewrit ing strategies and group activi ties intended to focus on 

process. This survey makes c1ear that current theory about writing instruction has not 

been fu l ly transferred to practice. (IJIERIC) 

Richards, R.  T. « Thesi s/dissertation writing for EFL students: an ESP course design.» 

Englishlor Specijic Purposes, 7,  3 ( 1 988) :  1 7 1 - 1 80. 

Describes an intensive English for Specific Purposes (ESP) thesis-writing course. 

The course focuses on total discourse learning needs and uses an interactive model 

of needs analysis to target the leaming needs of students. (OR) 

Richmond. K. « Prose models and the ESL writing lesson.» Paper presented at the 1 6th annual 

meeti ng of the California association of teachers of English to speakers of other 

languages.  San Diego, CA. In CATESOL (California Associatioll 01 Teachers 01 
Englislz to Speakers ol Other Lallguages) Occasional Papers, 1 1  ( 1 985) :  3 (,-40. 

The use of prose models in the English as a second language writ ing c1ass has been 

crit icized for promot ing product-based rather than process-based leaming. However, 

the process-centered approach has a number of drawbacks, and prose models can 

solve sorne of these inherent problems. Properly designed models can be an essential 

part of a writing c1ass i f  their purpose i s  to show how writers with I imited English 

proficiency can solve a communication problem in  an acceptable, idiomatic, and 

concise way . ( IJIERIC) 

Russo, G.  « W  ri ting: an i nteracti ve ex perience» in Ri vers, W.  ¡lite ractive Lallguage Teachillg. 
New York: Cambridge University Press, 1 988 .  

Argues that  writing is  an interactive activity in which students are involved with one 

another, with instructors, and other members of the community. Describes four types 

of writing: Class, group, individual, and community writ ing which students can use 

to express themselves. (11) 

Schafer, John S.  « Linguistic Descriptions of Speaking and Writing and Their Impact on 

Composition Pedagogy.» Journal 01 Advallced Compositioll , 4 ( 1 983) :  85- 1 06. 

Surveys the effect of I inguists' contrasting speaking and writ ing to investigate the 

difficulties ofteaching writing and analyzes their influence on the teaching of writ ing. 

I t  is  concluded that helping students imi tate speech i n  their writ ing i s  a proper goal 

for advanced composition c1asses. ( IJIALA) 

Schlumberger, A . ,  Mangelsdorf, K .  « Reading the Contex! . »  Paper presented at the 23rd 

Annual Meeting of the Teachers 01 ElIglish to Speakers ol Otller Languages. San 
Antonio, TX. M arch 1 989. 
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Investigated whether exposure to contrastive rhetoric would deepen intemational 

students' awareness of first and second language conventions characterizing their 

own and other students' writing. It was concluded that awareness of context, 

enhanced by knowledge of l inguistic and rhetorical forms, i s  a valid objective in  ESL 

writing instruction. (IJIERIC) 

Spack, R.  «Ini tiating ESL students i nto the academic discourse community: How far should 

we go?» TESOL Quarterly, 22, 1 ( 1 988) :  29-5 1 .  

A n  attempt to define the nature of academic writing tasks which led to the development 

of different approaches lo the teaching of writing. Argues that the teaching of writing 

in the discipl ines should be left to the teachers of those discipl ines, and that second 

language teachers shou ld focus on general principies of inquiry and rhetoric with 

emphasis on writing from sources. (IJILLBA) 

Spack. R.  «Literature, reading, wri t ing, and ESL: bridging the gaps . »  TESOL Qllar/erly, 1 9 , 

4 ( 1 985) :  703-725 . 

Presents a brief overview of the history of the emergence of composilion courses in  

English-speaking universi ties and examines research on the  activities of reading, 

composing. and responding 10 l i terature. Describes a li terature and composition 

course in  English as a second language which focuses on the interrelationship 

between reading and writi ng. (OR) 

Staton. J . ,  ed. el al. Dialoglle, 1 I I ,  1 -4 ( 1 985- 1 986). 

These four issues of a bullelin on the use of dialogue joumals in  foreign language 

teaching ine lude articles for reading, writing as a process .  writ ing methodology, and 

wri t ing instruction acti vit ies. Recent publications and notes from the field are also 

included. ( IJIERIC) 

Tung, J. «Representation of Syntactic Parallelism,» Ying Yu Yell Chiu Chi K 'mzlSllldies ill 
Ellglish Literature alld Linguistics, 1 3  ( 1 987): 1 45- 1 53 .  

A pedagogical ly based system for representing syntactic parallelism i s  outlined. 

Exercises using this representation are usefu l  in  developing a sense of syntactic 

relations which is usefu l  particular1y for students leaming to write in English as a 

second or foreign l anguage. ( IJIERIC) 

Zamel ,  V. « Writing the Process of Discovering Meaning» in Long, M . ,  J. Richards. 

Methodology ill TESOL. New York : Newbury House Publishers, 1 987.  

States that writing i s  a process through which meaning i s  created, and suggests 

composit ion instruction that recognizes the importance of generating, formulating, 
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and refin ing one ' s  ideas. It implies that revision shouId become the main component 

of instruction, that teachers shouId intervene throughout the process, and that students 

shouId Iearn to view the writ ing as someone eIse ' s  reading. ( IJ) 

11. Writing Strategies 

Burger, S. «Content based ESL in a sheItered psychoIogy course: input, output and 

outcomes.»  TESL Callada Journal, 6, 2 ( 1 989): 45-59.  

Compared the writ ing ski l ls  of psychology students enrol led i n  a sheltered content 

area English as a Second Language (ESL) writing course with those of ESL 

psychology students enrol led in  a course with more traditional instruction. Both 

groups gained in language proficiency; however, the findings suggest that focussed 

reading rather than actual writ ing may have accounted for gains in writ ing ski l ls .  

(OR) 

Chenoweth. N. «The need to teach rewrit ing.» Ellglish Lallguage Teaclzillg Journal, l ( 1 987) :  

25-29. 

Recent research shows that there is  a difference in  how unski l led and ski l led writers 

wri te,  and in how they rewrite. Beuer writers have strategies for correcting local 
problems such as word choice, grammar. and punctuation. and also deal with the 

overal l  content and meaning of their writing by adding. deleting. or reorganizing large 
chunks of discourse. (IJ/ ALA) 

Cumming. A .  «Intentional learning as a principIe for ESL writ ing instruction: a case study . »  

TESL Callada Journal. special i ssue 1 ( 1 986): 69-83 .  

Data col lected from young adul t  Engl ish as a second language students ' (N+20) 

reports, think-aloud protocols, and analyses of achievement in composition writing 

indicated that most learners were able to use these learning strategies to make 
discernible achievements in their writing proficiency. (OR) 

Edwards, B. H .  «The broad nature of intermediate EFL writ ing: difficulties and challenges 

for the EFL instructor.» Paper presented at the 8th Annual Universi ty of Southern 

Florida Linguistics Club Conference on Second Language Acquisition and Second 

Language Teaching. Tampa, FL. 1 988.  

A pi lot  study concerning the range of writing ski l ls  of intermediate students ofEnglish 

as a second language (ESL) i s  reported. The study identified the c1ause structures and 

relative low-order I inguistic ski l ls i n  the wri ting samples of 25 college students i n  this 

group. The method of evaluation of wri ting samples was a model of conformity to 
correct prose, focusing on three error types: word form, word order, and word choice. 

( I J/ERIC) 
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ElIiott, M .  «Nasr' s development as a writer in his second language: the first s ix months.» 

A uslra/ian Review oi Applied Linguislics, 2 ( 1 986): 1 20- 1 53.  

Discussed are observations of the development of writing skills in  English as a second 

language (ESL) in an adolescent native speaker of Arabic. These observations took 

place over a six-month periodo The most significant change observed was acquisition 

of an appreciation of the way in which English as a written lang differs from the 

spoken lang. Changes were manifested not only in the S ' s  texts, but in the processes 

by which they were produced. Intermediate forms in the writing development process 

are labeled « intertext .» The acqui sition of various discourse cohesion devices is 

traced. (IJIALA) 

Florez, V . .  Hadaway. N. L. «Relationship of oral language proficiency and writ ing behaviors 

of secondary second language learners.»  Paper presented at the 1 5th Southwest 

Regional Conference of the International Reading Association. Phoenix,  AZ. 

January 1 987. 

Examines the impact of oral language competence on the writing behavior of 

secondary students of English as a second language (ESL). I t  was found that the 

greatest overal l  difficu lty with the ESL writ ing was lack ofvocabulary . Oral language 

development could have an effect on writ ing behavior, but oral language proficiency 

scores may not indicate what to expect of the students' composing behavior. (IJI 
ERIC) 

Liebman-Kleine, J .  «Teaching and researching invention: using ethnography in  ESL writing 

c1asses .» ELT-Journa/, 4 1 ,  2 ( 1 987):  1 04- 1 1 .  

A small ethnographic study determining the writing strategy preferences of advanced 

English as a second language students (N+48) found that students' most common 

preferences were hierarchical treeing or planning. Open-ended exploratory techniques 
were also popular. The least common preference was for systematic heuristics. (OR) 

Lucas, T. «Beyond Language 'and' Culture: Individual Variation in Students' Engagement 

with a Written Genre.» Paper presented at the 22nd Annual Meeting of the Teachers 
of English to Speakers of Other Languages. Chicago, IL. March 1 988.  

A study examined the role of individual differences in the journal writing of adult 

students of English as a second language (ESL). Findings indicated that i ndividual 

differences such as past writing experience and personality had a greater influence 

than cultura l  background on students ' approaches to the journal writing task. ( IJ/ 

ERIC) 

Mohan, B. A., Au Yeung Lo, W.  «Academic writing and Chinese students: transfer and 

developmental factors .»  TESOL Quarlerly, 1 9, 3 ( 1 985): 5 1 5-34. 
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Discusses academic writing as it is learned by Chinese students ofEnglish as a second 

language (ESL), and cri tiques Kaplan ' s  c1aim that ESL students writ ing exposi tory 

prose in English wi l l  show organizational patterns di fferent from those of native 

speakers. Developmental factors in second language learners ' writ ing are di scussed. 

(OR) 

Raimes, A .  «Language Proficiency, Writ ing Ability, and Composing Strategies:  A Study of 

ESL Col lege Student Writers .» Language Learning, 3 ( 1 987) :  439-468.  

English as a second language (ESL) student writers are examined at di fferent levels 

ofinstruction. The ESL students (N= 1 8)  were given two writing tasks for think-aloud 

composing; the result ing protocols were coded and analyzed. Results showed that 

native-speaker (L1) basic wri ters and second-Iang (L2) writers had many strategies in 

common, the main difference being that the L2 writers did not appear to be inhibited 

by attempts to correct their work. (IJIALA) 

Skibniredki. L. «The writing processes of advanced foreign language learners in  their native 

and foreign languages: Evidence from thinking aloud and behavior protocols .» 

Studia Anglica Posnalliensia, 21 ( 1 988) :  1 77- 1 86 . . 

A study conducted to identify the nature of writing processes in skil led. unskil led and 

average student wri ters exposi tory prose in their native and foreign language. 

Attent ion focuses on potential di fferences in the wri t ing processes of skil led and 

unski lled wri ters in both languages. (IJILLBA) 

Yau . M .S .S . ,  Belanger, 1 .  «Syntactic development in the writ ing of EFL students . »  

English-Quarterly, 1 8 , 2 ( 1 985) :  1 07- 1 1 8 . 

Examines the syntactic complexity and grammatical transformations used by students 
of English as a foreign language. Suggests that they use and expand syntactic 

structures in  a manner similar to native speakers . (OR) 

III. Feedback 

Cohen, A. « Viewing feedback on compositions from the teacher' s and student' s perspective.» 

The Specialist ( 1 987):  1 3-29. 

Examines the relationship between the teacher' s feedback on composi lions i n  ESL 

and students' appreciationluti l ization ofthis feedback. A questionnaire i s  administered 

to ESL and 3 students. A good correlation was found between what the teacher 

reported and her actual feedback and students' preferences. (10) 

Oraham. 1 .  O. « HelpiQg the ESOL writer: constructive feedback. »  Paper presented at the 77th 
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Annual Meeting of the National Counci l  of Teachers of English. Los Angeles, CA. 

November 1 987. 

The English teacher encountering a student of English as a second l anguage (ESL) 
with significant writing problems must find an appropriate way of responding, 

finding a balance between being overly sympathetic and being overly concemed with 

correctness. ESL students are leaming English from many sources, not just the 

teacher, and the teacher' s Job is less to teach English than to coach students as they 

modify their own idiosyncratic versions of the language to approach the standard 

form. ( IJ/ERIC) 

H vitfeldt, C. «Guided peer cri tique in ESL writing at the college level .» Paper presented at 

the Annual Meeting of the Japan Association of Language Teachers Intemational 

Conference on Language Teaching and Leaming. Seirei Gakuen, Hamamatsu, Japan. 

November 1 986. 

One teacher' s experience with peer critique in  a col lege-Ievel composition course in 

English as a second language (ESL) suggests that it  can be an effective c\assroom 

technique. Early experiences in usi ng peer crit ique revealed that whi le ESL students 
are not the best judges of grammaticality, word choice, and mechanics, they can 

develop critical abi lit ies conceming the content and organization of an essay, and the 

use of peer critique is now l imited to those areas. (IJIERIC) 

Jacobs, G .  «Miscorrection in peer feedback in  writing c\ass.» RELC Joumal: A Journal of 

lallguage Teachillg alld Research in Southeast Asia, 20, 1 ( 1 989). 

Reports on a study investigating miscorrection in group writing activities. The 

subjects were eighteen third-year English majors in Chiang Mai, Thai land. They 

were enrol led in a course devoted seventy per cent to writing and thirty per cent to 

reading. The findings of the study, in which leamers gave feedback to their peers' 

writing, are consistent with studies of miscorrection in spoken activities. ( IJIERIC) 

Robb, T. et a l .  «Salience of feedback on error and its effect on EFL writing quality.» 

TESOL-Quarterly, 20, 1 ( 1 986): 83-95. 

Investigated the relati ve merits of indirect and direct feedback on errors in  the written 

work of English as a second language writers by comparing four types of error 

treatment, each ofwhich provided the writers with progressively less salient information 
for making revisions in their compositions. (OR) 

IV. Revision 

Cronnel l ,  B. «Language influences in the English writing of third-and-six grade Mexican 

American students.»  Journal of Educational Research, 8 ,  3 ( 1 985) :  1 68- 1 73 .  
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Analysis of errors found in a set of writing samples produced by Mexican American 

chi Idren attending a city school .  The analysis focuses on errors that may be influenced 

by language usage from Spanish.  ( IJ/L T) 

Cumming, A. «Responding to the writing of ESL students .» Highway-One, 8, 1 -2 ( 1 985) :  

58-78.  

Examines thc responses of 10 veteran teachers to an essay wri tten by an ESL student 

and concludes that most teachers continue to mark only surface errors, even in ESL 

essays. (OR) 

Cumming, A .  «Writing expertise and second language proficiency. »  Lallguage Leamillg, 39, 

1 ( 1 989): 8 1 - 1 4 1 .  

The second language writ ing performance o f  adu lts o n  composition tasks was 

as ses sed in relation to the writing expertise and L2 proficiency. 80th factors 

accounted for large proportions of variance in the qualit ies of written texts and 

problem solving behavior in SL. ( IJIL T) 

Devenney, R. «How ESL teachers and peers evaluate and respond to student writ ing.» RELC 
JOllma/: A Jouma/ of /angllage and research in Sowheast Asia. 20, 1 ( 1 989). 

Presents an explanatory study conducted to see i f  Newkirk ' s  findings regarding L l  

instructor and peer evaluation di fferences would hold true for L2 teachers and 

learners. The subjects were thirty-nine 1'u lly matriculated ESL, university students 

and thirteen experienced ESL teachers at the University of HawaiL The findings 

indicate that the role and function of the teacher evaluator di ffers from that of peer 

evaluation. ( I J1 ALA) 

Fi tzgerald. J .  «Research on revision in wri ting.» Review of Educatiolla/ Research, 57, 4 ( 1 987): 
48 1 -506. 

Revisions used to be thought of as written alterations to a completed piece 01' writ ing. 

Recent definitions have considered that the revision can happen at any time in  the 

'composition process' , can involve major changes i n  style and contento and require 

a mental process. ( IJILT) 

Lesikin, J. «The Social Consequences of Evaluating ESL Writ ing.» Paper presented at the 

23rd Annual Meeting ofthe Teachers ofEnglish to Speakers ofOther Languages. San 

Antonio, TX. March 1 989. 

The social impl ications of evaluat ing the writ ing of English as a Second Language 
(ESL) students are discussed in the context of the Hegemony Theory, a radical cri tical 

view of schooling, which identifies schools as an agency of socialization. ESL 
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writ ing teaehers must sensitize themselves to these social implieations by looking 

i nto three areas : ( 1 )  who establ ishes the evaluation eri teria, (2) what the evaluation 

eri teria are, and (3) how the evaluation eriteria are used, i ncluding when evaluation 
is earried out and by whom. (1JIERIC) 

Urzua, C.  « ' You stopped too soon ' :  Seeond language ehildren eomposing and revising.» 

TESOL Quarterly, XXI, 2 ( 1 987): 279-304. 

A six-month study observed four Southeast Asian ehi ldren as they wrote and revised 

various pieees in Engl ish,  their seeond language. Transeripts of peer response 

sessions, weekly eompositions, and twiee-weekly dialogue joumals show a surpri sing 

amount of eognitive, social ,  and I inguistie ski l l s .  Through the proeess of writ ing and 

revis ing with trusted peers, the ehi ldren appear to have developed three areas of 

writing ski l ls :  (1) a sense of audienee, (2) a sense of voiee, and (3) a sense of power 
in language. ( IJ/ ALA) 


