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ABSTRACT

A STUDY OF THE ARTICULATION
OF WRITING PROGRAMS BETWEEN
HIGH SCHOOLS AND COLLEGES
By

Jil'l Rae VanAntwerp

This study seeks to understand the factors which affect students'
success with writing as they move from high school to college. With
the aim to ascertain what factors help students successfully make the
transition and continue to improve as writers, a study of high school
writing programs and college freshman English programs was
undertaken. The aim of this study was to determine specific practices
and processes which could be incorporated at one or both levels to
improve articulation between high school and college writing
programs.

A review of the history of composition education at both levels
was presented, focusing on the factors which led to current practices.
The review was followed by a study of twenty-nine students who
graduated from twelve West Central Michigan high schools and
attended four Michigan universities nearby. The experiences of
these students as they studied writing at both levels provided an
indication of what practices in their writing classrooms helped them
improve as writers. These results were compared with information
gathered about the curricula in these schools and colleges and the




methods used in the various classrooms in which the students were
taught.

The experiences of these students suggest that students are most
effectively taught writing in a student-centered classroom in which
the writing process is encouraged. Multiple drafts of papers should
be part of the required process rather than an option. The use of
peer groups helps students develop a sense of audience and become
self-monitoring writers. Allowing students choice in both topic and
mode of writing promotes an interest and knowledge base which
improves the writing process.

Articulation can be further enhanced by unified faculties working
toward common goals. At either educational level, a faculty should
work cooperatively to develop curriculum and practices. An
understanding of mutual goals allows a faculty to promote a
consistency which allows the student writers to focus on the product
as they work with a familiar process. Involvement with programs
such as the National Writing Program and the Advanced Placement
Program as well as with professional organizations can help faculties
of different educational levels develop a mutual respect and
understanding which will enhance the articulation of their writing

programs.
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INTRODUCTION

Entering freshmen rarely arrive on college campuses totally
ignorant of what will be required of them, and a task which often
causes fear and apprehension is writing. Sometimes the reason for
this dread is that it has been instilled in these students throughout
their high school years. Secondary teachers of English feel
responsible for preparing their college-bound students to meet the
expectations of college writing instructors. But often unsure of
exactly what those expectations are, high school teachers instill fear
as a way of convincing their students to work hard, write and
rewrite prolifically, and, in some cases, blame themselves instead of
the high school teacher if their freshman writing experience is not
satisfactory. Other times the fear comes from stories carried back
by students who have gone to college before them and have
encountered writing instructors who tell students that they can
forget what they learned in high school about writing because it is
all wrong. As I realized that this atmosphere of distrust and fear
was having an effect on the transition of students between high
school and college writing courses, I took an interest in what was
being done or could be done to promote the articulation of writing
programs between the two levels.

I am a high school English teacher. I teach a course entitled
"College English" to approximately one-third of the seniors in the

1
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high school in which I am employed. I realized early in the
existence of this course that instilling fear in my students was no
way to prepare them for college. I made it my goal to become
familiar with the writing programs in the colleges most often
attended by my students. What I found was a group of programs
which were so diverse that I felt I might find their only common
characteristic to be that they are designed for entering freshmen.
Eventually their similarities emerged among their differences.

My increasing knowledge about the freshman writing courses in
the colleges my students most often attend helped me to develop a
course
of study for "College English" which prepares my students well for
their varied experiences in college. My awareness, however, left me
wondering what other teachers in other high schools are doing to
help their students make the transition from high school writing
programs to college writing programs.

I define articulation of writing programs between high schools
and colleges as an interrelating of the experiences a student has in
the courses at the two levels. At its best, articulation would mean
that the writing instruction students receive in their freshman year
in college would be a building on the writing instruction they
received in high school. This would come about because the
teachers at both levels are aware of both programs and are
concerned to ease the students transition and to build on his
previous skills. At the least, articulation would mean that students
are able to move from one level to the other without fear because
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the teachers at both levels proceed with a respect born of
familiarity with one another's programs.

To understand how this articulation could be accomplished, I
needed to know how students make the adjustment, how they felt
about their preparation for the movement from school to college
writing, and how what they did in high school English classes
affected what they did in college writing courses. I wanted to
understand how colleges have impacted high school writing
programs in the past and what influence is being exerted now. I
wanted to know what kinds of collaboration exist between schools
and colleges or between the faculties at each level and how they
have helped student writers. I sought descriptions of programs in
which high school and college teachers work together to make the
transition smoother for their students. I also continued my
examination of the programs in the high schools and colleges in the
west/central area of Michigan.

A review of dissertation abstracts and other research in the
fields of school articulation, composition, and writing produced few
studies which directly focus on this transition between writing
courses. Some related areas of research included studies which
looked at the writing programs in one or the other level. Studies of
cooperative ventures provided some input although most of these
studies were focused on total school/college articulation. An
example would be a study of the partnership known as the Boston
Secondary Schools Project. One very narrowed study focused on the
writing apprehension of community college students. Several
studies looked at the impact of in-service training for school
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teachers and how it affects school writing. A study of the Wisconsin
Writing Project is an example. Another study looked at the impact
of English Association workshops on the teaching of process writing.
These studies show that writing programs can be impacted
positively when teachers at the various levels come together for in-
service and workshops. Other studies showed the results of some
changes that the college milieu could make in a student's writing
ability. An increased use of word processing is an example of a
change at the college level which has had a significant impact on
college level writing. Another study showed that the accelerating
rate of maturity of the basic writer in college advances his or her
ability to think and use the language, improving writing as well.
These studies touch on aspects of the subject of articulation between
school and college writing; however, none specifically makes a
comparison between the instruction or instructors at the two levels
nor uses student interviews for the specific purpose of finding what
their feelings and experiences were as they made the transition.

The most thorough study of articulation has been done by Julius
Menacker. In 1969, as Associate Director of Admissions and records
at the University of Illinois in Chicago, Menacker published an
article in The Clearing House entitled "Subject Articulation between
High School and College." He discussed academic problems between
the two levels and discussed programs which might smooth the
transition, notably the Advanced Placement Program. His conclusion
states, "Although much is being done to improve student transition
along subject lines, much more remains to be done" (223). In 1975
Menacker completed a more ambitious study with the publication of
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From School to College: Articulation and Transfer. He did a more
complete analysis of programs like Advanced Placement, discussed
the problems and solutions of articulation and transfer, conducted a
case study, and made suggestions for the improvement of general
articulation. He discussed curricular integration in general.

Many articles and books relate details of collaborative programs
between schools and colleges. Three that stand out are The National
Directory of School-College Partnerships: Current Models and
Practices by Franklin P. Wilbur, Leo M. Lambert, and M. Jean Young
(1987); Partners In Education: How Colleges Can Work with Schools
to Improve Teaching and Learning by Theodore L. Gross (1988); and
an issue of FOCUS, the journal of The Southeastern Ohio Council of
Teachers of English entitled Collaboration Between College English
Departments and Secondary Schools. (1988).

The articulation of writing programs between schools and
colleges can never be an exact science, only an ongoing process,
since every school and every college differs in both its students and
its mission; nonetheless, a continuing focus on smoothing the
transition of student writers between school and college can serve to
increase the student's ability to achieve success in the total college
program. It is important to know, therefore, what is being done and
how the process can be improved for the benefit of the students.

Chapter I of this study will look at the history of writing in the
schools and colleges of this nation from its colonial period. Chapter
I will also trace the history of articulation between the two levels
and discuss the effects each level had on the programs and teaching
of the other. In Chapter II, I will describe the participants in this
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study and will explain the methodology I used to gather data,
opinions, and accounts of experiences. In Chapter III, I will
summarize and analyze the information which I gathered on
questionnaires. In Chapter IV, I will summarize and analyze
interviews with thirteen of the student participants in the study.
Chapter V will discuss the conclusions and implications of this study
for those who teach writing at either the high school or college
freshman level.



CHAPTER I
A BRIEF HISTORY OF WRITING IN THE
SCHOOLS AND COLLEGES AND
THE ARTICULATION BETWEEN THE TWO LEVELS

Th bli nt of Colonial Schools

As schools and colleges were established during the colonial
period of the United States, the purpose for each level of education
was essentially the same--to prepare young men for the professions,
primarily theology, medicine, and law. College education was for the
elite, not the masses. The school education followed suit, designed to
develop a readiness for college. In 1662 John Brinsley, a Puritan
schoolmaster, published A Consolation for Our Grammar Schools in
which he described a plan that, although never implemented, had an
impact on the schools and colleges of the time. In his plan he
included the writing of themes. He described their purpose:

To write Theames full of good matter, in pure Latin and
with judgement, and how to invent matter of themselves.

To translate forth English or Latin into Greeke. Also to
write theames or verses in Greeke. (Halloran 152)

The emphasis, as can be seen in Brinsley's descriptions, was on
the classical languages. It was important to learn to speak and write
English in order to work on translations of the classics. In Colonial
schooling, written work was primarily used to script oral

7
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presentations, appropriate training for law and theology (Halloran
153).

During the colonial period, primers for grammar school children
were written in English, first imported from Britain, then, by the end
of the 17th century, printed in the colonies. These books established
a catechism and taught what the colonists considered to be important
moral lessons. A major purpose for learning to read was so that one
might be able to read the Bible.

The 18th Century

As a new country emerged in the 18th century, religious training
gave way as a reason for educating the young to the need for
developing unity among the former colonies. Even spellers, such as
Noah Webster's publication in 1783, promoted a common culture.
Webster's book served many purposes other then teaching spelling,
including reading and grammar studies. His book provided common
spellings and grammar and hastened the move towards
secularization of school material. Oral and written work was often
used to promote patriotism, and reading selections were chosen with
the aim of providing fitting pieces for oratory (Applebee 4). The
famous McGuffey's readers continued this emphasis on oral work
with patriotic themes. Thus, a student who had completed grammar
school was ready for a secondary school which emphasized the
classics and oratory.

During the 18th century, writing formal English gradually
became important. The first step in this transition can be seen in the
practice of rhetoric at Princeton during the presidency of John
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Witherspoon (Halloran 156). Orations in English became the norm.
The culmination of reading and writing study, these orations were
often political in content and delivered to audiences of the entire
student body.

In the schools, English studies first became common in the
finishing schools where students did not expect to go on to college.
Eventually English studies found their way into schools which were
developed in apposition to those emphasizing classical studies.
Applebee reports, "Blair's Rhetoric, for example was included in the
first course of study (1821) at Boston English High School; it was
never used at Boston Latin School at all" (13). Girls' schools, usually
finishing schools, used English studies. In all cases, however, those
students who were being taught in schools using English studies were

considered second-rate academically (13).

el ntu

Until the second half of the 19th century, the tradition of oratory
continued to be dominant. Writing became important in the colleges
when Harvard led the way with a new emphasis on writing for
undergraduates. President Charles Eliot (1869-1909) made writing a
central component of a new curriculum which he would introduce
(Berlin, Rhetoric and Reality 20). Freshman English was mandated
by 1874 and by 1897 was the only required two-course sequence
(20).

An interest in writing in the schools arose toward the middle of
the century. Two ideas which emerged at this time were that the
mastery of English, including written English, was important for all
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students, and that English was to be learned through actual practice.
Stephen Judy reports, "The 'sensational and utilitarian philosophy' of
John Locke was rapidly displacing faculty psychology as a foundation
for instruction. Thus, while English instruction in the first half of the
century had emphasized memorization and recitation, mid century
teachers like Quakenbos and Greene were calling for actual practice"
(35). Nonetheless, Judy reports, the methodologies were not
consistent. In some schools writing was still a means to provide
material for oratory, while in other schools writing was important
and done as an end in itself.

The texts of Lindley Murray dominated the grammar textbook
sales in the schools by the beginning of the 19th century. Murray
emphasized both the art of speaking and the art of writing English.
The method was prescriptive, however, and despite all of their
practice with the language, most students using Murray's grammar
did little actual composing (Judy 35).

The colleges took little note of the high school work as long as the
students who came to them were good scholars. Until the mid-
nineteenth century, the students who attended American colleges
and universitié were the best students from such preparatory
schools as Boston Latin School. Soon, however, as the public school
expanded, greater numbers of public school students sought college
educations, including those who had attended finishing schools. Then
the work of these schools became a concern of college faculty.
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The First Interest in Articulation

The first far-reaching attempts at articulation between American
schools and colleges happened in the mid-1800s. By the 18th century
American colleges had begun to switch from classical rhetoric to
English works. The Yale administration adopted Blair's Lectures on
Rhetoric as a textbook (Guthrie 61). Harvard soon followed with the
same adoption, and Blair became the dominant text in American
colleges for almost a century. During the eighteenth century the
emphasis of rhetoric shifted to the written language (Horner 102).
Endowed chairs more often were called Rhetoric and Oratory, treating
the two separately. Later pairings, however, combined Rhetoric and
Composition and, more often, Rhetoric and Belles Lettres. Eventually
elocution would become a separate study from rhetoric and those
increasingly interested in belles lettres would also shun rhetoric,
leaving for the title "Rhetoric" the study of composition. Gradually, the
use of the title "Composition" to designate the area of study led to the
decline of rhetoric as a department or an area of study in colleges and
schools. Composition became a required area of study for first and
second year students at the college level. This development
eventually turned the attention of the colleges to the schools which
sent them their students, and an interest in articulation was born.

Up until this time, the schools and colleges had existed in
harmonious if disinterested unity. Both the colleges and the Latin
schools had taken little interest in the work of finishing schools,
considering them not worth attention and their students not worth
consideration as scholars. As classical studies declined at both the
college and school level, however, the finishing schools and the
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preparatory schools found they had much in common. Eventually
many more schools were sending their students on to college.

These two trends brought the critical eye of the colleges onto the
schools: more students were asking for college entrance than ever
before, many from schools not previously considered to be preparing
students for college; and as writing became more important at both
levels, the colleges became more concerned and critical about the
teaching of writing in the schools.

Harvard was perhaps the first college to make specific demands on
schools in general. In 1876 Adams Sherman Hill became the fifth
chairman of the Department of Rhetoric at Harvard just as the
department became less prestigious, floundering in the wake of Eliot's
newly created English Department. Hill's assessment of the situation
pinpointed the teaching of composition as the demeaning task which
lowered the status of the entire department.

In the meantime, a committee had been designated to study the
state of composition teaching at Harvard. This "Committee of the
Board of Overseers found that Harvard College faculty was engaged in
correcting some 38,000 compositions per year in its English 'A," 'B,' and
'C' courses” (Judy 37). The overseers were appalled at the time spent
on these compositions as well as at the lack of polish of the writing.
Ronald Reid describes their reaction:

After examining a mass of student themes, it pronounced
them intolerable and, taking note of the tremendous
amount of faculty time being expended on correcting
simple grammatical errors, recommended that the dismal
business of teaching fundamentals of composition be
relegated to the high schools. (257)



13

In 1871, shortly before Hill took over the Department of Rhetoric,
Harvard instituted an entrance examination. Hill had been
instrumental in its design. Its purpose was to verify that entering
students could meet certain requirements for entrance into Harvard.
Other colleges followed Harvard's lead. Subsequent problems with
differences in entrance requirements forced the eastern colleges to
gather together and come to a consensus. The power exerted by
Harvard is evident from the results of this conference. Harvard's
standards for entrance in English were accepted by all. Eventually
book lists for preparation would be published, and a set of very strict
guidelines for judging essays on the entrance exams was prepared.

Following the inception of the entrance exam, annual reports
summarized the skills of each entering class. As a result, Professor Hill
and other Harvard faculty developed a very low opinion of the work
of secondary schools. Because of the difficulty of judging content
consistently, the evaluations had become a very superficial judging of
content and a rigorous critique of surface correctness-—-grammar,
spelling, punctuation, sentence structure, and such secondary
characteristics of good writing. The students were not showing
strength in these skills. If they were indeed good writers when they
expressed opinions relevant to their own lives and interests, Hill and
the other evaluators would never discover that fact as they read the
assigned entrance examination essays critiquing books from the
writing lists (Judy 36-37).

As the Department of Rhetoric came under fire from many sources,
and feeling the sting of the overseers' criticism, Professor Hill
strengthened his stand that the test expectations were a fair
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assessment of the skills necessary to enter Harvard. His department
rid themselves of the responsibility of teaching beginning composition,
relegating that task to secondary schools if they wished their
graduates to attend Harvard. This chain of events had the horrifying
effect of dictating the content of the school curriculum, a content
narrowed to the skills necessary to succeed on a very superficial
entrance exam. Secondary teachers who taught responsibly to prepare
students for this test forced the students to spend their senior year
reviewing the books on the list and doggedly practicing grammar,
spelling, punctuation, and sentence structure. Composition took the
form of formula writing based on the popular modes, usually on
literary topics far removed from the students' experience and ability
to discuss. Eventually the composition courses offered in the colleges
which accepted these students reflected the same pedantic,
grammatically correct writing that the students had come prepared to
execute. This experience in articulation was a failure in that it not
only stifled the teaching in the schools but had a resultant negative
effect on the teaching at the colleges they entered (Judy 37). The
Conference on English appointed by The Committee of Ten in 1892 to
examine the secondary English curriculum recommended the Harvard
system of rhetoric for all secondary schools (Berlin, "Writing
Instruction . .. " 188).

Another approach to articulation was being taken in the Midwest
under the leadership of Fred Newton Scott at the University of
Michigan. Scott called the Harvard entrance exams and the system of
education they dictated the "Feudal" concept. While gaining his
education and working his way to full professorship at Michigan, he
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had developed a philosophy which he called the "organic" concept. He

was able to exert his influence in four arenas: the classroom; his
textbooks; organizations in which he had considerable influence
including the Modern Language Association, the National Council of
Teachers of English, the North Central Association of Colleges and
Secondary Schools, and the American Association of Journalism; and as
a writer of pedagogical articles.

In these articles, his attacks on the eastern college entrance exams
make his own concept clear. Scott felt that the entrance exams
dehumanized the entering student. Rather than being accepted based
on the fact that he had spent four years in a high school program
which gave him a good broad background in language, literature, and
composition, earning excellent grades, and had come with glowing
recommendations from a faculty which had worked with him for four
years, a student might find himself rejected based on an entrance
examination on which he might have been asked to write eloquently
on a book or topic with which he had little or no familiarity.

Scott promoted far different relationships in the Midwest. He
decried anything which promoted a subservient position for secondary
schools, even vthe word "preparatory" to describe the education they
offered. He felt that the use of the term perpetuated what he saw as a
fallacy-—-that the secondary schools existed to prepare students for
higher education.

Scott supported the system of accreditation used today in most
schools in the Midwest. This method of accrediting schools allowed
students from approved secondary schools to enter the universities
and colleges based on their four-year records and the
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recommendations of their teachers. Scott felt this system to be
superior because it promoted a better attitude towards being
educated. It implied a very necessary trust in the work of secondary
school faculties, and it allowed for cordial, respectful relationships
among teachers at all levels. The eastern system, according to Scott,
tended "to debase the teacher's standard of values" ("What the West
Wants..." 11).

Scott also felt that the writing students did must evolve from their
own experiences or research into topics which interested them. While
he felt that literature study should go hand in hand with composition,
he felt that the topics which the literature inspired should come from
the reader's response. He wrote:

That any great gain comes to the student either in literary
appreciation or in the command of his mother tongue from
the incessant writing of outlines of plots, critical estimates
which ape maturity, or characterless sketches of character,
has not, I believe, been demonstrated. (14)

He stated further:

The main purpose of training in composition is free speech,
direct and sincere communion with our fellows, that swift
and untrammeled exchange of opinion, feeling, and
experience which is the working instrument of the social
instinct and the motive power of civilizations. (19)

The role of the college in this process was as trainer, the site of
pre-service and in-service education. In his model the university
would train the teachers to develop courses of study, would be able to
inspect the work and make suggestions, and, finally, would be able to
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continue the process of education once the student arrived at the
university. Such a working together in mutual respect, Scott felt, was
the model most appropriate to education, like a pyramid, with the
elementary education at the base and the peak rising as high as a
student could achieve with this working together for his benefit.
Scott's influence on school education was not only his system of
accreditation and his department's influence on teacher training. He
also wrote many school textbooks, some in cooperation with former
students. With Joseph Villiers Denney, of Ohio State University, Scott
co-authored two texts, Elementary English Composition and
Composition-Rhetoric Design for use in Secondary Schools. In these
texts the authors promote the yoking of oratory and writing with a
purpose for communicating which comes from within the student:
"They [students] will learn the mechanical and grammatical details of
writing, will be careful of their oral expression, and will acquire,
through willing practice, one by one the necessary principles of
discourse just as rapidly as they come to appreciate the value of these
things to themselves as members of society" ( Elementary ... ii). The

Scott-Denney textbooks were very popular throughout the Midwest.

Schools in the Twentieth Century
Both the Harvard system and the Michigan system continued to

influence the articulation of student writers throughout the twentieth
century. The growth of secondary schools, the mandatory education
act, and the increasing number of students choosing to enter college
have had an effect on both models, however. While the university is
still the center of pre-service training, the content and quality of these
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programs vary widely. In-service education has not kept pace with
the increase of teachers at the secondary level. It is no longer easy for
one university to be the center of education in a state nor to maintain
contact with all teachers of English. In addition, while entrance exams
continue to be widely used, there has been constant argument
regarding the use of such tests and many changes in format. Multiple
choice tests replaced the essay for convenience in dealing with a mass
of students and proved even more unsatisfactory as a test of a
student's actual high school experience. Harvey Daniels claims that the
introduction of the SAT and other objective admissions tests
"discourage[d] teachers from working on writing with their students"
(Famous Last Words 223). While there is now a trend towards
increased use of the essay, there is also a trend towards less emphasis
overall on entrance exams, with a number of educators increasingly
becoming interested in student portfolios that bear evidence of high
school achievement as the most effective new method of evaluation.
As the century progressed, schools went through a change in focus.
According to a report by the Carnegie Commission on Higher Education,
Continuity and Discontinuity (1973), during the period from 1910 to
1940, in response to an industrial America, preparation for college
became a task aimed at a minority of the students. During this period,
secondary school enrollment rose from 15% of American youth to 75%
(17). These new students were not preparing for college for the most
part. This shift in priorities affected curricula. The report suggests
that "schools prepared students more for life, less for college" (1).
Progressive education was a movement that became widespread

with John Dewey serving as a major proponent and theorist (Carnegie
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Commission 18). An education system that had been based on faculty
psychology gave way to life-adjustment education. Translating and
studying the classics for oratory and literary analysis were not
considered valuable practices. Real-world writing and speech-making
became dominant in the schools. The academic writing considered
appropriate by the colleges was not taught to the majority of youth in
the secondary schools. Describing the constant change experienced by
the composition program in secondary schools, James Berlin asserts
that "writing instruction has been a .. . scene of struggle over
competing claims about the purpose of education, more specifically
about the society the school and college should advocate and the kind
of individuals they should encourage" ("Writing Instruction..." 184).

When the percentage of the student body which aspired for higher
education rose in post-WWII America, the school curricula was slow to
respond. While colleges enrolled 15% of the college-age group in 1940,
by 1970 they were enrolling 48% (Carnegie Commission 2). The
colleges were grappling with the dynamics of growth and had not yet
begun to focus on the skills these entering students should have.
Writing instruction had declined and was not increased for college-
bound students until well into the 70s.

Eventually the schools once again put an emphasis on college
preparatory classes; however, while English is required by virtually
every high school, the content of English courses across the nation is
extremely inconsistent. The textbooks available for English 9 through
English 12 or more specifically for American Literature or English
Literature are indicators of the focus of the classroom. In the first half
of this century, most English classes used two texts, a literature book
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and a grammar book. Neither contained specific instruction for
writing. The grammar text usually promoted writing as a progression
which began with sentences and proceeded through paragraphs to
short compositions. The emphasis, however, was on the parts, not on
the whole. Literature and grammar dominated the daily work of the
English classroom. Writing might have consisted of a research paper
or creative writing. Grammar was taught with drills and worksheets
and was usually divorced from any writing that was done. Literature
texts of this period might have contained writing suggestions but had
no writing lessons. Usually no writing was done in conjunction with
the literature except at high schools with a college preparatory focus.
In these schools, more writing was assigned. Usually the type of
writing assigned, however, was literary analysis, promoted and
valued by the colleges (Berlin, "Writing Instruction . .." 203).

The changes which led to a difference in school writing in the
second half of the century are varied. The Dartmouth Conference of
1966 endorsed the expressive model of writing. Researchers like
Janet Emig (1971), James Britton (1975), and James Moffett (1968)
promoted _teaching writing as a cognitive process. The protest
movement of the 60s and 70s, which had its most intensive expression
on college campuses, reinforced the value of personal expression. A
new mandate for teaching writing in the schools rose from corporate
America. College teachers endorsed this need and urged the schools to
increase their writing instruction. The kind of writing being promoted
most often during this new wave of interest was expository: writing
which could make a point, develop a thesis, persuade or argue.
Ironically, however, none of the teachers in the schools were prepared
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to teach this writing and the experts in the colleges weren't prepared
to teach the teachers how (Berlin, "Writing Instruction .. ." 213).
The situation drew national attention with a Newsweek cover story

in 1975 (214). There was much pressure on teachers 1o "teach Johnny
to write" and much confusion as to how to teach and what to teach and
how to begin the process of finding out. Teachers themselves
ultimately stepped in to provide remedies, the most significant being
The National Writing Project (NWP) organized in 1974 as the Bay Area
Writing Project. This program and its many off-shoots, as well as a
plethora of programs based on the NWP, are responsible for most of
the in-service training which provided the badly needed instruction in
teaching writing for teachers of English already in service in the 70s
(215).

Responding to the new emphasis on writing, textbook companies
became a partner in promoting more writing in the classroom. It is
obvious from a look at the latest textbooks that writing is a staple of
English classrooms, even when the focus is literature. For instance,
the 1994 edition of Prentice Hall's Literature: The British Tradition
contains a composition assignment at the end of each selection. The
editors explain, "This assignment, which may be creative or analytical,
is process-oriented, suggesting steps for pre-writing, drafting, and
revising" (T7). Unit sections called "One Writer's Process" give
students insight into processes used by some of the writers of
selections in the text. At the end of each unit there is a complete
writing lesson: "Each lesson focuses on a form of writing and guides
students through the writing process" (T7). Finally, at the end of the
book there are three Handbooks. It might be assumed that a
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literature book would contain the "Handbook of Literary Terms and
Techniques." This book also contains the "Handbook of Grammar and
Revising Strategies" and the "Handbook of the Writing Process" (T7). A
textbook like this is in stark contrast to literature texts of previous
decades which might contain writing suggestions but had no directions
nor a handbook. By the 80s, grammar texts also began to include
major sections of writing instruction. These textbooks are a result of a
new interest in writing in English classrooms and a new focus on the
integration of literature and writing. Many teachers who were
trained in the old tradition of teaching literature separately from
writing are finding themselves urged by their textbooks to promote
more integrated learning. The writing being suggested, moreover, is
not the traditional literary analysis. Instead, reader responses to
themes and situations are being promoted.

In The National Study of High School English Programs done in the
early 60s, Applebee and Squires found little attention being given to
writing or any aspect of the English curriculum other than literature
(Applebee 211). In their report Writing: Trends Across the Decade
1974-1984, Applebee, Langer, and Mullis (1984) report that in the
70s there seemed to be more writing instruction occurring and more
activities like pre-writing and rewriting; however, they did not feel
that the increase in writing meant that writing had improved in
general during that time. They did see a trend upward in data from
1979 to 1984. They concluded, "America's schools and teachers tend
to be responsive. The current interest in excellence generally, and in
writing particularly, is generating positive reaction. If the momentum
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evidenced in these data during the last five years of the decade can be
continued, we may be on the way to solid improvement" (3).
In Famous Last Words (1983), Harvey Daniels, reporting on his own
observations and a study done by Muriel Harris of Purdue in 1979,
“concluded that much of the response to Newsweek's 1975 "call to
arms" was a spate of rule-giving that served only to make student
writing less prolific (they were too busy studying rules) and less
communicative:
Students who carry around such a set of rules in their
heads--whatever the individual rules may be--are
unlikely to have learned to view writing as a process of
communication in which the requirements of form and

style shift with the nature of the subject audience, and the
purposes of the task at hand. (226)

Daniels concludes that the fault was not entirely the teachers’, the
vast number of whom, he contends, were underprepared and had no
time to study the process of writing (227). As stated above, many
teachers in the classroom today are the products of college education
programs which stressed literary criticism as the only writing style to
be used for the college prep English classroom. College students
studying to become English teachers during the mid-1900s were
immersed in a series of literature classes and could earn a secondary
teaching certification in English without having taken a class which
provided methods of instruction in writing. Since most of the writing
done by these future teachers was literary analysis or research
papers, it is not surprising that these two types of writing became the
dominant writing assignments in high schools. Few of these teachers
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have gone on for further education since the time when writing
instruction began to improve in teacher preparation classes.

As new teachers who had received better training in writing
entered the work force and older teachers became better prepared to
teach writing through in-service opportunities, other barriers rose.
When funds for education become harder to get and populations
increase, class sizes become unwieldy for the writing teacher.
Additionally, the English teacher is called upon to teach an increasing
number and variety of skills in the one hour English is offered: media
awareness, word processing, group interaction, critical thinking,
creative problem solving, and cultural literacy are examples of skills
which English teachers have been asked to add to the traditional
reading, writing, speaking, listening, and language studies.

Some classrooms are changing. English teachers are becoming more
aware of classroom methods for teaching writing which make the
classroom more productive and take some of the burden from the
teacher's shoulders. Writing Projects are helping many. When federal
funding for the NWP was awarded in 1991, director James R. Gray
said, " 'The National Writing Project is now the law of the land" "
("National Writing Project Wins" 1). In 1992 there were 154 sites
offering professional development through the NWP (1).

The National Council of Teachers of English and its many affiliates
are promoting teaching techniques through conferences and
workshops. An increase in the use of portfolios as a final evaluation
of a term's work, ungraded journal writing, peer group editing and
evaluation, and process writing have helped increase the amount of
writing done in America's English classrooms without increasing the
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teacher's workload. In addition, integrated studies have helped
teachers present more than one language arts skill simultaneously.
Skills are no longer taught in isolation. A single project, often on
which students collaborate, may provide practice in reading, writing,
speaking, and listening as well as critical and creative thinking. As
these changes affect classrooms across the country, better writing
instruction is the result. Nonetheless, these remedies are far from
universal. Implementing new methods and designing new classroom
styles takes knowledge, time, money, support, and cooperation--
attributes many schools lack.

an Composition In the Twentieth Cent

The progress of writing instruction in the colleges during this
century also shows periods of change and shifts in emphasis. In the
early 20th century, the work of Scott, Villiers, and others who shared
their vision ushered in an approach to composition which emphasized
the importance of students writing from their own experiences or
research into topics which interested them. This approach
complemented the life-adjustment curriculum and provided a
challenge to the expressionist movement, which had gained impetus at
the time. The expressionist movement centered on a study of
literature rather than a practical approach to writing. Courses in
literature would provide the students models for self-expression.
James Berlin suggests that the expressionist movement was an
outgrowth of the beliefs held by some colleges (notably Yale and
Princeton) that only a few students should be given writing
instruction, those students who showed a talent for writing (Rhetoric
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and Reality 35). Eventually the methods of teaching these "geniuses"
began to be used for all students, and a literature-based writing
instruction became a dominant trend in the colleges. An outcome of
the expressionist movement was the growth of creative writing classes
in both schools and colleges.

Berlin reports that by the 50s, college English professors, who were
usually literature scholars, began to contend that the best way to teach
composition was through reading literature and writing about it. If
they were responsible for teaching freshmen to write, literature would
be their tool. And increasingly, literature professors were responsible

for teaching freshman composition ("Writing Instruction .. ." 203).

Controversy Surrounding Freshman English

Since its inception, freshman composition has become one of the
most debated and varied courses in the university curriculum. As
Albert Kitzhaber reported in 1963, "Only a few English departments,
nearly always at small colleges with highly selective admission
policies, have declined to accept responsibility for the course”
("Teaching English . . . "3). Kitzhaber points out that the course "has
béen a staple of freshman studies for three quarters of a century and
is by far the most populous in the American college curriculum" (3).

Some college English departments see the course as the reason they
are able to continue operating, while in other colleges the course is
divorced from the English Department altogether. Some echo the
opinion of a Central Michigan University professor who stated that
"[gliven the lack of acceptable results from freshman writing . . . it
seems to me that the continuation of such courses at the college level
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is an essentially spurious activity and could be classified as a racket"
(Lawton B11). Richard Larson of Herbert H. Lehman College, CUNY, has
done a study of freshman writing programs. The Council Chronicle of
the National Council of Teachers of English reported on his findings in
April 1992:

After analyzing syllabi, policy statements, assignments,
and other data from two- and four-year schools, public and
private, large and small, he suspects that on many
campuses, "first-year composition has become simply
randomized exposure of students to a writing teacher who
may not know a great deal about writing, reading, or
teaching." ("Freshman Composition" 9)

Larson feels that "[s]Jome of these problems could be overcome through
attention to writing in the academic disciplines, plus a new focus on
the mission of freshman writing programs, staff development, and
coordination among staff" (9). -

Richard Marius of Harvard agrees that there is need for assessment
and change: "Everyone agrees that American college students should
learn to write well. Nearly everyone agrees that they do not. But who
is to teach them? And how are they to be taught? And what is to be
expected of them?" (16). Marius discusses the practice of assigning
graduate students and young faculty members to the freshman
writing classes. This often results in a bad experience for both
students and teacher because of the low status of the job, the lack of
experience and training of the teacher, and in some éases an overload
of students for the task. This happens, according to Marius because a
well-run writing program with low class sizes and well-trained faculty
would be expensive. The low status and lack of funds to improve the

course is often a result of its position as a freshman requirement.
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