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Marta’s hands were shaking, and her heart was beating fast. She wrote the same paragraph over and over again, but no matter how much time she spent on it, it never looked right. Marta was frustrated. She went for a walk to see if that could help her writing process. It did not. Marta read more—but just felt more confused. Ideas kept swimming around in her head, but she found herself unable to determine which ones were most important and struggled to organize them. Marta was aware that she had to finish her essay but could not. Marta felt stuck between an impossible position of having to complete a piece of writing and not being able to. Marta worried that what she had written would not be good enough, and she would be deemed a failure. 
Marta is not alone in her feelings of writing anxiety. In fact, many writers—from students to professional writers—suffer from writing anxiety. Cheng (2004) found that writing anxiety related to poor performance on exams and in jobs that required writing. Writing anxiety can be so debilitating that it has a negative impact on writing motivation and desire to take writing courses (Martinez et al., 2011). Chamberlain (2011) suggested that some feelings of stress or anxiety associated with writing can be helpful, motivating students to complete writing assignments. However, writing anxiety can be crippling, preventing writers from successfully completing writing tasks or under-performing. While completely eliminating writing anxiety may not be realistic (and may not even be helpful), it is possible to mitigate writing anxiety through effective teaching so that English language learners can be productive writers. The purpose of this paper is to provide an overview of writing anxiety as well as practical strategies for alleviating it. The paper starts with a definition of writing anxiety and its causes. Subsequently, the paper focuses on research related to writing anxiety and second language learners. In the main section, this article offers practical strategies to prevent and mitigate writing anxiety in English language learners. 

What is writing anxiety? 

A term to describe the nervousness felt about writing first entered the lexicon in 1975 when Daly and Miller (1975) used the term “writing apprehension” to describe students who are “unduly apprehensive about writing” (p. 242). According to Daly and Miller, students with writing apprehension fear judgement of their writing and thus avoid it whenever possible. In 1987, McLeod extended the definition by suggesting that writing anxiety is “…negative anxious feelings (about oneself as a writer, one’s writing situations, or one’s writing task) that disrupt some part of the writing process” (p. 427). McLeod (1987) pointed out that individuals with writing anxiety are intellectually capable of carrying out writing tasks or assignments but are thwarted in the process and production because of anxious feelings about writing (McLeod, 1987). The terms “writing apprehension” and “writing anxiety” are now interchangeable (Daly & Wilson, 1983; McLeod, 1987), with “writing anxiety” the more common term.

Causes of writing anxiety 

There are several reasons writing provokes anxiety. The complex nature of writing presents students with numerous challenges (Huerta et al., 2017). Writing involves a number of subskills skills, including transcription skills (e.g., handwriting and spelling), linguistic skills (e.g., grammar and vocabulary) and cognitive skills (e.g., executive function and self-regulation) which are executed through a writing process to communicate meaningfully through written text (Berman & Ravid, 2009). Developing writers might experience writing anxiety more acutely because they have not yet mastered the skills and knowledge needed to produce adequate texts (De La Paz & Graham, 2002). Hamp-Lyons and Heasley (2006) have pointed out that by its very nature, writing for school can be anxiety-provoking: few people feel comfortable while writing a task intended to be judged by someone else, in particular, when that “someone else” is a teacher who will examine the writing with a critical eye and assess it. High expectations for writing can contribute to increased writing anxiety (Martinez et al., 2011); high-stakes writing tasks such as exams and terminal projects for degree completion can produce higher levels of anxiety. In a study on emotion and writing transfer, Driscoll and Powell (2016) found that anxiety toward university writing assignments was circumstantial (a person might experience writing anxiety in some instances but not others). 

Writing anxiety among L2 student writers 

Writing anxiety may be even more pronounced in a second language (L2). In addition to the causes of writing anxiety experienced by L1 writers, L2 writers are often also contending with a developing L2 language repertoire and might be asked to write in genres they are not familiar with. Several studies (e.g., Alnufaie & Grenfell, 2013; Genc & Yayli, 2019; Huang, 2014; Huerta et al., 2017; Qadir et al., 2021) have shown that when writing in English as an L2, students experience moderate to high levels of anxiety. For some English language learners, writing anxiety results in poor performance. In a study of 100 Iraqi undergraduate students majoring in English, Sabti et al. (2019) found a correlation between high levels of writing anxiety and poor writing performance: as levels of anxiety became higher, writing performance declined. Similarly, Jennifer and Ponniah (2017) found that higher levels of anxiety resulted in poorer performance. Anxiety might be higher for lower-proficiency writers. Some studies (e.g., Daud et al., 2016; Quvanch & Kew, 2022) have found that writing anxiety was higher among students with beginning-level proficiency than more advanced ones. For some English language learners, writing provokes more anxiety than other skills. In a qualitative study with two participants, Badraswi et al. (2016) found that students felt more anxiety about writing than speaking, listening, and reading. These studies suggest that writing anxiety is a common and serious challenge for L2 writers. 

Causes of writing anxiety among L2 writers 

[bookmark: _Hlk162613526]There are a number of causes for writing anxiety among L2 writers. One cause is a lack of clear understanding of assignment expectations (Huang, 2014). Some L2 writers reported that their anxiety stemmed from a lack of composition skills (e.g., how to effectively organize a piece of writing (Badraswi et al., 2016; Genc & Yayli, 2014) and limited writing practice (Jennifer & Ponniah, 2017). For some L2 writers, fear of evaluation including negative comments from the instructor greatly contributed to writing anxiety (Jennifer & Ponniah, 2017; Qashoa, 2014; Quvanch & Kew, 2022). Genc and Yayli (2019) discovered that a lack of effective feedback provoked anxiety. Some studies found that writing anxiety stemmed from difficulty generating ideas or not having ideas to write about (Alnufaie & Grenfell, 2013; Badraswi et al., 2016; Huang, 2014). These findings provide clear guidelines for ways to address writing anxiety among L2 learners. Strategies for mitigating writing anxiety are addressed in the subsequent section. 

Ways to help with writing anxiety

Recommendation 1: Focus on writing  

It is normal for students to feel anxious about required tasks and assignments they do not know how to carry out successfully. Pekrun (2014) classified anxiety as a negative achievement emotion related to failure. When a student values a task but feels that they lack the competence to carry it out as well as expected, they will often experience anxiety (Pekrun, 2006). Students who have not received adequate writing instruction and have had little writing practice will often experience writing anxiety when assigned writing tasks simply because they are unsure of how to write. While it may seem obvious that writing instruction is important, in many English language classrooms around the world, writing instruction has not been and is still not given much attention. Since the turn of the 18th century, most English teaching methods and approaches have emphasized speaking skills (Howatt & Widdowson, 2004; Richards, 2015). 

Although a preference for spoken communication in teaching methodology might have made sense in previous decades, in the current global context, English language learners increasingly need writing skills in English for academic, professional, and personal purposes (Lee, 2015; Richards, 2015; Storch, 2018). A number of studies across the globe have shown that writing instruction in primary and secondary schools is generally inadequate. Several studies indicated that K-12 teachers did not devote much time to writing instruction (e.g., Brindle et al., 2016; Graham et al., 2014; Hsiang & Graham, 2016; Kiuhara et al., 2009), often less than an hour a day, and frequently much less than an hour. In addition to a limited amount of instruction time, students did not produce many writing products (e.g., Brindle et al., 2016; Kiuhara et al., 2009), sometimes completing only one or two writing assignments per year. Most writing assignments were short, no longer than a paragraph (Gilbert & Graham, 2010). In some classes, writing instruction focused narrowly on preparing students for high-stakes writing tasks on national exams (Abdel Latif & Haridy, 2018; Al-Jarrah & Al-Ahmad, 2013; Darwish, 2016). While students are tested on writing—especially on high-stakes national exams at the end of secondary school—they are often not provided sufficient instruction to develop adequate writing skills. As a result, students are prone to develop writing anxiety, seeing writing as a skill that they do not feel confident about but, paradoxically, are judged harshly on (Hafer, 2014).

Therefore, first and foremost, it is important that writing skills be given more attention in the English language classroom. Writing can be taught from the first levels of foreign language learning. Secondary school teachers in a study by Nguyen (2021) reported that students would have a better chance of achieving adequate writing skills by the end of secondary school if writing instruction started in elementary school. In the elementary grades, evidence-based practices for writing instruction include teaching foundational skills such as handwriting, spelling, and writing sentences; writing for different purposes, strategies for using the writing process, such as pre-writing and revision, and formative assessments to guide writing development. The secondary level includes the continuation of the same basic practices (with the exception of spelling and handwriting no longer explicitly taught) in addition to integrating reading and writing (Graham, 2019). When writing is taught and practiced regularly from the primary level, writing will be less anxiety-provoking in and beyond secondary school. Secondary school graduates can enter jobs and university courses with basic writing skills. At the university level, students should be given adequate opportunities to develop their writing across the curriculum. Writing assignments should not be limited to English or composition courses. At all levels, instruction should involve practicing a variety of writing genres (genres should not be limited to preparation of high-stakes writing), explicit writing instruction, inclusion of low- stakes writing assignments, and a meaningful feedback process. These constructs are explained in the subsequent sections. 

Recommendation 2: Provide explicit instruction 
Lack of clear understanding of assignment expectations causes writing anxiety. In a study on writing in English in secondary schools in Benin, Ylonfoun (2022) found that study participants, who were practicing secondary school teachers in Benin, viewed their experience of learning to write compositions in English as sink or swim, whereby they were given writing assignments in English but no specific instruction for how to complete them. While still common in classrooms around the world, writing instruction through an immersion model is rarely sufficient (Cheng, 2022). This type of instruction sets students up for confusion and often inadequate performance, which can lead to writing anxiety. Student writers develop writing skills and gain confidence from explicit writing instruction (Alawerdy, & Alalwi, 2022; Clark, 2013; Darowski et al., 2022). Explicit instruction for writing provides students with genre expectations, assignment guidelines, and assessment information. These constructs are covered in this section. 

Process-genre pedagogy
  
Genre analysis 

Process-genre pedagogy helps student writers understand the relationship between purpose and form of a particular genre as they carry out the stages of prewriting, drafting, revision, and editing (Yan, 2005). Genre instruction starts with having students examine expert samples of the given genre (Samples texts might come from textbooks or other published sources). Students analyze expert texts for common genre features, including both macro features (e. g., overall structure and organization) and micro features (e.g., grammar, mechanics, and word choice). For instance, if the assignment is a narrative essay, students will first examine the macro-features. Narrative essays typically feature a central conflict that is resolved and are concluded with an explanation of what the writer has learned from the experience. Students will then look at the micro features of a narrative essay, such as frequent use of the past tense and instruction on how to properly punctuate dialogue (micro features). In addition to analyzing expert texts, students should also be provided sample exemplar student texts because these models are often closer to what student writers might produce than expert texts (Sowell, 2019). To avoid the genre trap in which students see a genre as a template to plug information into, it is important that students examine a variety of text samples (Graham et al., 2016) of both expert and student writing.   

Process instruction 

Once students understand the key features of the given genre, they should be guided through a writing process that provides explicit instruction to develop their ideas through pre-writing activities and drafting. With a narrative essay, for instance, pre-writing can start with having students fill in a graphic organizer or doing some freewriting. Once students have finished pre-writing, they can draft their narrative. (For more about instruction on teaching writing process stages and strategies, see Graham et al., 2016). After completing a draft, students should be provided with feedback to help them develop and refine their ideas. (Guidance for meaningful feedback is addressed in the subsequent section.) Finally, as students revise their drafts, they should reflect on their writing, evaluating it against the features of effective writing, which was provided in the model paragraphs (Graham et al., 2016). Students need plentiful opportunities to practice a given genre. They should not be expected to be proficient in any given genre until they have practiced it several times (Gear, 2020). 

Provide students with clear assignment guidelines 

Students can experience writing anxiety when they are not clear about what they are expected to produce. Assignments such as, “Write three pages about something that happened to you” or “Writing an essay about an important event” are vague and can leave students unsure of how to successfully complete the assignment. 

Good writing assignments are specific and include the following components: 

1. Learning objectives: Include a description of the learning objectives and student-learning outcomes. 
2. Explanation of the genre: Provide a brief explanation of the genre. 
3. Justification and purpose: Explain why students are assigned this task. 
4. Tasks: Provide information about the tasks students will do leading up to the completion of the assignment. This might include tasks such as pre-writing activities, drafts, and peer reviews. 
5. Submission format: Provide the conventions students should use and where and when they should submit the assignment. For example: Your paper must be 1,500 – 2,000 words typed and double-spaced. Submit your paper to the learning management system by 11:59 p.m. on January 29. 
6. Assessment: Let students know how the assignment will be assessed. If you are using an assessment instrument, such as a rubric, share it with the students. 

Assignment sheet 

It is a good idea to give students an assignment sheet that includes the outlined components listed above. Students can refer to the assignment sheet as they carry out the assignment. (For a sample assignment sheet with corresponding rubric, see Appendix A.) 

Recommendation 3: Give Some low-stake writing assignments

What are low-stake writing assignments? 

Low-stake writing assignments can help mitigate the anxiety students feel from receiving feedback or grades on a writing assignment. Low-stake writing assignments are typically short writing assignments that are exploratory in nature (Elbow & Svinicki, 2013). Through low-stake writing assignments, students can actively engage with course content and explore ideas about certain topics (Elbow & Svinicki, 2013; Verlaan & Verlaan, 2017). In essence, students learn to write by writing; however, high-stake writing assignments that determine a grade or admission to an institution or job can be so anxiety-provoking that they prevent students from taking part in the very activities that can lead to improved writing skills. Low-stake writing assignments help students get words on paper and can provide meaningful writing practice without the pressure of being judged on the quality of the written product. 

Benefits of low-stake writing assignments

Low-stakes writing assignments have been shown to lead to positive learning gains. Manchón and Roca de Larios (2011), found that low-stake writing assignments helped EFL students develop a more complex understanding of writing that shifted from an almost exclusive focus on accuracy to a more nuanced understanding that included a focus on textual features, audience, purpose, and content. Lew and Schmidt (2011) and Cheng and Feyten (2015) found that low-stake writing assignments helped student writers develop reflective practices. Stevenson (2020) found that students who completed low-stake writing-to-learn assignments outperformed students who did not complete low-stake writing on exams and maintained a higher level of performance over time. Similarly, Inciri and Parmaksiz (2016) found that students who engaged in low-stake writing assignments improved academic achievement and attitude toward learning over those who did not.  

What and how 

Low-stake writing can take many forms. Some examples are diary entries, journal entries, blog posts, discussion post entries, summaries, freewriting, reflections, responses (to readings, lectures, and so on), graphic organizers, and word webs. Low-stake writing assignments can be thought of as pertaining to two categories: 1. Prewriting tasks for a specific writing assignment (Sample prompt: Provide an overview of what you plan to write about in your literacy narrative. What is the conflict? What is the setting? Who are the characters? How was the situation resolved? What is the significance of the story? Write at least 200 words.). 2. Exploration of ideas (that are often stand-alone products) (Sample prompt: Find three different texts that you have read recently. Each text should represent a different genre. For each one, identify the genre, purpose, audience, stance, mode, and media. Is reading these texts through a rhetorical lens different from how you read it the first time? Explain. Write at least 200 words for this post.) The number of low-stakes writing assignments you assign will depend on your instructional purposes and students’ needs. 

Evaluation of low-stake writing assignments

Low-stake writing assignments might be ungraded or graded as pass/fail. I grade low-stake writing assignments as pass/fail. I give points to low-stake writing assignments as long as students have responded adequately to the prompt and have met the minimum word count. In addition to helping students solidify recently-learned concepts, low-stake writing assignments also serve as a useful type of formative assessment that provides insight into how students are engaging with course content and developing their writing projects. I provide feedback on low-stake writing assignments to help learners move forward with their writing and learning. 

Recommendation 4: Employ a meaningful approach to feedback on student writing 

While most English language teachers would not imagine correcting every spoken error a student might make, armed with a red pen (or Track Changes), many English language teachers feel responsible for ensuring that students create perfectly clean, error-free pieces of writing. Several studies (e.g., Al-Jarraf & Al-Ahmad, 2013; Furneaux at al., 2007; Lee, 2005, 2008a, 2008b) have shown that when providing feedback on student writing, English language teachers often take on the role of copyeditor, correcting every error. However, it is not the teacher’s role to have students produce copyedited, publishable writing. The writing teacher’s job is to help students become better writers and to develop language skills. A meaningful feedback strategy can move students toward more successful revisions and reduce writing anxiety. 

Balance feedback with praise, criticism, and suggestion 

Feedback on student writing should be provided in a balanced manner. Often feedback on student writing focuses on what needs to be revised, but students also need feedback on what they have done well (Folse, 2016; Harmer, 2015; Hyland, 2019). Positive feedback not only helps students understand what has worked in a piece of writing, but it also motivates students to continue to develop their writing skills (Chamberlain, 2011; Hyland, 2019). Hyland and Hyland (2019) suggest a feedback approach that provides praise, criticism, and suggestion. Praise helps the writer understand what they have done well; criticism expresses some kind of dissatisfaction with a text; and suggestion gives the reader clear direction on how to improve the text. (Figure 1. provides a sample of what balanced feedback might look like.)

	Praise: You have done a good job of introducing your narrative. Your introductory paragraph helps readers understand the story and why they should care about it. 
Criticism: You have not provided enough detail and description of each event, which makes some aspects of the story unclear.  
Suggestion: Work on providing more detail and description. Refer to the handout in module three. 


Figure 1. Sample of praise, criticism, and suggestion feedback on student writing 

Relate feedback to instruction

Align feedback on the instruction provided when introducing the genre to students (Hyland, 2019; Lee, 2017). With the narrative essay example, for instance, at the macro-level, pre-writing instruction would focus on the plot structure for a narrative (background, rising action, climax, falling action, and resolution). At the micro-level, pre-writing instruction would focus on past tense, dialogue, transitions and connectives, and adjectives for setting and character (Lee, 2017). In addition, since English language learners are typically developing language skills in addition to composition skills, corrective feedback might also include specific types of errors or patterns of errors (Ellis, 2009; Ferris, 2011), such as errors with verb tenses, singular-plural errors, and count/noncountable nouns. Frequent errors or errors that interfere with meaning might also be attended to (Lee, 2017). 

Recommendation 5: Position the self as writer 

Finally, positioning the self as writer is beneficial for reducing student writing anxiety. A number of studies (e.g., Dix & Cawkwell, 2011; Locke & Kato, 2012; McCarthey et al., 2014) have shown that teachers who position themselves as writers are better writing teachers because they are more confident about writing, have more flexibility toward writing and methods of writing instruction, and demonstrate more enthusiasm for writing. Modeling the processes and activities the teacher engages in as a writer helps students develop competence and confidence in their own skills as writers (Cremin & Baker, 2014). Demonstration of writing and writing alongside students can help teachers position themselves as writers in the classroom (Cremin & Baker, 2010). 

Demonstration of writing 

Through demonstration of writing, teachers show how they go about a particular writing task that they will assign students. For instance, a teacher might demonstrate a pre-writing activity. They can show the first draft of their pre-writing activity and the changes they make as they carry out the task. This can include a think-aloud process whereby the teacher talks about what they are thinking as they compose in front of the class. A think-aloud process can help students see that writing is an iterative process interwoven with a thinking process. 

A think-aloud pre-writing demonstration might look something like the following: 

	On second thought, I don’t think the number of shopping centers is relevant to the topic of quality of life in a big city. I’m not so sure the number of parks really has an impact. But high cost of living, crime rates, bad traffic—those seem really important. I think those are my main supporting details. 


Figure 2. Example of the think-aloud process

When the teacher shows students a piece of writing they have completed at the different stages in the process (pre-writing, drafting, revision, and final copy), students can understand that the teacher also develops their writing through a process (Hafer, 2014). Additionally, the teacher might share some of the feedback they have received on a piece of writing and let students know how they used the feedback to inform and develop their writing. Teachers can also ask students to provide feedback on a piece of writing they are working on. This shows students a willingness to be vulnerable by sharing their writing in the same ways they ask their students to share their writing. 

Write alongside students 

Teachers can also write alongside students in class (either in a face-to-face or online class). The teacher might work on the same assignment they have given their students or another piece of writing. Writing alongside students helps the teacher develop and maintain empathy for the student writers (Cremin, 2010). It can also provide space for informal opportunities to discuss issues and questions that may arise as students and teacher write together. The teacher can meet the same writing challenges they have set for their students. For example, if a teacher has assigned their students a three-page essay by the end of the week, the teacher should also complete three pages of writing. 

Conclusion 

Writing anxiety is a common problem among English language learners. Writing in of itself is an inherently difficult task which can cause anxiety because of its complex nature. However, sometimes teachers cause or exacerbate the writing anxiety experienced in the second language writing classroom. Vague writing assignment expectations, inadequate instruction on how to write in English, insufficient time given to practicing writing, and ineffective feedback contribute to second language learners’ feelings of writing anxiety. Writing anxiety can be lessened through effective teaching. Writing teachers can provide explicit instruction for writing and clear assignment guidelines. Additionally, writing teachers can provide sufficient writing practice through multiple and varied writing assignments, including some low-stakes writing tasks. Furthermore, writing teachers can implement meaningful feedback strategies. Finally, writing teachers can help instill confidence in their students by positioning themselves as writers in the classroom. While it may not be possible to eliminate writing anxiety, good writing instruction can develop more confident and proficient writers. 
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Appendix A  
Narrative Essay Assignment Sheet
	
A narrative is a form of writing that tells a story. In a narrative essay, the writer narrates a personal experience. A narrative essay uses the components of a story: introduction, plot, characters, setting, and conflict. 
Purpose: Write a narrative provides the opportunity to tell a personal story while developing the skills of effective essay organization and sequencing, descriptive language use, and use of dialogue with proper punctuation. 
Length: Your narrative will be 900 – 1,200 words. 
Format: Submit your literacy in Times New Roman, 12-point font, double-spaced. 
Key Features of a Narrative 
· Focuses on a central theme.  
· Indicates how the central theme is important to the writer. 
· Presents a well-told story. A narrative focuses on a conflict that is resolved and has a clear beginning, middle, and end.
· [bookmark: _Hlk84183865]Provides vivid details. (Bring your narrative to life though description, imagery, anecdotes, characters, events, dialogue, and visuals.)
· 
Structure of a Narrative 
Introduction 
· The introduction sets the scene for the narrative.  
· The introduction seeks to grab the reader’s attention and give the reader a clue about what will happen. 
· The introduction ends in a thesis statement that provides a concise summary or main point of your story.  

Body Paragraphs 
· The body paragraphs describe what happened in the story. 
· Each body paragraph focuses on one main idea.
· Each body paragraph has a topic sentence. 
· Each body paragraph moves the story forward. 
· Body paragraphs are arranged in a clear order. 

Conclusion 
· The conclusion explains how the situation impacted the writer and what the writer learned from the situation. 
 
Editing and Proofreading 
· Check to see that events are narrated in a clear order. Use time markers (the following day, the next year, at that time, etc.) and transitions (then, next, eventually, subsequently, finally, after that, etc.) to show the passing of time. 
· Make sure that verb tenses were used consistently.  
· Punctuate dialogue correctly. Use quotation marks to indicate direct speech. Periods and commas go inside quotation marks. Question marks and exclamation points go inside quotation marks when they are part of the quotation and outside if they relate to the entire sentence.

Zara said, “Don’t do that!”

Why does the teacher always say, “Be quiet”? 

Due dates: Submit your pre-writing task on March 22. Bring your draft to class on March 30 to get a reader’s response. Submit the finalized version of your narrative on April 4 by 11:59 p.m. 
Learning Outcomes
· Demonstrate a reflection of an your own an important event in your life.
· Produce an essay that has a clear understanding of plot, dialogue, transitions, and descriptive details. 
· Demonstrate use of language and conventions appropriate for a narrative writing. 

Evaluation Criteria

Rubric for Narrative Essay 
	Criteria 
	Excellent (4) 
	 Good (3) 
	Fair (2) 
	Poor (1) 

	Introduction 
	Uses a hook to capture reader's attention and provides a clear background of the story. 
	Introduces the story but lacks an effective hook or sufficient background information. 
	Introduces the story, but the purpose might be vague or unclear. 
	Introduction is missing or does not relate to the story. 

	Organization 
	Events are logically sequenced with smooth transitions. 
	Overall, events are in order. There is some use of transitions. 
	Sequence of events are somewhat unclear or confusing. Use of transitions needs improvement. 
	Events are difficult to follow, and transitions are underused or missing.

	Plot Development 
	Has a clear plot with detailed events. 
	Includes necessary events but could be improved with more detail. 
	Includes necessary events but lacks coherence or sufficient detail.
	Plot is unclear or under-developed.

	Language Use 
	Uses descriptive language and vocabulary appropriate for the essay. 
	Generally uses appropriate language and vocabulary.
	Uses basic language and limited vocabulary.
	Uses inaccurate or inappropriate language. 

	Conventions 
	Has a strong command of grammar, punctuation, and spelling with few errors. 
	Shows general control of grammar, punctuation, and spelling. 
	Has several errors in grammar, punctuation, and spelling. 
	Contains frequent errors in grammar, punctuation, and spelling. 
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