
        
            
                
            
        

    
		
			About this practice guide 

			The Institute of Education Sciences (IES) publishes practice guides to provide educators with the best available evidence and expertise on current challenges in education. The What Works Clearinghouse (WWC) develops practice guides in conjunction with an expert panel, combining the panel’s expertise with the findings of existing rigorous research to produce specific recommendations for addressing these challenges. The WWC and the panel rate the strength of the research evidence supporting each of their recommendations. See Appendix A for a full description of practice guides and Appendix D for a full list of the studies used to support the evidence rating for each recommendation. 

			The goal of this practice guide is to offer educators specific, evidence-based recommendations that address the challenges of teaching students in grades 6–12 to write effectively. This guide synthesizes the best publicly available research and shares practices that are supported by evidence. It is intended to be practical and easy for teachers to use. 

			The guide includes many examples in each recommendation to demonstrate the concepts discussed. Throughout the guide, examples, definitions, and other concepts supported by evidence are indicated by endnotes within the example title or content. For examples that are supported by studies that meet WWC design standards, the citation in the endnote is bolded. Examples without specific citations were developed in conjunction with the expert panel based on their experience, expertise, and knowledge of the related literature. Practice guides published by IES are available on the WWC website at http://whatworks.ed.gov. 

			How to use this guide

			This guide provides secondary teachers in all disciplines and administrators with instructional recommendations that can be implemented in conjunction with existing standards or curricula. The guide does not recommend a particular curriculum. Teachers can use the guide when planning instruction to support the development of writing skills among students in grades 6–12 in diverse contexts. The panel believes that the three recommendations complement one other and can be implemented simultaneously. The recommendations allow teachers the flexibility to tailor instruction to meet the needs of their classrooms and students, including adapting the practices for use with students with disabilities and English learners. While the guide uses specific examples to illustrate the recommendations and steps, there are a wide range of activities teachers could use to implement the recommended practices.

			Professional development providers, program developers, and researchers can also use this guide. Professional development providers can use the guide to implement evidence-based instruction and align instruction with state standards or to prompt teacher discussion in professional learning communities. Program developers can use the guide to create more effective writing curricula and interventions. Researchers may find opportunities to test the effectiveness of various approaches and explore gaps or variations in the writing instruction literature.
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			Introduction to the Teaching Secondary Students to Write Effectively Practice Guide 

			Improving students’ writing skills helps them succeed inside and outside the classroom. Effective writing is a vital component of students’ literacy achievement, and writing is a critical communication tool for students to convey thoughts and opinions, describe ideas and events, and analyze information. Indeed, writing is a life-long skill that plays a key role in post-secondary success across academic and vocational disciplines.1

			The nature of writing and writing instruction is changing. Technology, such as word processing and other forms of electronic communication, plays an increasingly important role in how students learn and practice writing in and out of the classroom. In addition, best practices in writing instruction have shifted to include integrated interventions that involve many complementary instructional practices.

			This practice guide presents three evidence-based recommendations for helping students in grades 6–12 develop effective writing skills. Each recommendation provides teachers with specific, actionable guidance for implementing practices in their classrooms. The guide also provides a description of the evidence supporting each recommendation, examples to use in class, and the panel’s advice on how to overcome potential implementation obstacles. This practice guide was developed in conjunction with an expert panel, combining the panel’s expertise with the findings of existing rigorous research. Throughout the guide, statements supported by evidence are denoted with references.

			
			[image: See Glossary image] 

			
			Overarching themes

			Each recommendation provides instructional advice on a specific topic; together, the three recommendations presented in this practice guide highlight two important themes for delivering effective writing instruction.

			•	Writing encourages critical thinking. Constructing, articulating, and analyzing their own thoughts in writing requires students to think critically about their ideas and how to convey them based on their goals and the intended audience. Writing challenges students to understand, evaluate, and synthesize text, ideas, and concepts.2 Furthermore, approaching writing tasks strategically (that is, with a series of structured actions for achieving their writing goals) facilitates the development of sound arguments supported by valid reasoning. 

			
			[image: What is effective writing? Effective writing: • Achieves the writer’s goals. These goals can be set by the writer or teacher, or through collaboration between the writer, teacher, and/or peers. • Is appropriate for the intended audience and context. For example, a persuasive text written for a school newspaper may look different than one written for an online forum. • Presents ideas in a way that clearly communicates the writer’s intended meaning and content. The writer’s ideas are well-organized and clear to the reader, and expressed effectively. • Elicits the intended response from the reader. For example, a persuasive text compels the reader to take action, whereas a mystery novel elicits feelings of suspense or surprise from the reader.] 

			
			•	Writing occurs in every discipline. Writing spans classrooms and discipline areas. Writing is a key component of English language arts classrooms, and secondary students on average write more for their English classes than they do for any other class.3 However, students write more for other disciplines combined than they do for English language arts.4 

			The panel believes these two themes are related—critical thinking occurs in every discipline and writing leads students to think critically about content and ideas presented in all classes. These themes underlie the recommendations in this practice guide.

			
			[image: Scientists, artists, mathematicians, lawyers, engineers—all think with pen to paper, chalk to chalkboard, hands on terminal keys. Young and Fulwiler (1986)] 

			
			Overview of the recommendations

			Recommendation 1. Explicitly teach appropriate writing strategies using a Model-Practice-Reflect instructional cycle.

			•	Recommendation 1a. Explicitly teach appropriate writing strategies. 

			1.	Explicitly teach strategies for planning and goal setting, drafting, evaluating, revising, and editing. 

			2.	Instruct students on how to choose and apply strategies appropriate for the audience and purpose.

			•	Recommendation 1b. Use a Model-Practice-Reflect instructional cycle to teach writing strategies. 

			1.	Model strategies for students.

			2.	Provide students with opportunities to apply and practice modeled strategies.

			3.	Engage students in evaluating and reflecting upon their own and peers’ writing and use of modeled strategies.

			Recommendation 2. Integrate writing and reading to emphasize key writing features.

			1.	Teach students to understand that both writers and readers use similar strategies, knowledge, and skills to create meaning.

			2.	Use a variety of written exemplars to highlight the key features of texts.

			Recommendation 3. Use assessments of student writing to inform instruction and feedback.

			1.	Assess students’ strengths and areas for improvement before teaching a new strategy or skill.

			2.	Analyze student writing to tailor instruction and target feedback. 

			3.	Regularly monitor students’ progress while teaching writing strategies and skills.

			Summary of supporting research

			Practice guide staff conducted a thorough literature search, identified eligible studies, and reviewed those studies using the What Works Clearinghouse (WWC) group design standards. The literature search focused on studies published between 1995 and 2015. This time frame was established so that the review would examine practices conducted under conditions similar to those in schools today and to define a realistic scope of work. In addition to the literature search of electronic databases and the WWC studies database, members of the expert panel recommended additional studies for review.

			A search for literature related to secondary writing instruction published between 1995 and 2015 yielded more than 3,400 citations. Panelists recommended approximately 300 additional studies not identified in the literature search. The studies were screened for relevance according to eligibility criteria described in the practice guide protocol.5 Studies that did not include populations of interest, measure relevant outcomes, or assess the effectiveness of replicable practices used to teach secondary writing were excluded. Of the eligible studies, 55 studies used randomized controlled trials or quasi-experimental designs to examine the effectiveness of the practices found in this guide’s recommendations.6 From this subset, 15 studies met the WWC’s rigorous group design standards. Studies were classified as having a positive or negative effect if the findings were either statistically significant (unlikely to occur by chance) or substantively important (producing considerable differences in outcomes).

			Consistent with the panel’s belief that the recommended practices should be integrated with one another, many studies examined multi-component interventions. These interventions included practices from multiple recommendations or practices not recommended in the guide. Studies of these interventions typically cannot identify whether the effects of the intervention are due to one of the practices within the intervention or all of the practices implemented together. All studies used to support Recommendation 3 examined interventions that included components related to other recommendations or components unrelated to any recommendation. However, most studies used to support Recommendations 1 and 2 examined practices related to only one recommendation.

			
			[image: Throughout the guide, bolded citations indicate that a study meets WWC group design standards.] 

			
    The studies examined interventions appropriate for general education students. Five studies included ability or language subgroups, but the interventions in these studies were carried out in general education classrooms or were determined by the panel to be appropriate for general education students. 

    
    [image: Study Eligibility Criteria For more information, see the review protocol. Time frame: Published between January 1995 and March 2015; earlier or later work was reviewed if recommended by the panel Location: Study could have been conducted in any country Sample requirements: Students in secondary schools in grades 6–12]

    
			While the great majority of reviewed studies were conducted within the United States and with English speaking students, three studies were conducted outside the United States, with non-English speaking students. The panel believes that the locations of the studies (Germany and Portugal) have educational systems and contexts similar to the United States, and that writing strategies in German and Portuguese in these settings are similar to those used in English in the United States. The panel believes that conclusions from these studies may be relevant to U.S. schools and students.

			Studies supporting the recommendations examined writing knowledge and skill outcomes in the following nine domains: (1) audience, (2) genre elements, (3) organization, (4) sentence structure, (5) use of evidence, (6) word choice, (7) writing output, (8) writing processes, and (9) overall writing quality. (For more information about the domains and how outcomes were classified into the domains, see Appendix D.)

			Studies showed that practices in all three recommendations improved outcomes in the overall writing quality domain. The supporting studies also found that practices in each of the recommendations improved outcomes in other writing domains. Practices in Recommendation 1 improved outcomes in the genre elements, organization, word choice, writing processes, and writing output domains. The evidence supporting Recommendation 2 included positive effects in the genre elements and word choice domains. One study that supported Recommendation 1 found indeterminate effects for an outcome in the audience domain,7 and one study that supported both Recommendations 1 and 2 found inconclusive evidence for an outcome in the sentence structure domain.8 Practices in Recommendation 3 improved outcomes in three additional domains: audience, organization, and use of evidence. 

			
			[image: The level of evidence assigned to each recommendation indicates the strength of the evidence for the effect of the practices on student achievement, based on studies published since 1995 or published prior to 1995 and recommended by the panel.]
			
			The panel and Mathematica WWC staff assigned a level of evidence to each recommendation based on an assessment of the relevant evidence supporting each recommendation. Table 1 shows the level of evidence rating for each recommendation as determined by WWC criteria outlined in Table A.1 in Appendix A. (Appendix D presents more information on the body of evidence supporting each recommendation.)

			
    Table 1. Recommendations and corresponding levels of evidence
    
    [image: Table 1. Recommendations and corresponding levels of evidence]
			
			
How to use this guide

			This guide provides secondary teachers in all disciplines and administrators with instructional recommendations that can be implemented in conjunction with existing standards or curricula. The guide does not recommend a particular curriculum.

			Teachers can use the guide when planning instruction to support the development of writing skills among students in grades 6–12 in diverse contexts. The panel believes that the three recommendations complement one another and can be implemented simultaneously. The recommendations allow teachers the flexibility to tailor instruction to meet the needs of their classrooms and students, including adapting the practices for use with students with disabilities and English learners.9 While the guide uses specific examples to illustrate the recommendations and steps, there are a wide range of activities teachers could use to implement the recommended practices.

			Professional development providers, program developers, and researchers can also use this guide. Professional development providers can use the guide to implement evidence-based instruction or to prompt teacher discussion in professional learning communities. Program developers can use the guide to create more effective writing curricula and interventions. Researchers may find opportunities to test the effectiveness of various approaches and explore gaps or variations in the writing instruction literature.

			Alignment with existing practice guides

			The recommendations in this guide are appropriate for secondary teachers in all disciplines in grades 6–12. Teachers in elementary grades should review the Teaching Elementary Students to be Effective Writers practice guide that focuses on students in kindergarten through 5th grade (or 6th-grade students in an elementary school setting).10 Although both guides recommend similar broad approaches—for example, writing strategies are helpful for both elementary and secondary students—the specific recommended practices, examples, and potential obstacles are targeted for the respective student populations. In contrast to the Teaching Elementary Students to be Effective Writers practice guide, which in part focuses on basic skills and fostering a supportive environment for writing, this practice guide recommends practices appropriate for secondary school, where writing is a common component of diverse disciplines. The supporting evidence for each guide does not overlap, as the evidence in this guide is based only on studies with secondary students.

		

		
		
			Recommendation 1

		

		
			
				[image: A teacher holds a tablet and assists three students who are working on computers. ]
			

		

		
			Recommendation 1. Explicitly teach appropriate writing strategies using a Model-Practice-Reflect instructional cycle.

			This recommendation suggests teaching writing strategies in two ways: (a) through explicit or direct instruction and (b) through a Model-Practice-Reflect instructional cycle. Recommendation 1a suggests explicitly teaching students different strategies for components of the writing process. Students learn how to select a strategy, how to execute each step of the strategy, and how to apply the strategy when writing for different audiences and purposes. Recommendation 1b discusses using a Model-Practice-Reflect instructional cycle to teach writing strategies. Students observe a strategy in use, practice the strategy on their own, and evaluate their writing and use of the strategy. Teachers should use both approaches when teaching students to use writing strategies.

			
	    [image: Writing strategies are structured series of actions (mental, physical, or both) that writers undertake to achieve their goals. Writing strategies can be used to plan and set goals, draft, evaluate, revise, and edit.]		
			
			Summary of evidence: Strong Evidence

			Eleven studies contributed to the level of evidence for this recommendation.11 Six studies meet WWC group design standards without reservations,12 and five studies meet WWC group design standards with reservations (see Appendix D).13 All of the studies found positive effects on at least one writing outcome: positive outcomes were found in the overall writing quality, genre elements, organization, word choice, writing output, and writing process domains. The evidence largely supports both parts of the recommendation, with eight studies examining both the explicit instruction of writing strategies (Recommendation 1a) and the use of a Model-Practice-Reflect instructional cycle for teaching writing strategies (Recommendation 1b).14 Seven studies provided a direct test of the recommendation, examining some or all of the recommended practices without other important practices.15 The other four studies examined interventions that included additional practices such as the integration of reading and writing instruction (Recommendation 2),16 but the panel determined that the practices from Recommendation 1 were a critical part of the interventions. The studies were conducted in regions across the United States and in countries with similar educational contexts and written languages. The participating students were in grades 6–12, and the samples were diverse, including general education students, English learners, and students with learning disabilities.

			This recommendation has a strong level of evidence because the supporting studies have high internal and external validity, and they found consistent positive effects on writing outcomes. More than half of the studies supporting this recommendation provided a direct test of the recommendation, while the others examined interventions in which the recommended practices were critical components.

			Recommendation 1a. 

			Explicitly teach appropriate writing strategies. 

			Effective writers use strategies during all components of the writing process (Figure 1.1).17 An individual strategy can support one component of the process or span multiple components. Throughout this process, strategies help students organize the ideas, research, and information that will inform their writing. During the drafting stage, strategies help students create strong sentences and well-structured paragraphs. Strategies provide students with tools to evaluate, revise, and edit their plans and their writing.

			
			Figure 1.1. Components of the writing process


[image: The writing process is illustrated as a wheel comprised of the different components of the process. In the planning component, students generate content by gathering information from reading, prior knowledge, and talking with others to help organize writing. In the goal setting component, students identify objectives for writing effectively, and link those ideas to plans and strategies. In the drafting component, students select words and sentences that most accurately convey ideas, and transcribe those words and sentences into written language. In the evaluating component, students determine whether the text matches the writer’s goals based on self-review or external feedback. In the revising component, students make changes to the text based on self-evaluation and feedback from others. In the editing component, students make changes to ensure that the text correctly adheres to the conventions of written English. The components may be repeated, implemented simultaneously, or implemented in different orders, keeping audience and purpose in mind throughout the writing process, which is illustrated by two arrows moving in either direction around the writing process wheel. ]
			
			This part of the recommendation focuses on teaching cognitive strategies, both to improve students’ writing and encourage strategic thinking. Teaching students to use cognitive strategies is one way to develop their strategic thinking skills, ultimately helping them to write more effectively. Example 1.1 illustrates how using one cognitive strategy (Know-Want to Know-Learn or K-W-L) can lead to strategic thinking. Teachers need to explicitly instruct students on writing strategies and how to select the most appropriate strategy. Eventually, as students become experienced writers, they will use these strategies automatically to write effectively.

			
			[image: How using the K-W-L strategy during the writing process supports strategic thinking. The cognitive writing strategy K-W-L helps students identify the gaps in their prior knowledge and guides them through what they are reading and writing. When using a K-W-L strategy to plan a research paper, students can complete the first two columns while doing their research and the last column after completing their research. Using a strategy such as K-W-L fosters students’ strategic thinking by enabling them to approach a research paper in a purposeful way. They can summarize their prior knowledge (K column), develop research questions (W column), and track new information they gather (L column).]
			
			How to carry out the recommendation

			1.	Explicitly teach strategies for planning and goal setting, drafting, evaluating, revising, and editing.

			To write effectively, students must implement a writing process involving several components. Because writing is an iterative process, students may implement these components in a different order and may implement some of the components simultaneously (as illustrated by the clockwise and counter-clockwise arrows in Figure 1.1). Strategies help students direct their thinking as writers.

			Introduce students to different strategies for each component of the writing process so they understand there is more than one way to approach each component. Students do not need to memorize all the possible writing strategies and their steps. Instead, students should understand the purpose of writing strategies and know how to select an appropriate strategy.

			Teach students the steps of a strategy and how to execute each step. Teachers can identify effective strategies through professional learning communities, like the National Writing Project and National Council of Teachers of English, or publications like Writing Next.20

			Example 1.2 presents several writing strategies for each component of the writing process. The example describes how to execute each strategy and, when available, includes a reference to studies or other resources where that strategy was used. The example also notes whether a strategy is relevant to all types of writing or particular types or genres (e.g., persuasive or narrative). Genre-specific strategies help students focus on the basic purpose, structure, and elements of a specific type of writing, whereas general strategies can be used more broadly. Both types of strategies can be useful to students.

			Modify strategy instruction based on skill level. For example, when working with struggling students or students who are new to a particular strategy, begin by presenting a basic version of a strategy (e.g., setting one goal for essay length). When students become more comfortable with a strategy, challenge them to extend the strategy further (i.e., setting additional or more difficult goals.)

			Teach students how the different components of the writing process work together so that they can flexibly move between components of the process, returning to earlier components as needed to improve their writing. For example, students may change their goals after evaluating their first draft, or they may go back to drafting after revising their writing. Or, after a peer revising activity, students may discover they need to plan for and draft additional text.

			
  	
			[image: Sample writing strategies for the planning component of the writing process]

			
			[image: Sample writing strategies for the planning component of the writing process]

			
			[image: Sample writing strategies for the planning component of the writing process]

			
			[image: Sample writing strategies for the goal setting component of the writing process]

			
			[image: Sample writing strategies for the drafting component of the writing process]

			
			[image: Sample writing strategies for the evaluating component of the writing process]

			
			[image: Sample writing strategies for the evaluating component of the writing process]

			
			[image: Sample writing strategies for the revising component of the writing process]


			
			[image: Sample writing strategies for the editing component of the writing process]

			
  	
  			2. 	Instruct students on how to choose and apply strategies appropriate for the audience and purpose.

			After students learn different strategies, teach them to evaluate the available strategies and choose the most appropriate one for each situation. Provide students with a list of questions to consider when evaluating and selecting a writing strategy (see Example 1.3). Consider adding an exercise to a writing assignment that prompts students to describe the strategy they used for the assignment, what influenced their selection, and how the strategy helped them (or failed to help them) to write for their audience or purpose.

			To promote the critical selection of strategies instead of the rote use of strategies, identify opportunities for students to use writing strategies in new ways and in different contexts. For example, challenge students to use a familiar strategy for a writing assignment in another discipline or at home. Have students discuss and think about how they need to modify a strategy for a new task, discipline, or situation. Students can then try their modified strategy and consider how well their adaptation worked.

			
			[image: Questions to guide strategy selection]
			
			
			After students have chosen a strategy, teach them how to implement it with the specific audience and purpose in mind. Although a particular strategy might be most effective when writing for a specific audience or purpose, typically strategies can be effective with diverse audiences and purposes. Because the audience and purpose influence many components of the writing process, students should identify them prior to applying their writing strategies.

			Audience. Before a new writing assignment, prepare students to write for the target audience. Have students identify the target audience and engage them in brainstorming what they know about writing for that audience. Then, have students discuss how this knowledge will affect their writing and why.

			When students are writing for a new audience, provide opportunities to learn about that audience first. For example, if students are writing an opinion piece for the local newspaper, teachers can present demographic information of the newspaper’s readership to the class, invite a newspaper subscriber to talk with the class, or hold a discussion on how this audience may differ from a familiar audience. Students may need to conduct additional background research on the target audience prior to developing their writing plans.

			If students have written for an audience previously, they can use those experiences to inform the current writing assignment. Example 1.4 provides questions students can ask themselves to confirm their understanding of the audience.

			
			[image: Questions for understanding the target audience]
			
			
			Purpose. Help students identify the purpose for their writing during the planning component. Teach students to look for clues in the assignment’s prompts or instructions that signal the purpose of the writing assignment. Share examples of written work to illustrate text written for different purposes. Example 1.5 provides questions students can ask themselves to confirm their understanding of purpose.

			
			[image: Questions for understanding purpose]
			
			Finally, teach students to adapt their strategies depending on the audience and purpose. For example, when students use a planning strategy to write a persuasive essay, they should keep in mind that the appropriate supporting evidence will depend upon the audience and thus, they should carry out the planning strategy differently based on the audience. For a writing assignment in a social studies class, the strongest supporting evidence may be quotes from historical figures and events, while the strongest supporting evidence for an assignment in a science class may be results and statistics from a science experiment (rather than, for example, quotes from a scientist). Example 1.6 challenges students to use the same strategy to evaluate an informa¬tive essay and a persuasive essay. Example 1.7 illustrates an assignment that challenges students to write two persuasive essays on the same topic for two different audiences. 

			
			[image: Adapting an evaluating strategy when writing for different purposes]

			
			[image: Adapting a persuasive writing strategy when writing essays for different audiences] 

			
			[image: Adapting a persuasive writing strategy when writing essays for different audiences]

			
			[image: Adapting a persuasive writing strategy when writing essays for different audiences]
			
			Recommendation 1b. 

			Use a Model-Practice-Reflect instructional cycle to teach writing strategies.

			A Model-Practice-Reflect approach allows students to observe the thinking and actions of a strong writer, attempt to emulate the features of effective writing, and then evaluate their writing according to those features (as illustrated in Figure 1.2). By learning from teachers, peer models, and their own written work, students can internalize the features of effective writing and develop effective writing strategies, skills, and knowledge. Writing practice without reflection does not provide students with opportunities to internalize important features of writing or think about how to apply learned skills and strategies effectively in new situations.

			Teachers should employ a Model-Practice-Reflect approach during writing instruction and classroom activities, gradually transitioning responsibility until students are using writing strategies independently.

			
			Figure 1.2. The Model-Practice-Reflect cycle

			
			[image: The Model-Practice-Reflect cycle is depicted. An icon of a teacher sitting with a student at a desk illustrates the modeling step, as the teacher models their writing or strategy use to the student. An arrow leads to the next step in the cycle, the practice step. An icon of a teacher standing next to a student shows how students practice writing and using a strategy independently, with a teacher, or with a peer. An arrow leads to the next step in the cycle, the reflect step. An icon of a student sitting at a desk shows how students evaluate their writing and strategy use. An arrow leads back to the model step. ]
			
			How to carry out the recommendation

			1. 	Model strategies for students.

			Teachers and peers can demonstrate and verbally describe the use of effective writing strategies during components of the writing process. This type of modeling illustrates to students the thought process behind selecting and applying each strategy, and it highlights why or how that strategy will help them write effectively. Example 1.8 lists six types of statements that teachers can use when modeling to share their thinking.

			Include modeling statement examples with identified errors and corrections to demonstrate the common challenges students may encounter when implementing a writing strategy and solutions to those challenges. For example, when using the DARE strategy, the following modeling statements may be used: “It looks like I identified a possible opposing viewpoint, but I didn’t refute that viewpoint. I need to reject that argument to strengthen my own thesis.” When modeling an error, clearly explain to students what is incorrect in the example so they are able to distinguish between the correct and incorrect use of a writing strategy.

			
			[image: Types of modeling statements]
			
			When explaining the steps of a new writing strategy, carefully model how to execute each step (as in Example 1.9). If students struggle with different aspects of the strategy, more modeling may be necessary to demonstrate specific steps. To supplement the modeling, teachers can post lists of strategies and their steps in the classroom or encourage students to maintain lists of strategies they use.

			
			[image: Thinking aloud to model a planning and goal setting strategy]
			
			
			Peers can also serve as models to other students during both whole-class instruction and small-group activities. After teachers model their own strategy use during whole-class instruction, have a student share with the class how he or she could use that same strategy for an upcoming assignment. Challenge the class to think of alternative writing strategies and select a student to model a different strategy to the class. To incorporate modeling into small-group activities, pair students after they have completed a writing assignment. Encourage each partner to share his or her writing strategy and model his or her thought process during each component of the writing process.

			Adjust the intensity of the modeling to accommodate the needs of students at different skill levels. For example, students who are struggling may need additional one-on-one modeling or modeling that is specifically related to the writing assignment at hand. The focus of the modeling (such as defining the audience, purpose, or task; walking through the steps of a particular strategy; explaining how to execute a strategy; or reflecting on their own writing) can vary based on what skills and knowledge students need to develop.

			As students master writing strategies and skills for the components of the writing process (planning, goal setting, drafting, evaluating, revising, and editing), teachers should gradually lessen their modeling to give students more opportunities to execute strategies on their own. This gradual release of responsibility can help students select and implement strategies independently.

			2. 	Provide students with opportunities to apply and practice modeled strategies.

			Incorporate regular opportunities to practice implementing writing strategies into classroom activities. These opportunities can occur across disciplines to allow students to practice their writing for different topics, audiences, purposes, and tasks. Example 1.10 illustrates how modeling and practicing writing strategies could span different disciplines. Each activity illustrated can be easily adapted for use in different discipline. For example, the English language arts activities could be used in any disciplines to model planning for a writing assignment.

			
      [image: Practicing modeled writing strategies]

      
      [image: Practicing modeled writing strategies]			
			
			3. 	Engage students in evaluating and reflecting upon their own and peers’ writing and use of modeled strategies.

			Reflection activities enable students to carry out the evaluation component of the writing process, and deepen their understanding of their writing effectiveness and how well they accomplished their goals and executed their strategy. Reflection also helps students discover ways to improve their writing, and reinforce the use of effective strategies in future tasks. (Recommendation 3 discusses formative assessment, a type of evaluation and reflection performed by teachers to improve their writing instruction.) The goal is the same: to support students in improving the quality of their writing.

			After students practice using a particular strategy, have them ask themselves a series of questions to reflect upon their use of the strategy, or challenge students to articulate how the strategy worked for them (e.g., “How did the strategy help you achieve your writing goals?” or “What did you find challenging about using that strategy?”). Encourage students to consider these reflections when approaching a component of the writing process in the future to help them internalize how strategies can facilitate effective writing. 

			Provide opportunities for students to evaluate their own and others’ writing on a variety of features, such as whether the piece:

			•	achieves the author’s intended goals for the assignment

			•	incorporates a logical problem-solution organization

			•	establishes mood, tone, and style (the writer’s voice)

			•	has sufficient detail

			•	is well-organized for the intended audience

			•	uses strong and appropriate word choice

			•	incorporates dialogue as appropriate (e.g., when writing a fiction short story)

			•	presents evidence that is sufficient and necessary (e.g., when supporting a claim for a scientific argument) 

			As demonstrated in the last two points, the evaluation characteristics will vary based on the purpose and audience for the assignment. Example 1.11 illustrates a classroom activity that facilitates reflection on student writing and use of a writing strategy.
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			Incorporate evaluation and reflection components into writing assignments of different types and in different disciplines. For instance, in Example 1.12, students are asked to write a literary analysis essay and use a color-coding strategy to evaluate that essay.
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			Have students analyze how their strategy use, writing knowledge, writing skills, and written products have improved. Students can keep a portfolio of their work throughout the school year to facilitate this analysis. At different points during the year, encourage students to compare their most recent work to earlier pieces of their writing. For example, students can review work they wrote in the beginning of the school year, compare it to work they wrote in May, and answer reflection questions such as the following:48 

			•	After rereading drafts of your own work, can you see any evidence of your growth as a reader and writer? Please describe what you notice about your performance.

			•	If you saw growth between your drafts, what do you think is responsible for your progress? Be as specific as you can in your answer.

			•	If you did not mention this above, to what degree did revising your first draft prepare you to write well on your final draft?

			Students can go through a similar exercise when moving between a first draft and subsequent drafts for the same assignment. After students have implemented their revisions, ask them to explain the changes they made to reach their final draft and to articulate how those changes helped make their writing more effective.

			Rubrics are tools students can use to facilitate the evaluation of their work. Use rubrics to prompt students to identify ways in which their writing could be improved, and ask students to identify strengths in their writing and others’ writing (see Example 1.13).

			Teachers can find many sample rubrics online or through professional learning communities. They can also create rubrics themselves or in collaboration with other teachers. Teachers may consider consulting their state writing rubrics as well as exemplar papers when developing rubrics from scratch. Teach students how to use rubrics to assess how well they met certain criteria and to inform their plans for improving their writing.
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			Potential obstacles to implementing Recommendation 1 and the panel’s advice

			Obstacle 1.1. I teach my students specific writing strategies, but then they don’t seem to use them while composing.

			Panel’s advice. Teachers should explore why students are not using writing strategies and modify their instructional approach based on what they learn.

			• 	If students have not internalized the strategies they are taught, re-teach the specific steps of the strategy. Consider posting lists of strategies and their steps in the classroom as a reminder, providing students with laminated copies of strategies they can keep at their desks, or encouraging students to create a mnemonic to remember particular strategies.

			• 	If students are lacking confidence in their strategy use, provide opportunities for them to make choices about which strategies to use. This will help engage them in strategy use and empower them to select a strategy that works for them. Facilitate one-on-one opportunities for students to explain why they selected a particular strategy, reflect on their choice, and discuss how the strategy helped them.

			• 	If students are using strategies only occasionally, look for opportunities to recognize students’ progress toward using strategies more consistently. Teachers can support student writers by providing positive feedback when a student uses a strategy correctly, ensuring that each student has a voice during whole-class discussions, and finding ways to value something in every student’s writing, including strategy selection and use.

			• 	If students aren’t visibly using strategies or using them rarely, but their writing has improved, they might be implementing strategies automatically in a way that is not visible to teachers. When students do this, celebrate the internalization of a strategy becoming an automatic skill. Continue to monitor students’ progress in using strategies and writing effectively. Students may no longer need to implement writing strategies if they are able to write effectively without them.

			Obstacle 1.2. For some of my students, strategy instruction doesn’t seem to improve their writing achievement.

			Panel’s advice. Consider why specific students are not benefitting from strategy instruction and think about ways to tailor strategy instruction based on their skill levels:

			• 	For students who are struggling, strategies can be made simpler by streamlining steps or focusing on one step at a time. For example, with the PLAN and WRITE approaches described in Example 1.2a and 1.2c, respectively, simplify the strategy by eliminating steps or goals. Consider laminating sheets of paper that list strategies and their steps so students can have a quick reference guide at their desks.

			• 	For more advanced students, make strategies more complex by adding more steps or developing more challenging goals.

			Obstacle 1.3. I struggle to be a strong writer—how can I teach my students to be effective writers?

			Panel’s advice. There are many ways to strengthen your own writing and, consequently, your writing instruction:

			• 	Write the assignments that you are asking your students to complete. This can help you become more confident by engaging yourself in writing more frequently. It may also help you understand what is challenging for students, clarify the assignment’s instructions, and identify the strategies that you used to complete the writing task. This will help you plan for strategy instruction.

			• 	Simplify writing by thinking of it as the sum of many components. Recognize that writing can be broken into manageable steps.

			• 	Understand that writing is not always a complex report or long essay. Shorter writing assignments can offer valuable learning opportunities to students as well.

			• 	Join or develop a supportive group with other teachers where you share your challenges and successes with your writing and writing instruction. Group members can provide feedback and support to one another.

			• 	Share your writing with your students, including your challenges. Students may experience similar challenges and find it useful to listen to you model your thought processes and solutions.

			• 	Continue to expand your writing instruction knowledge and skills by participating in professional-development activities, observing other teachers during writing instruction, and/or developing and obtaining feedback on a plan for teaching writing in your class.

			Obstacle. 1.4. I model the use of rubrics for my students, but my students’ self-assessments aren’t accurate.

			Panel’s advice. Students may not understand key text features well enough to make accurate judgments about their own writing. Generally, students who achieve higher-rated compositions tend to have more awareness of the strengths and weaknesses of their writing, whereas students whose compositions score lower tend to have less awareness.50 Consider the following approaches for improving students’ self-assessments:

			• 	Model the use of rubrics by taking two pieces of student writing from a previous year, one an exemplar of effective writing and one an exemplar of ineffective writing, and annotate each piece using a rubric. If the rubric measures several aspects, consider limiting the modeling to one attribute at a time to help make the rubric criteria more concrete. Students can then annotate each other’s writing in pairs.

			• 	The rubric criteria may change, depending on the discipline or purpose for writing. Ensure that students recognize these changes and complete their self-assessments with these differences in mind. Discuss as a class how aspects of the rubric are specific to the discipline, audience, or purpose.

			• 	Have students complete a rubric prior to submitting a writing assignment. During their review of the assignment, teachers can complete the same rubric side-by-side with the student’s. Teachers can meet with students individually to discuss any discrepancies in the evaluations. Students can also review both rubrics, summarize the differences, and plan for how they might revise the assignment based on both evaluations.

			• 	After a specific writing assignment, ask each student to rate his or her confidence that the composition will receive a high mark for one facet of the composition (e.g., character development). Then, pair students and ask them to evaluate each other’s compositions for the presence of character development. After the evaluation, have each student again rate his or her confidence that the composition will receive a high mark. The focus on a particular feature, the peer evaluation, and the final rating of confidence requires students to think about how well they accomplished the specific feature and to be more aware of the features present in their writing.

			• 	Assess the degree to which students have confidence in their own self-assessments by asking them to rate their confidence in their rubric evaluations. For instance, a teacher can ask students to write by each section of the rubric a 1, 2, 3, or 4, with 1 being “I’m not confident at all in what I’m saying here,” and 4 being “I’m totally confident in this judgment.” Students who make inaccurate self-assessments and rate their confidence high may need a better understanding of what the rubrics are focused on. Students who make inaccurate self-assessments and rate their confidence low may need a better understanding of how to address the rubrics in their own writing.

			Obstacle 1.5. How can I help my students to feel comfortable reflecting on their own work?

			Panel’s advice. It will take time for novice writers to understand what qualifies as effective writing, build their writing skills, and strengthen their confidence to reflect upon and improve their own work. Gradually transitioning responsibility to students helps them build their skills and confidence steadily. Teachers might have to demonstrate the reflection process multiple times to illustrate that reflection and self-criticism are helpful tools to improving one’s writing. Reflection is a cyclical process and should occur throughout the writing process. Students should be given multiple opportunities to reflect on the same piece of writing.

			Teachers can also focus on creating a supportive and safe classroom environment for students to self-critique their work. For instance, after a student voices a self-critique in front of other students, a teacher might say the following so everyone can hear, “You showed good awareness there when you criticized your own work, Juan. It’s hard, but that’s how good writers get to be good writers. I’m proud of you for doing that.” By commenting positively and publicly when students self-critique their writing, teachers can help students build confidence in their reflection skills.

 



		
		
			Recommendation 2
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			Recommendation 2. Integrate writing and reading to emphasize key writing features.

			Combining reading and writing together in an activity or assignment helps students learn about important text features. For example, asking students to summarize a text they just read signals that well-written texts have a set of main points, that students should understand main points while they read, and that when students write certain types of compositions they should focus on main points. Reading exemplar texts familiarizes students with important features of writing, which they can then emulate.

			
			[image: Exemplar texts are examples that clearly illustrate specific features of effective writing for students.]
			
			Similarly, writing with a reader in mind and reading with the writer in mind strengthens both skills.51 Writers are more effective when they tailor their writing to the reader and anticipate the impact on their audience as they write.52 

			Because reading and writing share four types of cognitive processes and knowledge (see Figure 2.1), integrating reading and writing can also help students develop:53

			1.	Meta-knowledge, which involves understanding the reading and writing processes in relation to goals and purposes. For example, when reading or writing an editorial, a student understands which reading and writing strategies align with this format.

			2.	Domain knowledge, which is about the substance and content that is revealed from reading and writing. 

			3.	Important text features, which include text format, organization, and genre, as well as spelling and syntactical combinations that are accepted in a particular language or culture. 

			4.	Procedural knowledge, which includes integrating complex processes to write compositions and using strategies for accessing information when reading text. 

			Combining writing and reading together in all disciplines enables students to develop their writing in diverse contexts. By practicing their writing skills across the curriculum, students have more opportunities to practice different types of writing. For example, in science class, students can write informational text about their lab experiments; in history class, students can write argumentative pieces about different historical perspectives. Moreover, the panel believes that the benefits of writing across the disciplines extend beyond the writing itself—writing can improve reading comprehension, critical thinking, and disciplinary content knowledge.54

			Summary of evidence: Moderate Evidence

			Eight studies contributed to the level of evidence for this recommendation.55 Three studies meet WWC group design standards without reservations,56 and five studies meet WWC group design standards with reservations (see Appendix D).57 Seven studies found positive effects on at least one writing outcome;58 positive effects were found in the overall writing quality, genre elements, and word choice domains. The evidence was largely aligned with both steps of the recommendation, with six studies examining practices related to using exemplar texts (step 1) and teaching students to understand that writers and readers use similar strategies, knowledge, and skills (step 2).59 Three studies with positive effects provided a direct test of the recommendation, examining the recommended practices without other important intervention components.60 The other four studies that found positive effects examined interventions that included other recommended practices, but the panel determined that integrated reading and writing instruction was a critical component of the study interventions.61 All of the studies were conducted in the United States except one, which was conducted in Germany.62 The student samples were diverse, including general-education students and English learners from 6th to 12th grade.

			While the supporting evidence for this recommendation had high internal and external validity, and there was a preponderance of positive effects on writing outcomes, this recommendation has a moderate level of evidence. One study found indeterminate effects on writing outcomes63, and fewer than half of the studies provided a direct test of the recommendation. Two of the three studies that provided a direct test of the recommendation had a very short duration.64
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			How to carry out the recommendation

			1. 	Teach students to understand that both writers and readers use similar strategies, knowledge, and skills to create meaning.

			Students spend more time reading than writing, so they are more familiar with the skills required to read. Showing them the connection between reading and writing can help them transfer their reading skills to writing and vice versa.

			Explicitly identify the connections between reading and writing for students. For example, to help students recognize a cause/effect structure when reading and use the structure when writing, ask them to read a science text with this structure. Support students as they identify key features of the cause/effect structure—for example, the use of signal words such as because, cause, effect, if, and then. Tell students, “So now you know some signal words authors use when they want their readers to understand causes and effects. Now you can use that knowledge when you are writing about a topic that includes cause-and-effect relationships.” Explicitly stating the connection between what students just learned from reading and how they can apply it in their own writing elevates their knowledge about the connection between reading and writing.

			Help students understand that just as readers use strategies to decipher text and meaning, writers use strategies to infuse their text with meaning. For example, when reading a narrative, encourage students to visualize the setting by creating mental pictures based on the author’s use of sensory details. In the same way, when creating their own narratives, students can describe sights, smells, sounds, tastes, touches, and movements to paint a picture in their own words.

			Show students how writers create meaning for readers by providing annotations on the margins of exemplar texts. The annotations can highlight the ways writers engage readers by setting up the context and focus of the text; using concrete words and sensory language to create pictures of characters, events, and experiences; and providing a conclusion that resolves conflicts or problems.

			Ask students to respond to something they have read using cognitive-strategy sentence starters. These tools help students structure their thinking and writing, and focus on key features. Cognitive-strategy sentence starters help students write by modeling:

			•	what writers might say to themselves inside their heads when composing, 

			•	what readers think when annotating texts they are reading, and 

			•	how writers generate ideas for texts they are writing. 

			For example, have students read the first paragraph of an essay and complete the phrase “At first, I thought . . . , but now, I think . . .” in writing (see Example 2.1). Ask students to continue using sentence starters to write responses to each paragraph in the essay. As students move through the paragraphs, they should also note the author’s logical sequence in the essay. When students have completed writing using sentence starters, model and discuss how the author may have used similar strategies to develop the essay. For example, the teacher may say, “What do you think the author was aiming for in the first paragraph?
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			How did the author’s vivid language in the first paragraph achieve that goal?” Similar discussions can occur when presenting exemplar texts to students. Use specific activities that integrate writing and reading to enhance student skills and knowledge in reading and writing across disciplines. 

			•	Activities that use key words and phrases from a story (story impressions) help students develop knowledge of text features that writers use in drafting specific narrative genres. The activity in Example 2.2 asks students to create a narrative using a selection of words from a story, helping them anticipate what they might read in that story.

			•	When reading multiple texts on the same topic, students can learn to evaluate and synthesize information into a cohesive summary. Teachers can also have students work together to synthesize texts on the same topic, then strengthen their learning by writing their syntheses individually (see Example 2.3). 

			•	A similar activity could be used to help students develop extended research arguments that incorporate opposing perspectives. Students can read diverse viewpoints, write a persuasive essay, review and evaluate a peer’s writing, and revise their own writing (see Example 2.4).

			
			[image: Example 2.2. Story impressions for English language arts. Example 2.3. A writing and reading activity for synthesizing multiple texts]
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			2. 	Use a variety of written exemplars to highlight the key features of texts.

			Use exemplars to teach students the key features of effective writing so they can use them in their own writing. Exemplar texts, whether published or created by teachers or peers, can clearly illustrate specific features of effective writing. These features include strong ideation; organization and structure; word choice, grammar, punctuation, and spelling; use of literary devices; sentences meeting the writers’ intentions; voice, including tone, mood, and style; and correct use of conventions. Example 2.5 lists some text types and their important features.

			
			[image: A writing and reading activity for synthesizing multiple perspectives]
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			As students read an exemplar text, emphasize the features that align with the specific learning objective being taught (e.g., using supporting evidence to support a claim in argumentative writing). Color-coding (as illustrated in Example 1.12) is one way to emphasize text features. For example, provide an exemplar of argumentative writing with each claim highlighted in yellow, define claim, and then discuss each claim as the class reads the exemplar. Similarly, when using an exemplar of narrative writing to emphasize theme, discuss as a class the definition of theme and have students highlight evidence of the theme in blue while reading the exemplar aloud. Once students understand the features, ask them to practice emulating these features in their own writing (see Examples 2.6 and 2.7).

			Include exemplars with diverse writing quality so that students can distinguish the features of good exemplars from average and poor exemplars across text types. Help students notice what distinguishes a high-quality example from a less proficient one (see Example 2.7). Students can annotate the examples and then create a class list of features to refer to as they are reviewing their own drafts.

			
			[image: Example 2.6. Using editorials as peer and professional exemplars of persuasive texts. Example 2.7. Teaching features distinguishing strong and weak student exemplars]
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			Emphasize that key features of text types may vary or may be more or less prominent based on the purpose, audience, and form of the writing (see Example 2.8). Have students brainstorm how the same topic could be written about in different types of texts. Share different forms of writing—news articles, research briefs, research papers, testimonials, and fictionalized accounts—about a specific topic, such as Hurricane Katrina, to illustrate how the same content is treated differently to better suit the audience or purpose. Strategies like RAFT may help facilitate compare/contrast activities, as RAFT prompts students to think about the writer’s Role, the Audience, the Format of the writing, and the Topic of the writing.67
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			Have students read an exemplar of a specific text type, and ask them to emulate different features of that text (tone, style, etc.) as they write. In Example 2.9, the student is given the prologue to Romeo and Juliet and is asked to mimic the style of the original prologue on a topic of his or her choice, a “Copy/Change” activity. This activity gives students practice in evaluating the key features of texts and incorporating them into their own writing.

			Use rubrics and checklists to highlight key features of effective writing, and have students use them to evaluate their success in emulating important text features. Providing students with these explicit lists of expectations can help clarify the aspects students should emulate. Teachers can also provide the raw materials to create a rubric and allow students to distill the exemplary aspects of a text for themselves. Example 2.10 provides a sample student rubric created using strong and weak exemplar texts (see Example 2.7).
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			Potential obstacles to implementing Recommendation 2 and the panel’s advice

			Obstacle 2.1. Teaching writing and reading aren’t central to my discipline. I have too much content to teach already, and I don’t have time to develop students’ writing skills as well.

			Panel’s advice. The panel is not recommending that disciplinary teachers specifically teach writing and reading, but that teachers incorporate writing and reading to further students’ learning of each skill. Many minor writing and reading activities and tasks can help focus students’ learning, but they don’t require specific lessons on how to write or read.

			Teachers in other disciplines can combine writing with reading to accomplish specific goals such as learning, remembering, and critical thinking. For example, teachers can encourage students to use writing to reflect on what they have read or learned. Students can keep a math or science journal to extend and reflect on their learning or respond to prompts such as “A discovery I made about the cell structure today is . . .” or “Another strategy I could have used to solve this problem is . . .” Asking students to read text (whether it be a newspaper article, passage on the internet, or textbook selection) and write about the key points will help students to learn and remember the major points of the text better.

			Math teachers who are looking to incorporate reading and writing into their classes can have students use the logical reasoning inherent in writing to improve and verify their mathematical reasoning. One activity could include students writing an explanation of their problem-solving logic for an algebraic word problem. This allows them to check the soundness of their mathematical reasoning while writing.69

			Collaborating with colleagues in professional learning communities or grade-level meetings can help. For example, collect everything that a specific student was asked to write in a day the week before the meeting. Define writing broadly (e.g., answers to text book chapter questions, notes during a lecture or on a reading, explanation of thinking for a math problem, a science lab write up, a literary essay, etc.). Work with your colleagues during the meeting to identify whether and how each writing assignment 1) supported the student in learning the content and 2) consider how you might revise or extend the student’s content learning.

			Obstacle 2.2. My school teaches reading (or literature) and writing separately. How can I integrate reading and writing?

			Panel’s advice. In classes that teach writing, use exemplar texts to integrate reading into the class. For example, have students read and analyze good exemplars of the writing style being taught before beginning to write (see Example 2.6). Then, as students draft their own pieces, encourage them to emulate one or two features of the exemplar in their own piece (e.g., the structure of an op-ed article in which the call to action comes at the end of the piece, vivid language to set the tone in a short story, how tables and text work together in a scientific article).

			In classes that teach reading or literature, consider including short reflective or expressive writing assignments to enhance textual understanding. Students can write a short reflective journal entry after each chapter in a book, documenting their overall reactions and responding to cognitive prompts (see Example 2.1). In literature classes, students may work on developing analytic essays by identifying the theme of the piece and selecting textual evidence and examples of how the author uses literary devices to support those themes. This could enhance the students’ understanding of the literature.

			Obstacle 2.3. My students have trouble understanding the content of their reading, let alone writing about it.

			Panel’s advice. Most teachers have students in their classes who are struggling readers and writers, and many teachers work with English learners who can also have difficulty understanding reading on-grade-level texts. Consider setting different reading and writing goals for different students, asking for more from some students and not as much from others. For example, if the class is tasked with writing about five major points in an essay, perhaps struggling students could be asked to write about one or two major points. Gradually, teachers can challenge struggling students with more reading and writing as they make progress.

			When students write about what they are reading, it helps develop not only their understanding of what they read but also their reading skills.70 Students do not have to write about all aspects of the text. Writing activities will help students better understand aspects of the text’s content. For instance, to help students comprehend a text on biotechnology, ask them to write the main idea and one supporting detail from the text. This exercise will help them to better understand an important aspect of their reading.

		

		
		
			Recommendation 3
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			Recommendation 3. Use assessments of student writing to inform instruction and feedback.

			Monitoring student progress throughout the writing process provides useful information for planning instruction and providing timely feedback to students. By regularly assessing student performance—not just students’ final written products—teachers learn about student progress on key learning objectives and can tailor their writing instruction accordingly. Struggling students and students with disabilities can benefit from additional and differentiated instruction on skills that have been taught, while students who have already mastered a skill can advance to a new one.

			
			Figure 3.1. The formative assessment cycle

				
				[image: Formative assessment enables teachers to regularly or continuously monitor student progress and use that information to modify instruction toward learning goals and skills. The formative assessment cycle is illustrated with five steps, with arrows leading from one step to another to form a circle. The five steps of the formative assessment cycle are objectives, goals, and standards; targeted instruction; assessment; data analysis, and targeted feedback. ]
				
			
			The formative assessment cycle is an iterative process in which teachers repeatedly assess students’ skills and adapt instruction accordingly until the targeted learning goals are achieved (see Figure 3.1).71 The process begins with the teacher identifying the learning objectives, goals, or standards on which to focus. Next, instruction is targeted to achieve these goals. To measure student learning on the targeted goals, the teacher administers assessments and analyzes the data. Finally, the teacher responds to the data by targeting instruction and feedback to focus on areas in which students need additional practice and exposure. Then the cycle repeats again.72 Because the first step is often based on state or district standards and the second step commonly follows a district or school approach, this recommendation focuses on the last three steps: assessment, data analysis, and responding to the data by targeting feedback.

			Formative assessment tools, such as exit slips and error analysis, allow teachers to regularly monitor student progress. Exit slips are individual assessments with a few multiple-choice or short response questions that are administered at the end of a period. After administering the exit slips, teachers score and record the data to evaluate whether students learned the material during the period. For example, if a middle school English class learned about figurative language, an exit slip could ask students to write examples of a metaphor and a simile. Error analysis involves reviewing student assignments for specific aspects of writing (e.g., a lack of transitions between paragraphs that lead the reader logically between ideas) and tracking which students have included those aspects in their writing. Teachers can use error analysis to identify trends and common problems in student writing over time. In addition, error analysis allows teachers to monitor student progress and growth by tracking the same writing aspects over time.
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			Summary of evidence: Minimal Evidence

			Four studies contributed to the level of evidence for this recommendation. One study meets WWC group design standards without reservations,73 and three studies meet WWC group design standards with reservations (see Appendix D).74 All four studies examined professional-development interventions that provided tools for teachers to use formative assessments in the classroom, and all studies found positive effects on at least one writing outcome. The studies examined interventions including components from all of the steps in Recommendation 3, but none of the studies provided a direct test of the recommendation because the interventions also included important components that were not part of this recommendation. Three studies examined the same intervention, the Pathway Project, which also included components of Recommendations 1 and 2.75 These three studies found positive effects on outcomes in the overall writing quality domain. They were conducted in school districts in Southern California and included primarily mainstreamed English learners. The fourth study examined another professional-development intervention that included tools for teachers to use formative assessments, as well as other curricular materials for writing instruction and support for collaboration among teachers.76 This study found positive effects on outcomes in the audience, organization, and use of evidence domains. It was conducted in 44 school districts across the United States.

			This recommendation received a minimal level of evidence because three of the four studies examined a single intervention, and none of the studies provided a direct test of the recommendation. The evidence had strong internal validity—aside from the multi-component interventions—but three of the studies may have limited generalizability because they were conducted in a single region and included primarily English learners.

			How to carry out the recommendation

			1. 	Assess students’ strengths and areas for improvement before teaching a new strategy or skill. 

			Use regular assessment to identify strengths and areas for improvement. Assessments can indicate whether students have the appropriate foundation for subsequent lessons and highlight common areas of student need, allowing them to be remedied more quickly. Assess students in both English language arts and other disciplines using regular classroom work, longer written assignments, or on-demand writing prompts (short writing assignments designed to assess student skills or understanding).

			To determine student strengths and needs, before beginning a new lesson ask students to write in response to on-demand prompts. The design of the on-demand prompt plays an important role in shaping the quality of student writing.77 When developing on-demand writing tasks identify the purpose and the audience, and provide age-appropriate tasks that are accessible and offer some choice.78 Keep the task authentic by using real-world credible topics and have students perform real-world tasks that demonstrate meaningful application of their knowledge and skills.79 In addition, consider the following questions when developing prompts:

			•	Does the prompt content and writing product have a clear and coherent purpose and focus? Allow for diverse responses? Require students to respond to texts, if relevant?

			•	Does the prompt build students’ content knowledge, enduring understandings, and complex, higher order thinking skills?

			•	If using a text with the prompt, is the text engaging, authentic, accessible, and tightly relevant to the prompt? Does it require students to apply standards-based reading skills?

			•	Does the prompt engage students in applying writing skills to produce writing in a genre that is appropriately challenging, central to the discipline, and appropriate for the content?

			Example 3.1 presents some sample prompts for different subjects.

			Review responses to the on-demand prompts to assess students’ learning on specific skills, such as grammar, sentence structure, word choice, or use of evidence. Example 3.2 demonstrates how teachers can use an on-demand prompt and graphic organizer to determine specific instructional next steps for teaching literary analysis.

			In addition to or in place of on-demand prompts, use student writing generated as part of regular classroom work, longer assignments, or writing from other disciplines to assess students. Review a first draft of the assignment and use error analysis to identify areas for the next instructional activity. After a lesson that focuses on the relevant skill in which students need more practice, assign a subsequent draft, and look for evidence that students have improved that specific writing technique or skill in their writing. Example 3.3 provides samples of how regular classroom writing tasks can be used routinely to assess and shape instruction for specific writing skills. In each of the samples, assessment of writing in a particular genre is embedded into a larger instructional sequence.

			Teacher teams can collaborate and use the same prompts or assignments across grades or disciplines to assess overall strengths and areas of improvement. By sharing assessment data on students, teachers gain a stronger sense of student ability and minimize the number of assessments needed in a single discipline or grade. Examples 3.4 and 3.5 illustrate ways teacher teams can collaborate to administer formative assessments and use the data for their own instruction as well as during year-to-year planning.
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			2. 	Analyze student writing to tailor instruction and target feedback. 

			Use assessment data to tailor instruction to students’ skills and needs. Analyzing data enables teachers to identify areas where students need instruction, without making assumptions about student needs. Create lessons and choose learning objectives that challenge students to the limits of their ability, encouraging them to develop. For example, when assessments show students have mastered command of subject-verb-object sentence structure and are ready to learn to write with more sentence variety, a teacher could introduce participial phrases. Tailor instruction for individual students, small groups, classrooms, or the whole grades, as appropriate (Figure 3.2).

			If the assessments show that the whole class needs additional instruction on a topic, teachers can present the material in a different way. For example, if a teacher modeled a skill when introducing it to the class, she could use exemplar texts when re-teaching the skill. Alternatively, teaching another lesson on the topic can help reinforce the skill for students. Suppose, in response to the prompt in Example 3.2, a number of students began their essays, “In the article, ‘Sometimes, the Earth Is Cruel’ by Leonard Pitts is about the Haiti earthquake.” In this situation, a teacher can design a mini-lesson on how to write a TAG (title, author, genre) statement or prepare a mini-lesson to teach students that the subject of the sentence cannot be in a prepositional phrase.

			
			Figure 3.2. Tailoring instruction at different levels
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			When different students have different needs, create customized lessons or assignments for individual students or small groups. For example, if half the students in a class continue to misuse common grammar in their weekly journal entries, divide the class into two groups for the next lesson based on their grammar use. Review grammar rules with the students who need the refresher, while the other students work on another assignment. Similarly, following from Example 3.4, suppose one math teacher finds after the fall assessment that five of her students consistently arrive at the wrong answer. She rereads their written proofs and deduces that all five students are making the same misstep in their mathematical reasoning. In class the following week, she could ask the rest of the class to work out additional problems she has written on the whiteboard while she takes the five students aside and re-teaches the solution to the problem, explaining the misstep.

			Work with teams of teachers to tailor instruction across disciplines, grades, or classrooms. By looking at aggregated student data, teacher teams can understand skill levels in the grade or discipline overall and can jointly modify their instruction as necessary. Example 3.5 illustrates a scenario in which English language arts teachers review the range of writing performance across all of their students; identify one or two areas on which to focus during the next unit, such as organization or voice; and then modify the instruction in their own classrooms.

			After identifying students’ specific instructional needs, support their improvement by providing tailored feedback on their written products and their use of the writing process and strategies. Feedback can come from teachers, peers, and self-assessments (see Figure 3.3).

			Prioritize the review or feedback to focus on a particular area or objective—such as tailoring persuasive writing to a specific audience or using credible sources in argumentative writing, saving feedback on other areas if time allows. For example, if a student has struggled with organization throughout the year (such as the student tracked in Example 3.6), provide detailed feedback on the organization of their writing for each draft, focusing on this continued area of need. By focusing feedback on specific areas, teachers and peers can align their feedback with current learning objectives. 

			Provide positive feedback and identify areas for improvement when reviewing student work. For example, structure feedback with a “Glow and Grow,” providing feedback on areas where the student’s strengths “glowed” and areas where improvement is needed for “growth.”84 Alternatively, consider structuring feedback as “Praise-Question-Polish” by identifying something positive about the student’s writing (praise), something that was unclear or you didn’t understand (question), and a way that the writing could be improved (polish).85
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			Figure 3.3. Levels of feedback86
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			When providing feedback, use the student’s strength in one area to build on the area of need. For example, if a student uses transitions well in informational writing but does not use them at all in argumentative writing, highlight the transitions used in the student’s informational writing piece and show where transitions are needed in his or her argumentative writing piece. By providing specific examples, teachers can help students leverage their strengths in one area to improve their skills in another.

			Have students provide feedback to their peers, benefiting both the students providing the feedback and the students receiving it. Students may be able to identify problems in peers’ writing more easily than they can in their own. Additionally, when students provide written feedback and assessment to peers, their comments and observations may enhance their understanding of their own writing. Have students work together in pairs to brainstorm ways to improve their writing assignments based on feedback received from the teacher. (See Recommendation 1b for more opportunities for students to reflect upon their own work and their peers’.)

			Finally, have students maintain portfolios with examples of their work throughout the year, and evaluate the portfolios periodically to identify trends and continuing needs. In addition to teacher review, students should review their own portfolios to see their growth. Portfolios provide a more complete view of students’ instructional needs, as they can express skills differently in different forms of writing. Their portfolios may include writing samples across disciplines, especially when teams of teachers are working together.

			3. 	Regularly monitor students’ progress while teaching writing strategies and skills.

			Monitor students’ progress at regular intervals to accurately track progress and adapt instruction as necessary. Collect multiple data points across different writing skills and forms of writing to build a complete picture of student progress. The frequency of monitoring will depend on students’ progress and the learning goals, and requires balancing the need for information with the burden on teachers and students. For broader, comprehensive goals, such as improving students’ use of voice or the overall persuasiveness of their arguments, checking student progress at the beginning, middle, and end of the semester enables mid-semester adjustment and provides enough time for instruction to impact learning. For intermediate or simpler goals, such as richness of detail for a specific piece of text or clarity of an idea in text, administering daily exit slips enables teachers to adjust each lesson and efficiently verify that students adequately master a skill before the next skill is introduced.

			If the data collected reveal that students’ skills vary for a particular goal, create small groups of students who have the same needs and regularly monitor their progress. Small groups should be organized on a particular topic or need and remain relatively fluid so students work together on common skills or processes with one group of students and move on to other groups as their needs change. If students in a group do not provide effective feedback to improve each other’s drafts, consider adjusting the composition of the groups to include at least one student with strong editing skills.

			Use tracking tools, such as the tracking sheet in Example 3.6, to provide a visual representation of student growth and areas for improvement. Tracking student progress digitally enables teachers to easily manipulate the data and share it with students and parents.
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			Potential obstacles to implementing Recommendation 3 and the panel’s advice

			Obstacle 3.1. Writing is a nuanced discipline and each of my students needs support with a unique collection of skills. I do not have the resources to provide that level of differentiation.

			Panel’s advice. Individualizing instruction for each student (or even any student) might not be possible in many classrooms. Carve out a small amount of class time, even once a week for 5 or 10 minutes, and work with a small group of students who need help on a similar issue. While you work with the small group, provide another assignment for the rest of the class to do in small groups or individually. In addition, take a few minutes during your planning time to write a simple homework assignment on a piece of paper for one or two students. For example, the assignment might be a simplified version of the one the whole class gets. These instructional approaches work well for struggling students, and especially for English learners. The individualized modification also tells the student and their peers that the teacher cares about them and their progress.

			For teachers of other disciplines, consult with English language arts teachers to determine best practices for identifying students with similar issues, correcting students’ writing, and implementing small-group tasks that do not require much time. Teachers from two different disciplines could also consider collaborating on an assignment. A science teacher, for example, could grade the assignment for science knowledge and logic, while an English language arts teacher could grade the assignment for writing quality.

			Obstacle 3.2. I don’t have time to regularly conduct formative assessments for all of my students.

			Panel’s advice. Determine a schedule and approach to formative assessment that works for the specific classroom and students, and will inform instruction. Teachers do not need to use formative assessment with every activity, and they may already be assessing their students formally or informally on a regular basis. In addition, students can reduce the burden on teachers by doing self- or peer-assessments.

			Typically, it takes time to see students’ growth, which might require only a few assessments every year. For instance, growth in overall writing quality can take quite a bit of time. In those cases, conducting formative assessments at the beginning, middle, and end of the year may suffice.
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			Think about how to use existing assignments and assessments for formative assessment. For example, have students work in pairs to grade one another’s writing, and use that data for formative assessment. The key is to set up records to easily group students according to their needs and easily aggregate information across students to identify lessons to be re-taught or taught differently. Digital spreadsheets are useful for record keeping, as they can be easily sorted on specific criteria to see which students are not doing well on specific topics.

			Obstacle 3.3. I am not allowed to modify my school’s curriculum or standards. How can I still use formative assessment?

			Panel’s advice. Using assessments to modify instruction can be done within the existing curriculum and standards. Identify a way to use and summarize information that is already available. For example, make a list of the things students are asked to do regularly—some of the tasks or assignments they complete—that involve even brief writing, whether it is done during class or for homework. These brief writing samples can be quickly reviewed to check in on students’ specific skills (e.g., topic sentences, general organization, varying sentence structure). If necessary, give an additional mini-lesson or reminder to students about the importance of the skills evaluated.

		

		
		
		
			Glossary

		

		
			A

			Academic vocabulary or academic language includes words that are traditionally used in academic text, but may not be often used in conversation or more general writing.

			Audience refers to the reader for whom a piece of writing is intended. Audience can range from the writer who produces the text (e.g., a diary entry) to peers, teachers, parents, or other groups of people.

			Author’s craft includes the language choices, sentence structure, and organization an author uses to convey meaning and evoke responses in a reader. Sometimes author’s craft is referred to as style.

			C

			Cognitive-strategy sentence starters are tools to help students write by modeling what writers might say to themselves inside their heads when composing, what readers think when annotating texts they are reading, and how writers generate ideas for texts they are writing.

			D

			A discipline is an area of study or a subject, such as literature, math, science, or social studies.

			E

			Effective writing achieves the writer’s goals, is appropriate for the intended audience and context, presents ideas in a way that clearly communicate the writer’s intended meanings and content, and elicits the intended response from the reader. 

			Error analysis involves looking for specific aspects of writing (e.g., a lack of transitions between paragraphs that lead the reader logically between ideas) and tracking which students have included those aspects in their writing.

			Evidence-based practices, policies, or recommendations are those that are supported by studies that meet WWC design standards with or without reservations.

			Exemplar texts are examples that clearly illustrate specific features of effective writing for students. 

			Exit slips are individual assessments with a few multiple-choice or short response questions that are administered at the end of a period.

			F

			The form of writing refers to the type of written product produced. Different forms of writing include essays, journal entries, newspaper articles, book reviews, plays, speeches, etc. 

			Formative assessment enables teachers to regularly or continuously monitor student progress and modify instruction toward learning goals and skills.

			G

			Genre is a form of writing with specific features that provides context and structure for a particular purpose and audience. For example, the narrative genre includes personal or made-up stories and typically includes elements such as characters and plot, whereas the persuasive genre can include letters and essays that incorporate features such as an introduction, thesis statement, supporting material, and conclusions. Another example is the informational text genre, commonly used in the science discipline. This genre aims to convey information about the natural world; is written by an author who is presumed to be knowledgeable about the topic; includes factual content, timeless verb constructions, technical vocabulary, and descriptions of attributes; and may take on a compare-contrast, problem-solution, cause-effect, or classificatory structure.87 

			The gradual release of responsibility model is an instructional model in which a teacher teaches a strategy explicitly and then gradually decreases the level of support to the student, ultimately releasing the student to use the strategy independently.88 

			A graphic organizer is a visual tool or diagram used to arrange thoughts, ideas, concepts, and knowledge.

			M

			Multi-component interventions include multiple instructional practices related to more than one recommendation. Multi-component interventions are also referred to as bundled interventions.

			O

			On-demand writing prompts are short writing assignments designed to assess student skills or understanding.

			P

			A plot diagram organizes the events and key elements of a story, including the exposition or introduction, rising action, climax, falling action, and resolution or conclusion. It is also referred to as a Freytag Pyramid.

			Purpose refers to the objective a writer is trying to achieve with a particular piece of writing. There are four general purposes for writing: to describe, to narrate, to inform, and to persuade or analyze. Each purpose has a variety of genres that can help provide context and structure for a particular audience.

			R

			A rubric is an assessment tool. Rubrics typically include a set of criteria for assessing performance on written assignments, allowing for standardized evaluation according to the specified criteria. Rubrics can be used by teachers to evaluate student work, or by students for self-evaluation and/or peer review.

			S

			A writing strategy is a series of actions (mental, physical, or both) that writers undertake to achieve their goals. Strategies are tools that can help students generate content and carry out components of the writing process.

			Strategic thinking refers to students’ intentional thinking about how to approach a problem or achieve a goal.

			Syntactical combinations are the patterns, structures, and formations of sentences or phrases used in writing.

			V

			Voice includes aspects of tone, mood, and style, and it tells the reader about the writer’s personality in the composition. Voice typically is assessed by rating how well the student establishes mood, tone, style, or his or her individual personality in writing.

			W

			The writing process is the approach a writer uses to compose text. Components of the writing process include planning, goal setting, drafting, evaluating, revising, and editing. These components are recursive. They can occur at any point during the writing process, and students should learn to skillfully and flexibly move back and forth between the components while composing text.

		

		
		
			Appendix A. Postscript from the Institute of Education Sciences

			What is a practice guide? 

			The Institute of Education Sciences (IES) publishes practice guides to share evidence and expert guidance on addressing education-related challenges not readily solved with a single program, policy, or practice. Each practice guide’s panel of experts develops recommendations for a coherent approach to a multifaceted problem. Each recommendation is explicitly connected to supporting evidence. Using What Works Clearinghouse (WWC) group design standards, the supporting evidence is rated to reflect how well the research demonstrates the effectiveness of the recommended practices. Strong evidence means positive findings are demonstrated in multiple well-designed, well-executed studies, leaving little or no doubt that the positive effects are caused by the recommended practice. Moderate evidence means well-designed studies show positive impacts, but there are questions about whether the findings can be generalized beyond the study samples or whether the studies definitively show evidence that the practice is effective. Minimal evidence means that there is not definitive evidence that the recommended practice is effective in improving the outcome of interest, although there may be data to suggest a correlation between the practice and the outcome of interest. (See Table A.1 for more details on levels of evidence.) 

			How are practice guides developed? 

			To produce a practice guide, IES first selects a topic. Topic selection is informed by inquiries and requests to the WWC Help Desk, a limited literature search, and evaluation of the topic’s evidence base. Next, IES recruits a panel chair who has a national reputation and expertise in the topic. The chair, working with IES and WWC staff, then selects panelists to co-author the guide. Panelists are selected based on their expertise in the topic area and the belief that they can work together to develop relevant, evidence-based recommendations. Panels include two practitioners with expertise in the topic.

			Relevant studies are identified through panel recommendations and a systematic literature search. These studies are then reviewed against the WWC group design standards by certified reviewers who rate each effectiveness study. The panel synthesizes the evidence into recommendations. WWC staff summarize the research and help draft the practice guide.

			IES practice guides are then subjected to external peer review. This review is done independently of the IES staff that supported the development of the guide. A critical task of the peer reviewers of a practice guide is to determine whether the evidence cited in support of particular recommendations is up-to-date and that studies of similar or better quality that point in a different direction have not been overlooked. Peer reviewers also evaluate whether the level of evidence category assigned to each recommendation is appropriate. After the review, a practice guide is revised to meet any concerns of the reviewers and to gain the approval of the standards and review staff at IES.

			Institute of Education Sciences levels of evidence for What Works Clearinghouse practice guides

			This section provides information about the role of evidence in IES’s WWC practice guides. It describes how practice guide panels determine the level of evidence for each recommendation and explains the criteria for each of the three levels of evidence (strong evidence, moderate evidence, and minimal evidence).

			The level of evidence assigned to each recommendation in this practice guide represents the panel’s judgment of the quality of the existing research to support a claim that, when these practices were implemented in past research, positive effects were observed on student outcomes. After careful review of the studies supporting each recommendation, panelists determine the level of evidence for each recommendation using the criteria in Table A.1. The panel first considers the relevance of individual studies to the recommendation and then discusses the entire evidence base, taking the following into consideration:

			•	the number of studies

			•	the study designs

			•	the internal validity of the studies

			•	whether the studies represent the range of participants and settings on which the recommendation is focused

			•	whether findings from the studies can be attributed to the recommended practice 

			•	whether findings in the studies are consistently positive

			A rating of strong evidence refers to consistent evidence that the recommended strategies, programs, or practices improve student outcomes for a diverse population of students.89 In other words, there is strong causal and generalizable evidence.

			A rating of moderate evidence refers either to evidence from studies that allow strong causal conclusions but cannot be generalized with assurance to the population on which a recommendation is focused (perhaps because the findings have not been widely replicated) or to evidence from studies that are generalizable but have some causal ambiguity. It also might be that the studies that exist do not specifically examine the outcomes of interest in the practice guide, although the studies may be related to the recommendation.

			A rating of minimal evidence suggests that the panel cannot point to a body of evidence that demonstrates the practice’s positive effect on student achievement. In some cases, this simply means that the recommended practices would be difficult to study in a rigorous, experimental fashion;90 in other cases, it means that researchers have not yet studied this practice, or that there is weak or conflicting evidence of effectiveness. A minimal evidence rating does not indicate that the recommendation is any less important than other recommendations with a strong or moderate evidence rating.

			In developing the levels of evidence, the panel considers each of the criteria in Table A.1. The level of evidence rating is determined by the lowest rating achieved for any individual criterion. Thus, for a recommendation to get a strong rating, the research must be rated as strong on each criterion. If at least one criterion receives a rating of moderate and none receives a rating of minimal, then the level of evidence is determined to be moderate. If one or more criteria receive a rating of minimal, then the level of evidence is determined to be minimal.

			The panel relied on WWC group design standards to assess the quality of evidence supporting education programs and practices. The WWC evaluates evidence for the causal validity of instructional programs and practices according to WWC group design standards. Information about these design standards is available at http://whatworks.ed.gov. Eligible studies that meet WWC group designs standards without reservations or meet WWC group design standards with reservations are indicated by bold text in the endnotes and references pages.

			A final note about IES practice guides

			In policy and other arenas, expert panels typically try to build a consensus, forging statements that all its members endorse. Practice guides do more than find common ground; they create a list of actionable recommendations. Where research clearly shows which practices are effective, the panelists use this evidence to guide their recommendations. However, in some cases research does not provide a clear indication of what works. In these cases, the panelists’ interpretation of the existing (but incomplete) evidence plays an important role in guiding the recommendations. As a result, it is possible that two teams of recognized experts working independently to produce a practice guide on the same topic would come to very different conclusions. Those who use the guides should recognize that the recommendations represent, in effect, the advice of consultants. However, the advice might be better than what a school or district could obtain on its own. Practice guide authors are nationally-recognized experts who collectively endorse the recommendations, justify their choices with supporting evidence, and face rigorous independent peer review of their conclusions. Schools and districts would likely not find such a comprehensive approach when seeking the advice of individual consultants.

			Institute of Education Sciences 

		

		
		
			Table A.1. Institute of Education Sciences levels of evidence for What Works Clearinghouse practice guides
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			Carol Booth Olson receives royalties as a senior program consultant on Houghton-Mifflin McDougal Littell Literature, a language arts textbook, and The Reading/Writing Connection: Strategies for Teaching and Learning in the Secondary Classroom (Pearson), a professional book for teachers. She is the principal investigator of the Pathway Project intervention, which has been funded by grants from IES, the Office of English Language Acquisition (OELA), and the Investment in Innovation (i3) Fund. Her research studies from IES and OELA grants are mentioned in this guide. No royalties were derived from these grants. Dr. Olson co-authored studies that were included in the guide that included the Pathway Project as an intervention.

		

		
		
			Appendix D. Rationale for Evidence Ratings97

			The level of evidence is based on the findings of studies that examined the effectiveness of recommended practices and meet What Works Clearinghouse (WWC) group design standards. The studies were primarily identified through a keyword search of several databases. The search focused on studies published between 1995 and 2015 that examined practices for teaching writing to students in grades 6–12. This search was supplemented with additional studies recommended by the expert panel.

			The search identified more than 3,400 studies. These studies were then screened using eligibility requirements described in the protocol. For example, the study had to be publicly available, use an eligible design and examine students in secondary schools. A total of 55 studies met protocol requirements and were reviewed using WWC group design standards. Fifteen studies meet WWC group design standards with or without reservations and tested interventions related to one or more recommendations.

			For this practice guide, study findings in an outcome domain are classified as having a positive or negative effect when the findings are either of the following:

			•	statistically significant (p ≤ 0.05)98 or

			•	substantively important as defined by the WWC.99

			Findings that met neither criteria were classified as “indeterminate effects.”

			Some studies met WWC design standards but did not adjust statistical significance when there were multiple comparisons within an outcome domain or when the unit of assignment was different from the unit of analysis (“clustering”), such as when classrooms are assigned to conditions but individual student test scores are analyzed. In these cases, the WWC adjusted for clustering and multiple comparisons within a domain.100

			Eligible populations. The recommendations in this guide are primarily intended for teachers to use with typically developing students for whom English is the primary language. However, five of the studies used to support the recommendations were conducted with students at risk of experiencing difficulty learning to write—including students at risk for or identified as having learning disabilities and English learners. Studies including these types of students were included if the panel confirmed that the practice examined was not designed for at-risk students and could be applicable for general education students. The external validity of these studies is limited because they did not provide evidence of effectiveness for typically developing students for whom English is the primary language.

			Eligible outcomes. The study outcomes were classified into 10 domains related to students’ writing skills (see Table D.1). The outcome domains reflect specific types of writing knowledge and skills (e.g., including text elements of a specific genre) as well as overall writing quality. For studies that administered multiple measures within a domain, the tables in this appendix report the overall average effect size for all measures in the domain meeting WWC group design standards.

			For consistency, the level of evidence is based on outcomes closest to the end of the intervention; these immediate posttest results are listed in the appendix tables. Follow-up outcomes administered after the immediate posttests are presented in the table notes.101

			Non-writing outcomes. Measures of achievement in areas other than writing do not contribute to the level of evidence for any recommendation, but non-writing outcomes could plausibly be affected by writing instruction. Three studies that were eligible because they examined writing outcomes also examined reading outcomes (studies that only included non-writing outcomes were not eligible for review). In these studies, the analyses of reading outcomes met WWC design standards with or without reservations. One of these studies evaluated an intervention that included practices from Recommendations 2 and 3, and found positive effects for measures of reading vocabulary and reading comprehension.102 One study evaluated an intervention that included practices from all three recommendations, and found an indeterminate effect on a reading portion of a state standardized test.103 The third study evaluated an intervention that included practices from Recommendation 2, and also found indeterminate effects on measures of reading comprehension and morphological awareness.104

			Table D.1. Description of outcome domains
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			Interventions including components from multiple recommendations. Some study interventions included multiple instructional practices related to more than one recommendation (multi-component interventions or bundled interventions). For example, the Pathway Project intervention includes teaching writing strategies using a Model-Practice-Reflect approach (Recommendation 1), while integrating writing and reading instruction (Recommendation 2) and using assessments to provide feedback to students (Recommendation 3). Any component of this intervention—and thus the relevant practices corresponding to any of these recommendations—could have caused the reported effects in the study. 

			The panel and staff considered the degree of bundling as one factor when determining the level of evidence. For studies of interventions with multiple components, the panel and staff considered whether all of the implemented practices could have plausibly affected writing outcomes, and which of the practices were critical to the intervention. The following factors affected how these studies contributed to the level of evidence:

			•	The study could support a strong level of evidence for a recommendation if the recommendation’s practices were considered by the panel as a critical part of the intervention (i.e., the intervention would have been fundamentally different without the recommendation’s practices). 

			•	The study could support a moderate level of evidence for a recommendation if the recommendation’s practices could have plausibly affected outcomes but the recommendation’s practices were not considered by the panel as a critical part of the intervention.

			Classifying the intervention and comparison conditions. Some studies evaluated multiple interventions using multiple intervention groups or compared the same intervention group to multiple comparison groups. These contrasts can test multiple interventions that are related to a single recommendation. In this situation, when there were multiple related intervention or comparison groups, the panel and staff identified the contrast that provided the most direct test of the given recommendation and designated that as the most relevant contrast for the recommendation. (The WWC classifies all contrasts that share an intervention or comparison group as part of the same study, and thus only one contrast can contribute to the level of evidence.) For example, if a study tested two interventions—instruction on writing strategies, and instruction on writing strategies with text models—against a comparison group, then both contrasts against the comparison group would be relevant to Recommendation 1, but the contrast of instruction on writing strategies versus the comparison would be the more direct test of Recommendation 1 and thus more relevant.

			The panel and staff considered only the most relevant contrast for the level of evidence for the recommendation, and only that contrast is described in the tables. Other contrasts are briefly described in the table notes.105

			Recommendation 1. Explicitly teach appropriate writing strategies using a Model-Practice-Reflect instructional cycle.

			Level of evidence: Strong Evidence

			WWC staff and the panel assigned a strong level of evidence based on six studies that meet WWC group design standards without reservations106 and five studies that meet WWC group design standards with reservations (see Table D.2).107 All studies related to this recommendation found positive effects on at least one writing outcome. Three studies also found an indeterminate effect on an additional writing outcome,108 and one study found a negative effect on an additional writing outcome.109 The studies collectively demonstrated consistent positive effects on the most relevant outcomes, as well as strong internal and external validity.

			Consistency of effects on relevant outcomes. The studies related to this recommendation showed consistent positive effects in overall writing quality and other domains relevant to writing skills and process. Six studies found positive effects on outcomes in the overall writing quality domain.110 One study found an indeterminate effect on an outcome in the overall writing quality domain, but the comparison group in this study received instruction related to Recommendation 2.111 This study also found a positive effect on an outcome in the writing process domain. Three other studies found positive effects in the genre elements domain,112 one found positive effects in the word choice domain,113 and one found positive effects in the organization domain.114 No negative or indeterminate effects were found in these domains. The only study that examined a measure in the sentence structure domain found an indeterminate effect,115 and the only study that examined measures in the audience domain found an indeterminate effect.116

			Four studies also examined outcomes in another outcome domain, writing output, which is less related to writing quality. Findings in this outcome domain were also largely positive (three studies found positive effects in the writing output domain117), but one study found a negative effect in this domain.118 The study authors noted that students in the intervention group had shorter essays because their texts became more organized, and they eliminated unnecessary text while still including all necessary components. The panel believes that word count was not an important outcome in this study, as the students’ essays included the necessary elements—indicated by the positive effects in the genre elements domain—but did so more concisely.

			Internal validity of supporting evidence. The studies have strong internal validity. Six were randomized controlled trials (RCTs) with low sample attrition that meets WWC group design standards without reservations.119 Three studies were RCTs with high attrition, compromised random assignment, or different assignment probabilities not accounted for in analysis. These studies demonstrated baseline equivalence and meet WWC group design standards with reservations.120 Two studies were quasi-experimental designs (QED) that meets WWC group design standards with reservations.121

			Relationship between the evidence and Recommendation 1. The evidence was largely aligned with both components of the recommendation (1a and 1b). Eight studies examined practices related to both Recommendation 1a and Recommendation 1b,122 while three examined practices related only to Recommendation 1a (i.e., instruction on writing strategies without the Model-Practice-Reflect instructional approach).123

			Seven studies examined the recommended practices without other intervention components, providing a direct test of the recommendation.124 Four studies examined the effects of the recommended practice in combination with other recommended practices (integrated reading and writing instruction or formative assessment).125 These latter studies did not provide a direct test of the recommendation, but the panel determined that strategy instruction with a Model-Practice-Reflect approach was a critical component of the study interventions. In combination with the seven studies that directly tested the intervention, the panel and staff determined that the evidence collectively supports a strong level of evidence.

			External validity of supporting evidence. Six studies compared the recommended practices to regular instructional practices.126 In five studies, the comparison group received an alternate version of the treatment (e.g., prewriting conferences without a focus on writing strategies, or instruction in writing skills such as vocabulary, spelling, grammar, and organization of ideas).127

			The interventions typically occurred during the school day and lasted at least one month. Three studies examined shorter-duration studies, two implemented in a single session128, and one implemented over six sessions.129 Seven studies examined interventions implemented in the classroom by teachers.130 Three examined interventions delivered in supplemental sessions by researchers,131 and one study did not provide information about implementation.132 Overall, the comparison group activities and the setting for the studies provided strong external and ecological validity.

			The studies included diverse participants—general-education students, English learners, and students with learning and writing difficulties. All studies included participants in grades 6–12, either in middle or high school settings. The studies were conducted either in the United States (including the Northeast, Mid-Atlantic, Southeast, and West Coast regions) or in other countries that the panel determined to be similar in terms of educational context and language orthography (Portugal and Germany).

			
			
			Table D.2. Studies providing evidence for Recommendation 1
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		Notes: All studies in this table meet WWC group design standards with or without reservations. Within each rating section, studies are listed alphabetically by first author.

			Each row in this table represents a study, defined by the WWC as an examination of the effect of an intervention on a distinct sample. In some cases, multiple contrasts or studies were described in a single article. In these cases, the contrast or study that is most relevant to the recommendation is included in the table. 

			For studies that included multiple outcomes in a domain, reported effect sizes and statistical significance are for the domain and calculated as described in the WWC Procedures and Standards Handbook 3.0 (pp. 28–29).

			* = statistically significant at the 0.05 level

			a This is the effect size for the posttest outcome. The study also included one-month follow-up measures in the genre elements and writing output domains. The effect size for the follow-up measure in the genre elements domain was 0.88, and it was statistically significant at p-value ≤ 0.05. The effect size for the follow-up measure in the writing output domain was –0.48, and it was not statistically significant at the 0.05 level. 

			b This row summarizes the contrast between the prompts intervention condition and the comparison condition. The study is also used as evidence for Recommendation 2; however, the contrast supporting Recommendation 2 included a different intervention condition than this contrast. The outcomes reported are from the “transfer session” 7 days after instruction was provided. Effects from the transfer session contributed to the level of evidence. Outcomes measured immediately after instruction do not meet WWC group design standards. 

			c The study is also used as evidence for Recommendations 2 and 3. This row summarizes the effects after the first year of implementation of this study, as reported in Kim et al. (2011). A second publication, Olson et al. (2012), examines the effects after the second year of implementation in the same study grades. The Year 2 analysis is based on the same randomized sample of teachers as the Year 1 analysis, with some students enrolled in study classrooms in both years and some in only one of the years. Due to high attrition at the cluster level, Olson et al. (2012) meets WWC group design standards with reservations. The author-calculated effect sizes in Year 2 are 0.37 for the overall writing quality domain. One of the two measures in this domain was statistically significant at the 0.05 level.

			d The study did not report the information necessary for the WWC to calculate effect sizes, and these effect sizes are reported in the study. The authors used a three-level hierarchical linear model to estimate effect sizes, and the reported parameter estimates represent effect sizes because the outcomes are standardized within grade.

			e This row summarizes the contrast between the audience awareness and content goal revision condition and the general goal revision condition. The study also included another related contrast that compares a different intervention group (content goal revision condition) to the same comparison group; the findings are similar. The intervention examined in this contrast includes some components of the recommendation, but is less related to the recommendation than the intervention included in the table.

			f This row summarizes the contrast between the goal-setting plus strategy use condition and the comparison condition. 

			g This is the effect size for the post-test outcome. The study also included a one-month follow-up measure in the writing output domain. The effect size for the follow-up measure is 0.75, and it is not statistically significant at the 0.05 level.

			h The study is also used as evidence for Recommendations 2 and 3. 

			i This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the second year impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.

			j The study is also used as evidence for Recommendations 2 and 3.

			k This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the second year impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.

			l The study is also used as evidence for Recommendation 2.

			m The intervention also included reading comprehension instruction, but the panel determined that this component could not have plausibly affected writing outcomes.

		

			
			Recommendation 2. Integrate writing and reading to emphasize key writing features.

			Level of evidence: Moderate Evidence

			WWC staff and the panel assigned a moderate level of evidence based on three studies that meet WWC group design standards without reservations133 and five studies that meet WWC group design standards with reservations (see Table D.3).134 Seven studies related to this recommendation found positive effects on at least one writing outcome.135 Of these seven studies, one study also found an indeterminate effect on another writing outcome.136 The final study related to this recommendation found an indeterminate effect for the only measure examined.137 The studies collectively demonstrated consistent positive effects, strong internal validity, and strong external validity.

			Consistency of effects on relevant outcomes. The studies related to this recommendation showed consistent positive effects in overall writing quality and other domains relevant to writing skills and process. Five studies found positive effects on outcomes in the overall writing quality domain.138 One study found positive effects in the genre elements domain139 and one found positive effects in the word choice domain.140 One study found an indeterminate effect on an outcome in the overall writing quality domain,141 and one study found an indeterminate effect on a measure in the sentence structure domain (but that study also found positive effects in the word choice).142 No negative effects were found in any domain. The remaining paragraphs in this section describe the seven studies that found positive effects in at least one domain (i.e., the studies that contribute to the moderate level of evidence).

			Internal validity of supporting evidence. The seven studies that found positive effects have strong internal validity. Two were RCTs with low sample attrition that meet WWC group design standards without reservations.143 Two studies were RCTs with high attrition or different assignment probabilities that were not accounted for in the analysis, and these studies demonstrated baseline equivalence and meet WWC group design standards with reservations.144 Three studies were QEDs that meet WWC group design standards with reservations.145

			Relationship between the evidence and Recommendation 2. The evidence was largely aligned with both steps of the recommendation. Six studies examined practices related to both steps of the recommendation,146 while one examined practices related only to the first step.147

			Three studies examined the recommended practice without other intervention components, providing a direct test of the recommendation.148 The remaining four studies examined the effects of the recommended practice in combination with other recommended practices (strategy instruction, as in Recommendation 1, or formative assessment, as in Recommendation 3).149 These latter studies did not provide a direct test of the recommendation, but the panel determined that integrated reading and writing instruction was a critical component of the study interventions. In combination with the three studies that directly tested the intervention, the panel and staff determined that the evidence collectively supports a moderate level of evidence.

			External validity of supporting evidence. Six studies compared the recommended practices to regular instructional practices.150 In one study, the teachers of students in the comparison group received an alternate professional-development program not focused on integrating writing and reading instruction.151

			The interventions typically occurred during the school day and lasted more than one month. Two studies examined shorter-duration studies, one implemented in a single session and one implemented over eight days.152 Six studies examined interventions implemented in the classroom by teachers,153 and one study did not provide information about implementation.154

			The seven studies finding positive effects included diverse participants—general-education students and English learners. All studies included participants in the range of 6th to 12th grade, in both middle and high school settings. Most studies were conducted in the United States (including the Eastern and West Coast regions), with most conducted in California. One study was conducted in Germany (determined by the panel to be similar to the United States in terms of educational context and language orthography).

			
			
			Table D.3. Studies providing evidence for Recommendation 2
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			Notes: All studies in this table meet WWC group design standards with or without reservations. Within each rating section, studies are listed alphabetically by first author.

			Each row in this table represents a study, defined by the WWC as an examination of the effect of an intervention on a distinct sample. In some cases, multiple contrasts or studies were described in a single article. In these cases, the contrast or study that is most relevant to the recommendation is included in the table. 

			For studies that included multiple outcomes in a domain, reported effect sizes and statistical significance are for the domain and calculated as described in the WWC Procedures and Standards Handbook 3.0 (pp. 28–29).

			* = statistically significant at the 0.05 level

			a This row summarizes the contrast between the learning journal intervention condition and the comparison condition. The study also is used as evidence for Recommendation 1; however, the contrast supporting Recommendation 1 included a different intervention condition than this contrast. The outcomes reported are from the “transfer session” 7 days after instruction was provided. Outcomes measured immediately after instruction do not meet WWC group design standards.

			b The study is also used as evidence for Recommendations 1 and 3. This row summarizes the effects after the first year of implementation of this study, as reported in Kim et al. (2011). A second publication, Olson et al. (2012), examined the effects after the second year of implementation in the same study grades. The Year 2 analysis is based on the same randomized sample of teachers as the Year 1 analysis, with some students enrolled in study classrooms in both years and some in only one of the years. Due to high attrition at the cluster level, Olson et al. (2012) meets WWC group design standards with reservations. The author-calculated effect sizes in Year 2 are 0.37 for the overall writing quality domain. One of the two measures in this domain was statistically significant at the 0.05 level.

			c The study did not report the information necessary for the WWC to calculate effect sizes and the presented effect sizes are as reported in the study. The authors used a three-level hierarchical linear model to estimate effect sizes, and the reported parameter estimates represent effect sizes because the outcomes are standardized within grade. 

			d The study did not report the information necessary for the WWC to calculate effect sizes. The presented effect sizes are as reported in the study. The authors estimate the effect size as the regression-adjusted mean difference divided by the pooled within-group standard deviation. 

			e This row summarizes the contrast between the language analysis intervention condition and the comparison condition. 

			f The study is also used as evidence for Recommendations 1 and 3. 

			g This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the second year impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.

			h The study is also used as evidence for Recommendations 1 and 3.

			i This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the second year impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.

			j The study is also used as evidence for Recommendation 1.

			k The intervention also included reading comprehension instruction, but the panel determined that this component could not have plausibly affected writing outcomes.

		

	
			Recommendation 3. Use assessments of student writing to inform instruction and feedback.

			Level of evidence: Minimal Evidence

			WWC staff and the panel assigned a minimal level of evidence based on one study that meets WWC group design standards without reservations155 and three studies that meet WWC group design standards with reservations (see Table D.4).156 All studies related to this recommendation found positive effects on at least one writing outcome, but none provided a direct test of the recommendation. Three studies examined the same intervention, which also includes components of Recommendations 1 and 2, and all took place in Southern California and focused primarily on mainstreamed English learners.157 The fourth study examined an intervention that did not include components of the other recommendations, but did include an additional instructional component not related to any of the recommendations that the panel believes could plausibly affect outcomes.158

			Consistency of effects on relevant outcomes. Three of the studies related to this recommendation found positive effects on measures of overall writing quality,159 and one found positive effects on measures in the audience, organization, and use of evidence domains.160 No study found indeterminate or negative effects on any outcome.

			Internal validity of supporting evidence. One study was an RCT with low sample attrition that meets WWC group design standards without reservations.161 Two were RCTs that either had different assignment probabilities not accounted for in the analysis or had compromised random assignment. These studies demonstrated equivalence and meet WWC group design standards with reservations.162 The third study was a QED that meets WWC group design standards with reservations.163

			Relationship between the evidence and Recommendation 3. The study interventions were aligned with all steps of the recommendation, but none of the studies provided a direct test of the recommendation. Three studies examined the effects of a single intervention—the Pathway Project—that also includes important components from Recommendations 1 and 2.164 The panel determined that formative assessment, a critical component of the intervention, could have plausibly contributed to outcomes. In the fourth study, formative assessment was implemented along with curricular units on argument writing.165 The panel also determined that in this intervention, formative assessment was a critical component.

			External validity of supporting evidence. The interventions occurred during the school day and lasted a full school year (and in one study, effects from two years of intervention were examined166). The interventions were implemented in the classroom by teachers. Three of the studies compared the recommended practices to teachers’ regular lessons,167 and one compared the recommended practices to teachers’ instruction after having participated in an alternate professional-development program.168

		
	

		
			Table D.4. Studies providing evidence for Recommendation 3
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			Notes: All studies in this table meet WWC group design standards with or without reservations. Within each rating section, studies are listed alphabetically by first author.

			Each row in this table represents a study, defined by the WWC as an examination of the effect of an intervention on a distinct sample. In some cases, multiple contrasts or studies were described in a single article. In these cases, the contrast or study that is most relevant to the recommendation is included in the table. 

			For studies that included multiple outcomes in a domain, reported effect sizes and statistical significance are for the domain and calculated as described in the WWC Procedures and Standards Handbook 3.0 (pp. 28–29).

			* = statistically significant at the 0.05 level

			a The study is also used as evidence for Recommendations 1 and 2. This row summarizes the effects after the first year of implementation of this study, as reported in Kim et al. (2011). A second publication, Olson et al. (2012), examined the effects after the second year of implementation in the same study grades. The Year 2 analysis is based on the same randomized sample of teachers as the Year 1 analysis, with some students enrolled in study classrooms in both years and some in only one of the years. Due to high attrition at the cluster level, Olson et al. (2012) meets WWC group design standards with reservations. The author-calculated effect sizes in Year 2 are 0.37 for the overall writing quality domain. One of the two measures in this domain was statistically significant at the 0.05 level.

			b The study did not report the information necessary for the WWC to calculate effect sizes, and the presented effect sizes are as reported in the study. The authors used a three-level hierarchical linear model to estimate effect sizes, and the reported parameter estimates represent effect sizes because the outcomes are standardized within grade.

			c The study is also used as evidence for Recommendations 1 and 2. 

			d This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the Year 2 impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.

			e The study is also used as evidence for Recommendations 1 and 2.

			f This effect size is for the outcomes measured at the end of the first year of implementation. The study also reported outcomes measured at the end of the second year of implementation. The analysis of the Year 2 impacts was rated does not meet WWC group design standards because the study groups were not equivalent on a baseline measure of writing performance.
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How using the KWL strategy during the writing process supports strategic thinking™

The cognitive writing strategy KL helps students identify the gaps n thir prior knowledge
and guides them through wha they are reading and writing, When using a K'V-L srategy 1o
plan a rescarch paper, students can complete the first two columns while doing thei rescarch
andl the last column after completng thei rescarch.

What I Alrcady Know About | What | Want to Know What | Learned
“This Topic About This Topic About This Topic

Using a strategy such as K-L fosers students’strategic thinking by enabing them o approach
a rescarch paper ina purposeful way. They can summarize thei prio knowledge (K colurn,
develop rescarch questions (W column. and track new information they gather (L column).
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“The components may be repeated, mplemented simutaneously,
o implemented n diferent ogers, keeping audience and
purpose in mind throughout the writing process.
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Do/What
Anygenre

KWL
Informational
“genre

Create 2 Do/What chart o thoroughly examine 3 wriing prompt before
beginning an assignment, Circl al verbs In the Wriing prompt that
describe what you are being asked o do. Underline the words tha describe
What the ask I Then, create  chart 0 generate a roadmap for the wriing
assignment.

oG newsarice abou

o msco n
St il ot e s o o s e (5 et
et e o .

Select | One important current event
Write | A news article

Describe | What happened during the event, who was there, and when It
occurred

Use | Quotes from eyewitnesses

(Create KWL chart using a word processing program, where the first col-
umn represents what youalready know about your topi, the second column
represents what you want to know about the topi, and the third column
represents what you learned about the topic. For example, when planning to
wrte & paper on genetcs o biology class, you can begin by recording what
you know about genetics. Then, record what you want to know abou genet
cs and use those questlons o guide your research. After completing your
research, complle what you learned while collecting additional Information.
se allthree columns o organize your Ideas for your paper:

What [ Already Know | What [ Want toKnow | What | Learned
‘About This Topic ‘About This Topic About This Topic

Plot
Freytag pyramid

Narratve genre

o develop the plot of a tory, complete each section of a Freytag pyramid
prior o writing the exposition of Itroduction, ncling Incident, ising
action,climax, falling action, and resolution or conclusion.
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EXAMPLE

sTop
Persuasive genre

STOP and AE

Persuasive genre
Narrative genre

Venn diagram
Any genre

PN

Informational
genre

persuasive genre

[ —

‘Suspend judgment and brainstorm ideas for and against the opic.
Take a side on the topic.

Organize idess. Place  star next o the deas you plan to use and those you
plan to refute. Number the order in which you want 10 ntroduce them.

Plan more as you write
‘Apply STOP (sce above) and determine how t:
Attract the reader’s attention a the start of the paper,
Ldentity the problem so the reader understands the s

Map the context of the problem. Provide background information needed to
understand the issues

Use.a Venn diagram as a planning tool when writing a compare/contrast
essay. Each ircle can represent  diferent opic, charactr,or positon. The
parts of the diagram thal overlap can represent the similarites between the
wo, whilethe parts of the diagram that do notoverlap can represent the
diffrences Use the main ideas in ach section o guide the major topics in
the essay.

Pay atention to the writing assignment by identiying what you are asked to
wrie about and how you should develop your essay.

List your main ideas after gathering and evaluating deas.

‘Add supporting ideas (.., details, examples, laborations, evidence) (o
ach main idea. Consider whether cach main idca  till relevant,

Number the order in which you willpresent your ideas.
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EXAMPLE 1.2b

Sample writing strategies for the goal setting component of the writing process™

Set goals?
Any genre

Individuslize
goals
Any genre

SCHEME®
Ay genre

Provide students with alis of writing goals tha represent the qualities of
good writing and the criteria on which they willbe evaluated. This might
include goals for malntaining control of the (opic, organization, volce, use
of mature vocabulary, and use of varied and complex sentences to meet the.
\weitng purpose. Students should choose one or more goals o work on as
they write

Provide students with alis of individualized writing goals and have them
selectone or more goals o focus o while writin. For 4 persuasive essay,
for example, one student’s goal may be (0 write an essay that includes three.
reasons to support his or her point of view: Alteratively. the goal might be
{0 reject three reasons that are not consistent with his o her point of view
“The goals should be individualzed 50 that they are more ambitious than the
Student’s performance on 3 previous cssay, but not 20 high as o be outside
the student’ capabilitis

Skills check. Complete an inventory that focuses on whal you are currently
doing well when wrting and what you need to improve on.

Choose goals. Based on the skills check, develop goals for your next witing
assignment (e, find a quit place o writ, rerad my paper before turning.
itin, and get il the information  need before | wric)

Hatch  plan for how to mest your specified gosls
Execute the plan for achieving your goals.
Monitor progess toward achieving your goals.

Edit. I you experience difficulty in achieving a goal, put actions into place
10 remedy this situation.
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Outline. Use the outline feature in a word processing program 1o organize main ideas

Anygenre and supporting details. Use the fist evel headings of the outline 1o write
ot your main ideas and arrange them in  logical order_ Use secondlevel
headings o include supporting detals, igures,tables, and other points o
support cach main idea.

1. Main idea 1
a.Supporting idea 1
b’ Supporting idea 2
< Figure 1

2 Main idea 2
2. Supporting dea |
b, Supporting idea 2
& Supporting idea 3

3. Main idea 3
a. Supporting idea 1
b. Supporting idea 2
& Table 1
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Purpose and Auder

The components may be repeated, implemented simutaneously.
orimplemented in diflerent orders, keeping audience and
purpose in mind throughout the writing process.
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See the Glossary for a full list of key terms
used in this guide and their definitions.
These terms are bolded when first intro-
duced in the guide.

Look for this icon for ways to
incorporate technology during
writing instruction.
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A practice guide presents recommendations for educators to address challenges in their classrooms and
schools. They are based on reviews of research, the experiences of practitioners, and the expert opinions
of a panel of nationally recognized experts.
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"Scientists, artists, mathemati ns,
lawyers, engineers—all think' with pen
to paper, chalk to chalkboard, hands on
terminal keys."

Young and Fulwiler (1986)
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What s effective writing?

Effective writing:

Achieves the writers goals. These goals can be set by the witer or teacher, o trough ok
aboraion between the wker,teacher, and/or pees.

Is appropriate for the intended audience and context. For example,  persussive text
witten for a school newspaper may look diferent than one written for an online foru.
Presents ideas in a way that clearly communicates the writer's intended meaning and
‘content. The wrier's deas are wellorganized and clar to the reader, an expressed effctvely.
Elicits the intended response from the reader. For example, a persuasive text compels

the reader totake acton, whereas a mystery nove lct feeingsof suspense or surprise from
the reader.
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Study Eli

lity Criteria

For more information, see
the review protocol.

Time frame: Published between January
1995 and March 2015; earlier or later work
was reviewed if recommended by the panel

Location: Study could have been conducted
in any country

Sample requirements: Students in second-
ary schools in grades 6-12






OEBPS/image/bolded_citations.PNG
Throughout the guide, bolded citations
indicate that a study meets WWC group
design standards.






OEBPS/image/table1_1.png
Recommendation

1. Explitly esch approprit writ sateges usig  Modeh
Pracice Rl stuciond ey

2 st witn and esding o amohaszskey wiing

5. Use assessments o student wring o nfom nstrcion 3

Levels of Evidence






OEBPS/image/level_of_evidence.PNG
The level of evidence assigned to each
recommendation indicates the strength of
the evidence for the effect of the practices
on student achievement, based on studies
published since 1995 or published prior to
1995 and recommended by the panel.
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Writing strategies are structured series of
actions (mental, physical, or both) that writ-
ers undertake to achieve their goals. Writing
strategies can be used to plan and set goals.
draft, evaluate, revise, and edit.
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Strategy
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Strategy
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An English language arts teacher models using a Freytag pyramid to
diagram the plot of a story she is writng. To structure her diagram,
she follows a framework tha includes an exposition or introduction,
ising action, climax, falling action, and resclution o conclusion.

She discusses how she might complete each section, using a book
the class recently read together as an example. Sudents then select
book 0 ead independently and are asked to produce a lot diagram
o analyze the structure and story.

A science teacher models using evidence and statstcs (0 support
a position paper on deforestation. H discusses how he identificd
Sources for his research and then ranks the supporting evidence he
collcted to support his clam, designating the strongest and most
convincing evidence. Students spend the week conducting research
and collecting supporiing evidence for thelr own position papers.
Students then work with a partner 0 rank cach other’s vidence and
iscuss how 1o crafta strong argament for ther position papers.

A family consumer science teacher models her thought process.
‘while writing a ecipe for someone that has never cooked before.
She consicers what concepts her audience may be familar with
(mixing or combining ingredicnts) and what concepts may be unfa:
milisr (esting an eg). Students then wrie their own recipes and
later trade recipes with a partner. The partner ollows the instruc-
tions in the recipe and gives fedback to the student, who then
revises his or her own recipe for clarity.
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EXAMPLE 1.10.

Practicing modeled wi

g strategies

In cach o the examples below, the teacher models the strategy or the whole class, and then s
dents practice and reflect on the strategies individually orin small groups.

Math  Compare- | Amath teacher models thinking about the problem and writing each
Diagnose- | step of the geometic proof. She evaluates her proof using the Com
Operate— | pare Diagrose Operate (CDO) strategy. She then asks the students.
textlevel | 10 solve a second problem and 1o explain in wrting how they solved

strategy | the problem. The teacher then models how she solved the second
problem. As 3 whole class, students discuss what they did well in
their written explanations and where they needed to re hink their
solution or written explanation using the CDO strategy. Teachers can
also share student exemplars.

Social 321 A social studies teacher models summarizing a recent political
studies | summary | debate tha the class watched together onlin. He identifies three
Strategy | main points o ideas presented during the debate, two disagree.

ments between the candidates, and one uestion thathe has for the
candidates. Students then write  summary of the debate using this
321 strategy and work in small groups to discuss ther summaries.

Social | Peer revising | A social studies teacher selcts a student 1o model peer revising

Stadies  strategy | with her at the front of the class. The teacher and the student review
ach other’s summaries of current events 1o dentify two strengths
and two areas forimprovement. The teacher and student discuss
the strengths and weaknesses, including strategics for improving.
the weaknesses. Then, students work in pairs 1o discuss and review
cach other's summaries of current events,

English  Outlining | An English language arts teacher models using an outline (0 plan for
Ianguage  straicgy | adescriptive analysis on a novel the class recently read. To sructure
arts his outline, he creates major headings o discuss the primary char

acters, seting, lo, themes, and symbolism. He discusses a few of
the minor points he will use to populate the section on characters.
He then asks the class to work in groups (© populate key points for
the section on theme. including specific page references. Students
then select a book 1 read independently and are asked to produce
an outline for 3n accompanying descriptve analysis.






OEBPS/image/1.12.JPG
EXAMPLE 112

Using color coding to evaluate student writing”
Use the following color-coding trategy to evaluate your own paper: Highlght, under-
e, or change the color of the ext using the colors below to identify iffeent ext
features. At colr-<oding, make a It of your eflections based on your colr-cod-
ing and discuss any revisions you plan to make to your paper.
- Orange: plot summary (orenting th reader tothe facts)
« Green: supporting detafl exampes, evidence, quotes)
- Blue: commentary (deeper thinking, interpretations, conctusion, nsighis, opinions)

Sample ded

ragraph

A the beginning ofthe tory, we meet the seventeen year-od Jimmy Baca working the graveyard
SNIFLIn an emergency room, “mopping up pools of blood amidst the *screams of mangled kids
‘wiithing on gurneys- A high school dropout who is unable o read or write, h is ashame of
himself and humilited by his nability 1 articulate his feeings. On the outside, he wears the
“mask of humility” but o the inside, h ‘scethes with mute rebellon- The word “mute” here sg-
Difles how volceless and powerless he fees. Further,the wor "seethes” suggests that h i boling
Wih rage. Allhough he cannot read, h recogizes the word “Chicano” on a history book and he
15 motivated to steal t because the visual images of Chicanos speak to him and connect him to
his culture. In essence, this empowers him and makes him proud.

When Baca steas the second book and teaches himself 1 read, & door begins toopen for him.

He begins o rediscover the inner child who had been trapped inside. The soothing words create
 music and happiness inside him which comforts him and he fees “Cured” a ffrom an liness.
But it the act of writng,of putting wards on paper, that ultimatel sets him free. AS he comes.
o language and experiences ts power, h s ransformed. He writes, But when at ast | wrote
st words on the page, | el a isand rising beneath my et ke the back of a whale... had
a place 1 stand fo the rs time In my Iife” The image of theisand indicate that he s no longer
atsea.He finally fees grounded. No onger does h fel ke a helplessvictm, battling 10 stay
atioat. Wriing s his lfeline. Instead, fo the first time, Baca fees born anew, powerful, and free.
He tates, I crawld out of the stanzas dripping with birhblood, reborn, and freed from the
chaos of my lte”

Sample color <o

« The piece begins with more plot summary and less commentary, but ends with more
‘commentary and analysi as the wrier elaborates on his nterpretations.

+The use o quotes from the sory helps te the plot summary to the commentary.

* Additional plot summary may be necessary 1o explain Jimmy's background, such as why.
e dropped out of school o how he taught himself to read.
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EXAMPLE LI

Model Practice Reflect using book club blogs*

Craate an online biog space or studentsto post writen content about books ey
have read and comment on other students*blog posts. Sudents should follow a set
of guidelnes, established by the teacher and/or agreed upon by the clas, when com-
menting on othr students'biog posts (see below for sample guidelines).

Model for students how to write  blog post tht summarizes and analyzes a book of your
choice. Disribute blog posts from past students or the lass 1o read and evaluate. Additonally,
‘mode for students how to comment on another students blog post, Incorporating the com.
‘menting guidelines

Students can practice wriing blog posts throughout the year. As students become more pro-
clent at wrting summares, the bog posts can (ake other forms (such as refective wriing or
argumentative writing) o focus on oher objectives (such as summarizing or evaluating the use:
of writng strategles). A students Improve thlr blog posts and comments, highlight partcu-
Jarly effectve posts and construcive biog comments each week. Periodicaly ask students to
reflectupon how thelr writing changed throughout the course of the year based upon the peer
and teacher comments they recelved.

‘Commentswill recetve polnts according to how completathey are and how well these guidelines
hav been followed.

1 Comment on what the writer wrote, not on the writr himselt or herself.
2. Don'tput the writer down, even n a joking way. Humor does nt always come across
effectively In blog comments.

3. Before submitting a comment, always consider Whether you would find that comment
constructiv I it were lft a5 3 comment on your own work.

4. Be specific in your commens. Don' say, "Your post i rally good.” Instead, refer to some.
hing specific that you like about 1.

5. Don't focus on the post’ grammar and spelling. Focus on Ideas and organization nstead.
6. Use polte language and academic vocabulary In your comments. Follow the rules of
grammar and speling as much s possibe

7.Dorrt use your comments as an opportunity 1o show how much smarter you are than the
wrter of th blog.

. Avold the use of ALL CAPS It may lead 1o the reader misunderstanding your tone.
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PLE 1

Using rubrics to evaluate writing®

Have students use rubrics o evaluate thelr own and classmates’ online restaurant reviews.

1. Share exemplars of riten reviews with students and pointout the key featuresof those
reviews.

2. Have students draft  review of a local restaurant.

3. Have students use the rubric below (or a rubriccreated by the class) o evaluat thei revews.

4. After evising thelr reviews based o thelf own rubri evaluations, students can rate their
eers’reviews using the ru

1. The piece s a distinctive volceand poin of view. Thewriter tuates him/hersef
Inthe tory, and describes his/her elationship 1o the plce, and establshes.
his/her purpose for choosing this ood establishment.

1 2 3 N s
2. The piece has  catchy lead (or)opening paragraph that makes the reader want
toread on.
1 2 3 4 5

3.1 the body o the food review, the writer approaches the subject from several
different perspectve e the writr offers deall of the restaurant,the overall
atmosphere,descriptions o what he/she ordered; the writer provides a sense
of the menu, describesthe service, amblance and decor, descrbes his/her
favorite menu tem, describes the food and presentation, answers the question
of whether or ot this place s “vegetarian friendly” and provides readers with
pricing nformation)

1 2 3 4 s

“The wrter provides a houghtful and clear conclusion n which he/she offers
2 summary of the overal dining experince.

1 2 3 4 B

5. The writing hasbeen carefullyeditd lne by line to correct spelling and punc-
twation errors, to make sure there are consistent verb tenses, no confusing.
shifs n the point of view, and all proper names have been capialzed.

1 2 3 4 5

6. Isues of style: This writng repicates the genre of restaurant reiews. lace
names are n talls &g, LatfT Diner) a minimu of o qualty photograph
has been included, the ite fo this food review 1 In BOLD, wth the wrier's
‘name underneath it in Htalic. The plece ends with an ‘Overall Product Rating:
S starsr.

1 2 3 4 B
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Exit slips and error analysis, are forma-
tive assessment tools that allow teachers

to regularly monitor student progress.
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EXAMPLE 2.1,

Using cognitve strategy sentence starters to generate or respond (o texts*”

SusteBy 0 [ Semence sarter
Revising meaning |+ AL (s, | thought... bt now, 1 think
My aest though abot this s
I geting a diferet pitur here because
Reflctngand | » Th b e s
reiting  Aconclusion I drawing i
* The mostimportan message s

Evaluating, + This could be more effective I

Analyzing « Astrong or impactfulsentence for me is

author's craft | . This word/phrase stands out for me because

« 1ike how the author uses __to show
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Figure 2.1. Shared knowledge for writing and reading
(Ftagerad and Shanahan, 2000
Reading _Writing

“The shared knowledge model conceptualizes

reading ard writing as o bickets
draving water from a common wellor o
buidings buik on a common foundaton.”
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EXAMPLE

Type of statement

Detning the
problem

Focusing attention
and planning

Choosing a strategy
and implementing it

Selfevaluating and
ertor correcting.

Coping and
sef control

Selfeinforcement

1.8.

“Types of modeling statements
Example

What s 1 have to do here?”
“The assignment i to write a narrative essay:

“How should | begin? Maybe 1 begin by setting th scene.”
“Ineed to develop a plan for approaching this assgnmen.”
What steps can  take t0 achieve my goals?”

“Whar strategy should 1 use?”

“Tim going o use the STOP srategy. The irst tep s o,
My goals or this essay are..”

“How many peces o supporting evidence have I used?”
“Oh, my thests statement isnt vry strong.  need o Improve 1"
“IShould revisit my goals [rom the planning phase.”

1 need 10 confirm I refuted that argument.”

“The evidence 1identiid to support my thsts sn' factua, I need to
replace 0 with real data”

“Ican do this. 1 Just need tofocus.”
“These revisons aren' oo bad. 1 can address them I ake my time.”
“Ireally improved my supporting evidence.”

“This s a strong conclusion”
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EXAMPLE 1.9.

Thinking aloud to model a planning and goal setting strategy

A science teacher models her thought process as she sets goals and plans for an essay on
animal and plant cell.

Modeled question

[ —

Who ls my target | am writing or a 7th-grade audience, a class that has not yetlearned

audience? aboutanimal and plant cls 1 should be sure to explain terms that the
audience may not know.

What goals am 1try- | 1 need the reader to understand the similariis and dffrences between

ing 10 accomplish in | animal and plantcels. When planning my essay,  need to think abou all

my wrting? of the things | know about animal and plant cels”

What strategy could 1| could make a Venn dagram 10 organize my thoughts and compare and
use o accomplish my | contras those kinds of cels. The headings from the diagram could then
goals? e separate poins in an outline.”

How should carry | 1 think I wil s th similaritesfirst and then focus on th diferences.”
out the surategy?
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My friends may not know much about
the process for creating a new park or the
funding required. | need to persuade them to
take action and give them clear directions on
how to do so: sign the petition and write

PAY attention to the
writing assignment by
identifying what you

Key topic

how you should
develop your essay. o e

The park will not John Smith, local
be built without sports legend,

community support. supports the park.

LIST your main ideas
after gathering and
evaluating ideas.

o For the last four o He promised he

community proposals, the would come to the park’s
city council approved the ribbon-cutting ceremony
two that had community when it opened

support and voted down
the two that did not have
community support.

ADD supporting ideas
(e.g., details, examples,
elaborations, and
evidence) to each main
idea. Consider whether
each main idea still

is relevant. 9 9
You can Students could

demonstrate meet him and get
your support by writing his autograph at the
letters to the city council ribbon-cutting
and/or signing the ceremony.
park petition.

NUMBER the order in
which you will present
your ideas.

personal letters to the city council.

Creation of a new community park
are to write about and Audience: My friends

(2]

The park will be

a great place to

practice sports
and hang out
after school.

9 The park will

offer running and
biking trails, as well
as athletic fields,
basketball courts, and
tennis courts.

o The high school

doesn't allow students

to practice sports past
4:00 p.m. or on the
weekends; the park
would be open until
9:00 p.m. each day.
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copse
Any genre

Job cardse:

any genre

Peer editng.
Any genre

EXAMPLE 1.2,

Sample writing strategies for the editing component of the writing process'"

Have | Capitalized the first word of sentences and proper names?
How s the Overall appearance?

Have | put in commas and end Punctuation?

Have | Spelled all words correctly?

Divide students into small groups and assign each student in the group a
diferent “job card.”The card wil describe that student's job when editing.
the papers of the other students in the group.For example, ne person's ob.
may be 0 look fo spelling ertors, another person's Job may be (0 ensure
the paper contains strong verbs and consistent verb tense, and a third per-
son's job may be (0 Veriy that the paper uses quotation marks properly
throughout. Sudents should continue o trade papers within their small
Broups unti they have performed ther job on €ach siudent's paper.

“Trade papers with a classmate and edit your peer's paper. Focus on one or
o key areas during your review. For example,you may focus on whether
the writer's ideas are wellorganized and clear, word choice is appropriate
for the target audience, or thesi statement makes a strang claim
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Questions for understanding the target audience

« Who is my audience? « What visual media might help me to
« What does my audience already know or _ Persuade my audience?
understand about this opic? « Where in my writing might the audience

« What does my audience need to know? be misled?

« What type of information o argument
would my audience respond to7
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TR

Questions to guide strategy selection

* What goals do I need to set and accom-
plish to write for this audience or
purpose?

* What writing strategies do I know work
well when writing for this audience or
purpose?

* What do [ know about this assignment

that would help inform my strategy
selection?

* When do I use this strategy? When I am
planning? Drafting? Revising?






OEBPS/image/1.6.PNG
EXAMPLE 1.6

‘Adapting an evaluating strategy when writing for different purposes.

Wriing promp: Evaluate an informative essay and a persuasiv essay that you complted this
semester. Use the Compare-Diagnse-Operate stiteqy 0 evaluate both esays.

Informative essay

[

Read through your paper and ask fany of the  Read through your paper and ask fany of the

following apply (Compare) following apply (Compare):

« The main topic of my paper is unciear. « My claim or positon is unclear

I present o few deas on the topc + Some of the Ideas supporting my position

 Part of my paper goes o topic. are not convincing,

« I dont provide enough information about * 1 do not address deas that refute my claim.
some deas. « Partof my paper doesn' belong with th rest.

Next decide how you wil ectfy each ssue  Next,decide how you will ecify each ssue

Identified (Diagnose) and implement your  identified (Diagnose) and implement your

revison (Operate). revision Operate)
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‘Questions for understanding purpose
* What are the aspects of effective writing
for this purpose?

+ What are my goals for this writing
assignment?

« Am 1 wrting o iform or persuade?
i Fon wrting t b informatv, I the purpase.
o relect explin,summariz,or analyze?
i wrting o be persuasive, through what
channelam o persuade my audience-
edioralaspeech,blog,an essay, o some.

hing lse?
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‘Adapting a persuasive writing strategy when writing essays for different audiences**

Writing promp: Take  stand on an issue that is importan 1o you. Wrie wo brief essays: one o
persuade your fiends of your poston and one to persuade the loca ity counci of your poshion.
Use the same planning strategy (PLAN)for both ssays.

= Pay attention o the writing assgnment by identifying your topic and how you should
develop your essay

* List your maln ideas afte gathering and evaluating ldeas.

 Add supporting ideas (e, detall, examples, elaborations, and evidence)to each main idea
‘Consider whether each main dea is st reevan.

« Number the order in which you will present your deas.
A student' use of the PLAN strategy i lustvated for each essay on the mext two pages.
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EXAMPLE 1.2d,

Sample writing strategies for the evaluating component of the writ

Writing strategy

eiing UrateEY | How to execute the strategy

Rank the evidence | Aftr drafing a mini argument “(see Example 1.20, rade your draft with

Persuasie genre | e Your peer will ank the evidence from 1 o 4 based on how Iogical and

Argumentatie | relevant each piece s. You will then meet n pairs to discuss the ranking
e prior to writinga second draft.

CDO—sentence  Compare, Diagnose, and Operate by reading a sentence and deciding if the

levelt sentence works. I not, diagnose the problem by asking why the sentence

Ay genre ocsnttwork. For example:

« Does it not sound right”

«15 it not communicating the intended meaning?

“15 It not seful o the paper?

« Will the reader have trouble understanding
the reader be inerested in what it s3yS7

the reader belicve what it says?

Next, decide how you will change the sentence.
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WRITE®
Informational

genre
Persuasive genre

DARE
(used with STOP
o STOP and AIM)

Persuasive genre
Argumentative
‘genre
Miniarguments
Persuasive genre
Argumentative
enre
321
Informational
‘genre
persuasive genre

[ —

‘Work from the deas you developed during the planning componen to
develop your thesis sttement or claim.

Remember to use the writing goals you established before starting to writ.
Include transition words for each paragraph.

Try 10 use dierent kinds of sentences.

Use Exciting, interesting words.

Develop a opic statement (0 support your thesis as you write.

‘Add supportng ideas to suppart your thesis.

Reject possible argumens for the ather side.

End with a conclusion.

When drafting an argumentative essay,begin by draftng a claim and identi-
fying two (0 four pieces of evidence to support that claim. This willserve a5
the st draft for the esay. Writea second draft afte using the Ranking the
Evidence strategy (see Example 1.24).

Use.a 321 strategy to develop a firs. draft of a paper. Writ out three tings
you learned, two things you would like t learn more sbout, and one ques.
tion you have on the topic.






OEBPS/image/1.2e.PNG
EXAMPLE 1.2e.

Sample writing strategies for the revising component of the writing process*®

5 strategy.

8 BT | ow to execute

Peer feedback”  Read another student’s paper and idenify your favorite sentence and favorite

Any genre word in the paper.Identfying a favoite sentence or word supports the
‘wrter on the kinds of sentences and word choices that e or she should
Continue to make, This type of peer response emphasizes the importance
of offeing specific fecdback.

WiRMp Aftr composing an essay. write a “What I Really Mean Is.. statement and

Any genre keep a copy of i.Have 3 partner read the draft and wite 3 What | Think
You Really Meant o Say Was. " statement i response o the essay. Compare
your WIRNI statement to your peer's esponse to determine whether the
paper communicates effctively, Make revisions accordingly

star» Reread your essay and code any necessary corrections with'S, T, A, or R,
ny genre as follows:
+ Substitute overused words with precise words, weak verbs with

Strong verb, weak adjectives with tron adjectves, and common
nouns with proper nouns.

« Take out unnecessary repettions, irrelevant information,
or information that belongs elsewhere.

» Add details, descrptions, new information, igurative language,
clarifcaton of meaning, o expanded ideas.

« Rearrange information for a more logica flow,
Then, make revisions accordingly.
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PAY attention to the
writing assignment by
identifying what you
are to write about and
how you should
develop your essay.

©

Most high school
students support
the park proposal.

The city council knows about the process
for creating a new park and how much it
would cost, but they may want to know more
about the community’s recreational needs and
‘how many people support this idea. | need to
persuade them to vote to approve the
proposal to build the park.

Key topic

Creation of a new community park

Audience: The city council

(2] (4]

LIST your main ideas
after gathering and
evaluating ideas.

According to a
recent survey,
829% of local high
school students:
support the park
proposal.

ADD supporting
ideas (e.g., details,
examples, elaborations,
and evidence) to each
main idea. Consider
whether each main
idea still is relevant.

NUMBER the order in
‘which you will present
your ideas.

Other groups The proposed
are willing to split location is very
the cost of the convenient. healthy lifestyle.
park with the
city council.

2] (1) 2]

The class of The only other According to
2016 voted to park in town is the Centers for
direct the funding located in a Disease Control,
for its class gift completely different heart disease is
to the park. neighborhood, one of the leading

causes of death in
the United States
Daily exercise is
one way to combat
heart disease.

so this new park
could serve a
different
geographic area.

Even though the

e

Figure: map of

Health is a key

park will cost proposed park priority in the
$2 million, a location. council's strategic
neighboring town plan for the city.

is willing to split

the cost if their
residents can

have access to
the park too.
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CDO—text leveP®
Any genre

Color coding®
Anygenre

Compare, Diagnose, & Operste by reading through the paper and asking.
if any ofthe following example diagnoses apply:

« There ae too few ideas.

« Partof the paper doesn't belong with the rest

« Partof the paper is not in the right order

Next, decide how you wil rectity cach siuation identiied.

Using diffrent colored fonts n a word processing program or using different
highlighter, color code your essay to identiy the use of ifferent writing
elements. For example, use different <olors 0 note where you summrize the
plot use evidence, and use commentary.
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Formative assessment can happen at the student, smal group- classroom, or grade-evel.

Student Small Groups Classroom Grade

$
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EXAMPLE 3

Math teachers in different grades collaborate on assessment

1 Middle school math teachers (6th, 7th, and sth grade) meat and decide on three writing
promps to be used during the acadernc year. one at the beginning of the year, one In the
middie of the year, and one.at the end of the year.

2. The teachers choose the following promp. “Please read the folowing math problem, solve
it wrte your answer n the blank provided. Then write an instructive essay to me fyour
cacher], explaining the steps that ae hecessary (o arrving at the correct answer. The toplcs
for the problems are dentifled using the schools curriculum guide.

3. The teachers agree on a rubrc 10 evaluate the Instructive essay and a scoring approach.

‘They also agree on a template for recording student responses. The template has a colurn
for students” names and two columns fo each time period (oné for whether the student
achieved the correct mathematical olution and one for the final overal rubric score for the
instructive essay),

4. The teachers decide on the weeks of the year when the informal assessments wil b adinis-
tered, and they carry out the assessmens.

5. Ater each informal asessment s condiucted, each math teacher scores his o her students”
Writing and flls out the record template, Each teacher also computes for the class a5 a whole,
the percentage of tudents who achieved the correct solution and the average, median, stan
dard deviation, and range for overall rubric score.

6. The teachers meet and aggregate the results across all of theif students t achieve a school
or group level percentage of students who attained the correct solution as well as the sum
mary satistics forthe writing score.

7. At the end of the year, the math teachers compare the summary figures across the three Inor-
mal assessments and analyze their own students’ progress as well s the progross of studens
i1 the school s a whole. They use the summary Informatlon 10 gulde  discussion of possible
Changes i thelr instruciion for the ollowing year. (See Step 2)
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7. Does the writing use source material in any of the following purposes? Check al that apply.

 lustrating use specifc examples from the text to support the clam

S Authorizing; refer o an “expert” to support the claim

5 EXtending put your own spIa” on terms and Ideas you take from other exts

 Countering; “push back” against the tex In some way (¢, disagree with I,
challenge Something it says, of Interpret t diferently)

 Noneof the above

5. What do you see as the next seps for this student?

Scale point defntions:

« Effectively = The wrting makes the move (e, distinguishing student’s and a source’s deas,
Selecting evidence o support the caim, connecting evidence t0 the clalm, or characterizing
credibilty of a source) ina way thatcontributes 1o the overall development. The move Is pur-
poseful, logical, and consistent.

+ Competently = The writing makes the move (., distinguishing student’s and a source's ideas,
Selecting evidence 10 support the caim, conneciing evidence to the clalm, or characterizing
credibilty of asource). The move s generally controlled with occasional apses, f a move Is
attempted more than once.

* Developing = The writing attempts the move L., distnguishing student’s and source’s deas,
Selecting evidence 10 support the claim, connecing evidence to the laim, or characieriz
Ing credibilty of 2 source), but may do so 1n a limited or underdeveloped way. I move Is
attempted more than once, s e may be very uneven,

= Not present = There s no evdence of  partcular move In paper (L., distinguishing student’s
and source's deas, selecting evidence 1o Support the claim, connecting evidence t the clim, or
charactertzing credibilty of a source). Aernatively, the writing cannot be evaluated for a partc
ular move because It summarizes or coples without atribution or may be 100 brief o evaluate
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ExA

Teacher teams in the same grade collaborating to analyze student work®

During a faculty meeting, the English language arts teachers from a school review the National
Weitng Projects Using Sources Tool.Aftr eaching one unit on argument writing. each teacher
selects samples of non-icion, source-based arguments from a dozen students who represent
the range of writing abiltes In their clases. All th teachers work In pais 1o evaluat each piece.
of student writing and summarize theifevaluations, Toward the end of the meeting, they den
tify where students are doing well overall e, writng debatable and defensible claims) and
where they ned 1o Improve (.., connecting evidence to claims). The faculty agrees on one or
two focus areas and collaboratively develops a teaching unit orseris of nstructional strategies.
10 help students Improve.

The

es ot

“The Using Sources Tool s 2 ubric with seven questions about eatures of non-fction, source-
based argument writing. It incudes one open-nded question about nex! steps

1 Does the writing present aclam?
 The writing presents a clalm that Is nuanced, debatable and defensibe.
= The writing presents a clam that Is debatable and defensible.

= The writing presents a summary statement about Source matertal,but that statement
s not debatable.

 The writing does not present a caim.

2.Does the writing dstinguish between the student's own ideas and the source matertal
ncluding the use o clealy Indicated paraphrasing, quotation marks, or sgnal phrases?

Not present Developing Competently Effectively
3. Does the writing select and use evidence from sources to support the clam?
Not present Developing Competently Effecuvely

4. Does the writing comment on source material in ways that connect the source material
tothe clalm?

Not present Developing Competently Effectively
5. Does the wrting characterize th credibility of the source material of author?
Not present Developing Competently Effecuvely.

6.0verall, how would you describe the writings s of source material? Selct the aption
that best descibes the writing's oveall use of source matertal.

 SKilfully integrates source material to ully Support the paper’s caim
= Uses source matertal o support the paper's claim

Includes source matertl to somewhat support the paper's caim
 Summarizes source material, without connectin i 0.2 claim
 Does not use source material
 Primarily or exclustvely coptes source material
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Ex

PLE 3.6

A sample tracking sheet to monitor student progress over time
‘Ateacher racked analytic cores of one student over the course o three weeks, across multiple
writing prompts. The teacher measured the tudent on vocabulary and syntax during a unit on
The Great Gatsby.

Data from Student Writing Promps, Week I Vocabulary and syntax.
Week | Week 2 Week 3

M T[w[R]F[M[T[w[R[F[Mm[T[W[R]F

Vocabuary | [4 |5

Syntax 3 3 |4

Using aspreadsheet, the teacher graphed the otal score (on ascale o O t0 10) o create a visual
Fepresentation to monitor progress over the unlt (see graph below) The data llustrate that the
student wsstruggling with vocabulary and syntax in the first week of the unit

Noticing this, the teacher pulled a small group o students who were all struggling with vocabur
lary and syniax and provided a short lesson. The teacher continued to monitor student progress.
during Wecks 2 and 3. The graph below shows that the sudent Improved his o her scores on
Vocabulary and syntax after the smallgroup lesson in Week 2, maintained high scores for the
rematnder of the uni, and was ready 1o advance 1o the next toplc at the end of Week 3.

9
s
7
6
s
4
Uni
The Grear |
Gatsby 2
and the
American | 1
Dream.
o
V23456 [7]s]0]n]z]i][1a]1s
—o—Vocabulary | [ 4[5 |5 s|s s 5| [s]s
—o— syntax 3|3 e 3|77 7 Ts]7
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Feedback is useful on many level
selfreflection by students.

Teacher fesdback hghlghts
Whatls working i  students
Wiing and provdes both
scarfoldng and support for
aspects f th students txt or
proces hat can be mproved.

Per feedback provides a ol
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S construcive feedback
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Exemplar texts are examples that clearly
illustrate specific features of effective writ-
ing for students.
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Sample regular classroom writing tasks for assessment, by genre

Argumen
Tative

Descriptive

Narrative

Technical

Persuasive

Reflective

In a . hisory course, students write arguments based on primary and secondary
Sources provided by the teacher sbout whether the-“Emancipation Proclamation’ was.
Issued for humanitarian or milltary reasons. The exercise is meant 1o allow them
1o practice sourcing historical evidence. The teacher looks a dally exercises in
‘Which students provide contexiual information about ther sources that would help
them evaluate the credibilty of the information (e . who wrote the source, wht
i or her perspective was, and other contextual Information)

1 a bology class,students collct water samples as part of a ciizen sclence proj-
ect hat ests water quality in  local stream. To provide useful data, students
describe ther water samples using observational and measuremen data. The
Teacher reviews students descriptions weekly and focuses Instruction on improv
ing descriptive writing over the course of the project.

Students ina creative writing course write short sories. The teacher reviews the
et drafts for character developmen, focusing on trengths I the students' main
character developments and areas where these characters could use further devel
opment. Subsequent instruction involves analy-ing published and student exem-
plars for character development and then revising the story focusing on Gualites
of the character

I an automoltve shop clss, students wrie Instructions for repaiing parts of a
car. The teacher reviews students’drafts and notice that Students are having trou
bl sequencing thei Instructions. The teacher decides (0 teach a minl esson on
sequencing,

Students ina U, government class write speches t0 persuade thei peers (0
mobiize about campus 1SSucs. The teacher reviews the opening of studenis’
speeches 10 see what techniques they are using (0 address thelr audience and
notices tha they are overusing thetorical questions. The leacher creates a lesson
focusing on additional audience engagement techniques, such as personal storles
and audience participation.

10 an exitsip. students in an English cass are asked to dentify two strengths and
one area for Improvement on a draft essay: Students do this routinely during the
semester 5o the teacher can assess thel metacognitive understanding about thelr
own writing.
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EXAMPLE 2.5
Key features of exemplars for different text types

‘Argumentative  + A proposition (ihe major premise of the argument)
« Claims on which the propositon i buil

+ Supporting evidence (acts and/or opinion)

« Well supported generaliztion (no fllcious reasoning)

« Incorporation of anticipated objections

* Strong closure

Descriptive, « Description o the person, place, abjct,or event
+ Use o descriptive and figurative language to helpreaders visualize the
person, place, abject, o event
+ Qualities or characteristics may be listed or arrange ina pastcular rder
+ Concrete detals (sght, taste, touch, smel, sound, and movemen) to bring
the subject o lfe
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Using editorials as peer and professional exemplars of persuasive texts

To hlp students study general features of persuasive exts, use editorials such as the Op-£d
section of the New York Times”Room for Debate.” which features multple points of view on 3
Current Issue. Guide students In considering specific features of published editorials and why
they are helpiul (.5, wrter bography, submision polcis, headline, length, newspaper aucl-
ence,and how sources ar cled).Specificaly, have students rea the editorils matiple tmes
10 understand what makes them effctive. During the first. reading,students should dentify key
words (words that signal the goalor purpose of the cditorfl: during the second reading. they.
should identiy key claims and statements that connect evidence (0 the clalm: and in the third
reading, they should Identify th line of easoning.

Finally, have students plan for and writ their own editorial. tudents can share their editorals
with peers for review and to discuss the following:

« whether Important eatures are present n their own and peers wriing, and

« how an editorial might change when writng for a general audience versus an audence familiar
wih the subject.

EXAMPLE 2,

Teaching features distinguishing strong and weak student exemplars.

Inthisexample, ateacher provides students with the ist paragraph of @ strong exemplar text
and a weak one, both for an interpretive essay i response to the same prompt.

Write an interpretve essay about The Horned Toad" by Gerald Haslam.

“There are people In lfe that may make us ritated, upset,or sad, yet we can learn (o love them.
“The Horned Toad” by Gerald Haslam, is an autobiographical narrative that eflects Haslant's
experience as 2 child when his grandmother came to visithis family. Through his changing rela-
tonship with his grandmother, Haslam lustrates how people can lean (o love and accept some
thing or someone that appears unpleasant at frst. He teaches us not 1o trust our irst Impression
of other people and 0 look deper 0 liscover what we have In common with them.

Inthe beginning of the story, Gerry disiked his grandmother. She disapproved of everything.
he did and called him a bra. He would try 1o avald her every day after schoal.she offered

him candy and then told him (o et his own. She was always mean o him and never gave her
approval. Gerald disiked her because she was 100 stuck I her ways. Which he didn't under
Stand, but toward the middle of the sory when she givs him money 1o go buy candy, h starts
0 connect with his grandmother.

The teacher then discusses how key features difr.For example, In the strong exemplar, th itro-
ductory paragraph begins with a hook (e irstsentence or two that grabs the reader's attention),
followed by an identifcation of the e, author, and genre (TAG). Ate providing some context
abou the stoy; the writer presents a thesis or clam about what te writr beleves the author's
central message s These features make the paragraph efective. In the weak exempiar, the wrier
begins by summarizing the story and contiues retelling What happenied, rather than presenting
@ thess. The writer also call te author “Gerry. rather than using formal academic English and
dentfying the author by hislast name.
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Narrative

nformational

Technical

Persussive

Reflective

Expressive

* Asetting

+ An introducton of characters

« A prablem or goal

+ An attempi to solve the problem—often muliple unsuccessful attempts
or embedded episodes of ttempts wihin attempts

« A salution 1 the problem

+ Aresolution, conclusion, and/or moral

= A topic or theme (may be repeated)
« Present tense to evoke 4 imeless or generalizing quality
* Technical vocabulary.

« Descriptive attributes and characterstc events

« Definitions or explanations of terms

« Visual elements such 3 diagrams, tables, and charts

« Speciaized topic
« Instructions about how to do something

« Main pointor argument

« Motivation and arguments for key points (including need, signficance,
and benelits)

« Supporting evidence

« A concrete occasion or anecdote in the beginning.
« Reflection of the universal signifcance of the occasion o anecdote
« A process of discovery

« Alesson about human nature i the conclusion

« Rich concrete detals and sensory description

« First person with nformal language (., contractions, sang)
» Often has dialogue

« Chronological organization

« Lots of description with extensive use of djectives

« Fealings are described in detail

« Active verbs
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EXAMPLE

A Copy/Change activity to help students emulate specific features<*

Wrte @ poem on the topic of your choice, mimicking the sty from Willam Shakespeare’s Romeo and
Julet Use style features similar o those i the original prologue” short phrases, 10 syllables in each
line, 3 or 4 phrases that combine o asingl senience, and phrases hat repeat in paallel form:

Student Example

Original Prologue.

Two households, both allk In digniy,
In far Verona, where we lay our scene,
From anclent grudge break (o new mutiy,

Where civil blood makes civil hands.
unclean.

From forth the fata loins of these two foes
A pair of star-cross'd lovers take their Iife
Whose misadventurd pieous overthrows

Do with theirdeath bury their parents’
stife.

“The feartul passage of thelr death mark'd
ove,

And the continuance of their parents' rage,

Which, but thei childrens end, nought
could remove,

15 now the two hours trafick of our stage
“The which ifyou with patient ears attend,

What here shall mis,our ol shalstrve
tomend.

—from The Complte Works of
Wiliam Shakespeare,edited by W. . Cralg,
‘Onford Universiy Pres, London, 1924

“Two schools, both alike in many ways,
In fair Bay City, where we lay our tale,

From rival grudge break t new extreme
heights,

Where old grudges make new ones to begin.

From forth the enemies of these two.
schools,

A pair o football layers take their time:
Whose Kickoff stunk piteous and stunk again
Do with thelr game what their coaches lke

“The brand new passage of thelr brand new
rcks,

‘And the continuance of theirlinebacker,

Which, but theirbrand new shoes naught
could help kick,

15 now the to very fun-iled hours of our
stage;
“The which ifyou decide o attend,

What here shll miss, we ever il srive
tomend.

—Tara, student, Bay Gty Publc Schools
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Demonsirating that key features of exemplars vary by form, pur

News artice

Research brief

Rescarch paper

Fiction/lterary
non-fiction

Blog post

To inform readers
about an event

To inform readers
about th research
behind an idea
event, o concept

Same a5 a research
rif,but using
more extensive
research evidence
o inform teaders

To create intrest
ina person or
people

To convey an.
opinion

‘Adult general public

Practtioners who need
the informtion for ack
Eround or fo research pur-
poses (e, meteorologists).
or who necd 1o convey or
translate the information
o snother audience such
a5 the general public

Other researchers.

Readers who like human
interest stones the general
public

General public

rpose, and audience
Supporing details abou the
eventand its impact on the

community. quotes from
eyewimesses.

More extensive points and
more supporting detal than
news arice

Extensive points and sup-
porting detail. might aim
0 use facts, sttisics, and
research (o explain human
Intrest stories andyor ech
hical causes of the event

Compelling leactin sen
tence, quotesfrom different
Sources,detals that sppeal
Lo the reader's emotions.

Message ailored o the
blog's target audience: a
compelling introduction:
Concie language to deiver
Key points
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A sample student created rubric from strong and weak exemplar texts
An exemplary Interpretiv essay will include most o allof the folowing:

« An effective opening hook that draws the reader Into the essay

« Enough context for the wrter o present his of her Interpretation

« A clear thesis presenting the writer’ Iterpretation of the author's central message

« Clear essay structure, Including an Introduction, main body, and conclusion

« Plenty of evidence from the ext to support the writer's ey Ideas

« Commentary and/or analyss of the sgnificance of the evidence

« Transitional words o establsh coherence and link deas together

« Academic vocabulary

« Aformal tone and use of academic Englsh

« Varied sentences 10 enhance the style and flow of the writing

« Few, Ifany, errors n the rules of writien English
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EXAMPLE 3.2

A graphic organizer to assess learning and determine action steps*:
Write a iterary anlyss of Sometimes, the Earth s Cruel.”

[ e ——

their pretesta:

« They were able to summarize “Sometimes, |+ They did not present a theme statement
the Farth 15 Cruel” and understood the about the central message of the artcle.

basic dea thatthe Haltans did oL g1Ve UP. | 71y a1 mot quote from the text or offer

+ They quoted or retated some facts about commentary
disasters from the aticles + They wrote very simple sentences without

« They had a basic command of sentence much variety.
structure. « Thelr Introduction lacked a ormal open
+ They had some semblance of essay form, Ing that dentfied the text and author,
though without a strong Inroduction or
conclusion.

Things | need (o teach and my students need to practice t© perform well on the postiest:

 How 10 move beyond summarizing 1 offer Iterpretation based on evldence.

« How 10 open a formal essay with a hook: the tite, author, and gene (TAG) and a thesis
statemen.

« How 10 present a theme statement a thel thesis— this case, ncluding a specific polnt about
ow people respond to disasters and what we can learn from their example.

 How t0 Cortect errors such as,“In‘Sometimes the Earth s Cruel by Leonart Pts is about the
earthquake In Halti~ Too many students wrote ungrammatical sentences like this.

= How 10 vary sentences with participles and apposiives.
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EXAMPLE

Socil
studles

Engiish
language

language
ans

Science

History.

Math/
science

Visual anis

Philosophy

English

Psychology

After 1045, the Cold War shaped events i Europe. () Describe two ways In which
Cold War tensions affected Europe. () Describe two effects of the end o the Cold War.

After reading “Temperance and Cholces.”
“The class will be discussing which kind f person demonstrates more admirable
qualities—Person . Person , o Person C. Wrie an explanation tha you wil
present to the class about which person possesses more admirable qualties. Use
Information from the passage In your explanation ®

‘Aschool district has 2 new middie school. On the irst day. the studens eal-
Iz tha they are the irst people 0 U n the desks, use the books In the ibrary,
‘walk the halls, and set the traitions fo all of the students who wilatend for
Jears o come. A leacher suggests that everyone wrie about his o her irst day in
the school. The students’narraives will b compiled In 2 book and placed i the
Ibrary for future students to read. Think about what It ould be Ik to be the first
1o attend a newly built school. Wrie @ narrative for the book, and tell ot that
first day. Describe what you do, see, and feel throughout the day.*

‘Afer reading “Dulce et Decorum ESt by WWI poet Wilfved Owen and “The Death
of the Bal Turret Gunner” by WWI poet Randal Jarell.

Create a Venn diagram and write 2 paragraph comparing and contrasting the two
poets’ stances toward war.

After hearing a lcture on birth order teory.
Wit a Journal entry describing o what degree your personalty trais aign with
the tratslsted as typical of oldest, middle, younges»,or only chidren.

After reading about photosynthests n the textboo.
Wit an extt slp:

A Defining what photosynthesis s

B Describing the process of photosynthests

) Posing one question you have about photosynthesis

Afer studying The Gettysburg Address.
Create a triple entry "Say, Mean, Matter" lo. Under Say, copy a passage from the
{ext. Under Mean, present your paraphrase and Interpretation of whal the quote
means. Under Maer. comment on why the passage I signiicant and 1s sl el
Van today.

After running a serte of short timed relay races in which students pick up colored
toothpicksfrom a grassy il

‘Work together with a partner to it a prediction of the probabilly that certain

percentages of each colorof tothpicks willbe collected In subsequent relay, and
i what order, Hypothesize how your Aindings reate o the concept of Protective

coloration.

After vewing a clips from the Disney version of Pocahontas.
Create a quickwrite n which you describe how the depiction of Pocahontas and
John Smith n the Disney version may be bellevable and then describe how each
Is portrayed as compared with real Ife.






OEBPS/image/2.4.PNG
EXAMPLE 2.4.

A writing and reading actvity for synthesizing multiple perspectives

Afer students have identiied their own view, have students read relevant arices o idenily
evidence from a concurring view point and an opposing view point.

Ask students to write up the opposing view pointand o be mindful o being fair.

Have students share thei drafts with one of two peers who respond In writing using  struc.
tured response form a worksheet created by the teacher to guide peer feedback on specific
aspects of writng, ses below).

Ask students to choose whether o not o evise ther papers based on the commens.

Review student responses and dcide whether additonsl nstruction on writing sbout opposing
perspecives s necessary.

Sample prompts from  structured response form

 What parts of the wriing help you Know that i's a nareatve? How can you tel tit the writing
istlling a story?

« What detailsdoes the wrtng include?
« What is good about the wrting? What should not e changed? Why i it good?
« As: readar, what 4o you not understand?

- What speciic suggestions for Improvement can you make?






OEBPS/image/2.2.3.PNG
EXAMPLE 2.2

Story impressions for English language arts®

Instructions

1L Select“story impression” words and phrases from “The TellTale Heart” by Edgar Allen Poe
that suggest a murder scenario. Story impressions are key words and phrases that drive a
narrative, They may include names, places, strong verbs, events,or other words that give
clues to what the poem is about.

Present the words {0 students in the exact rder in which they appear I the text.
Direct students to write  narrative of the story using the story impressions.
Have students read the story and compare their wrting 0 the actual content of the tory.

"house = old man - young man -» hatred » gl eye - death = tub - biood = Kife = buried +
floor = police = heartbeat - gull = crazy = confession

npressions.
ed in 2 HoUS8 on a hill The old man

‘young man
Hated his son because he had an UgIyEYe.

‘The young man was asleep i his bedroom when he was awakened by screaming. He went
10 the bedroom and saw his father Iying i the tub There was blood everywhere and a Kife
through him.

“The young man found a ape recording hidden behind the door on he G0 He turned it on, and
ther was sreaming on the ape. Th young man started (o callte paice, but the he stopped
and remermbered what his mther had tod him. She ha told him that h had a splt personalty,
and e flt e uill-So h called th polce 14 Egnfessd to being razy an iling i athr.
s heartbeat was loud s he caled.

EXAMPLE 2.3

Awriting and reading activity for synthesizing multiple texts

A socialstudies teacher provides students with two exts on European immigation
i the 20th century, one from a blogger and the other from the BBC, Students read
both pieces and work in pairs o make a ls o the following:

« the argumentative claims and use of evidence
» the similarites and differences in tone and structure in the two pieces

Aftr discussing thlr lsts as a las, tudents research the claims made in each piece 0 evaluate

the valdity of the evidence presented. Then,each student uses the ists 10 make a descriptive

‘summary of the two articles and the validity of thei evidence.
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DO | WHAT

Select One important current event

Write A news article

Describe | What happened during the event, who was there, and when it
occurred

Use Quotes from eyewitnesses






