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CHAPTER ONE
Introduction

Introduction
Writing is a beautiful thing. It allows people to communicate through both
distance and time (Graham, Perin, 2007). Writing, allows us to express an unlimited
number of emotions and ideas. One might say it would be a loss if we could not
communicate so freely. Unfortunately, not all would agree with writing’s beauty. Some
may be distracted by its complex processes and rules. In our schools today, one
inadequacy we face is our writing instruction. In 2003, the National Commission on
Writing called it, the “most neglected of the three R’s in the American classroom”
(Graham, Perin, 2007, p. 446).
Teachers have a need for continual reflection and learning. I am no different. In
my fifth year of teaching, I still have “burning questions” regarding best practices in
writing. As a former Title One reading teacher, of four years, a special education teacher,
for one year, and a current K-12 intervention coach; my inquiry is driven by a need to see
students succeed. This capstone will present my questions, research, and results around
answering the question...How can the teaching of effective writing practices support
struggling intermediate students?
Background of the Researcher. I began my teaching career within a small, rural
community school district in Northeast Iowa. As a first year Title One reading teacher,
grades kindergarten through sixth, my eyes were opened as I saw the connection between
a struggling reader and a struggling writer; the two were intertwined. Over the years, I
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have tried various ways of helping students to make connections between the sounds they
are saying and the words they were writing. I feel I have become very knowledgeable on
how to identify a student's areas for improvement in reading, and have helped many
become stronger readers. Even with these experiences, having not been a classroom
teacher, I lack the knowledge on teaching specific writing skills and concepts. I have not
had many experiences with bringing students through a progression of writing.
Now in my sixth year as an educator and in a new position as a K-12 intervention
coach, I can see, more than ever, the need for a strong writing curriculum within our
school district. From collaboratively working with classroom teachers, I know many of
our students are not proficient in their writing abilities. However, many students do not
receive the explicit instruction that they need, due to a lack of resources and depth of
knowledge district wide. Given my past experiences in teaching, and my desire to best
serve my school district, I ask the “burning question” How can the teaching and of
effective writing practices support struggling intermediate students? In my research
capstone, I hope to answer this question for myself, colleagues, and future students.
Reasons to Incorporate Effective Practices.
Since the spring of 2015, I have had numerous courses focusing on literacy within
the classroom; Rethinking Literacy Across the Disciplines, New Literacies in the 21st
Century, and Essentials in Literacy and Learning, just to name a few. Within each of
these courses, the importance of embedding literacy and writing into the content areas
was reviewed many times. They each have led me closer and closer to learning what I
need to know about writing in the classroom. A writing curriculum within my district has
been non-existent since I first began teaching six years ago. Our “writing curriculum” is
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based off the writing standards found within the Common Core. A progression of these
standards, kindergarten through sixth grade can be found within the Iowa Common Core
document, located on the Iowa Department of Education website. Specific writing
standards are embedded within the literacy standards (Appendix J).
Even with these standards in place, teaching strategies, activities, and methods,
vary from teacher to teacher and from grade to grade. Therefore, when students struggle
with their writing skills, it is difficult to pinpoint where students struggle and difficult to
pinpoint where students’ confusion began. It is my belief that the lack of consistency
within the teaching strategies of writing hinders our students in advancing in their
writing.
Understanding Student Needs. For the 2015-2016 school year, in my special education
classroom, I had four students with an Individual Education Plan (IEP) writing goal in
fourth and fifth grade. Each of these students were diverse in their needs. Student A had
good ideas, but lacked proper use of mechanics when he wrote. Student B had difficulty
forming complete thoughts and also had trouble physically writing and spelling. Student
C and D lacked understanding of what makes a complete thought or sentence. Sentences
were either fragments or a run on of ideas. It was my desire to learn how to help each of
these students become more proficient in their writing. As I think of these particular
students, I also think of other students who have writing needs but do not receive daily
support.
As a special education teacher, I will at times support teachers in the
implementation of new strategies and give guidance. These strategies can look vastly
different from one another; all based on the students’ needs. Student E in third grade is
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able to generate good ideas, once given time to plan, but cannot read his writing because
he does not have a foundational understanding on sounds and will misuse vowels in
words. In the fourth grade classroom, Student F gets terribly upset and has anxiety over
his spelling. His spelling strategy is based off of memorization. The student seems to
lack confidence and fluency in breaking apart words by syllables in order to better spell.
Lastly, in our fifth grade class, Student G struggles with a little bit of everything;
sentence complexity, spelling, and writing mechanics.
With each of these individuals receiving additional classroom strategies, there are
several of their peers that need the same instruction as they do. Therefore, I hope to learn
from experts in the field about what exceptional writing instruction looks like. Writing is
a need across our district and I hope to learn as much as I can to better support our
district's students and teachers.
Understanding Teacher Needs. As I begin my research, I know this topic is not only
specific to my district but others as well. While being in communication with classmates
from around the country in the Masters of Arts in Literacy Education (MALED) program,
others have also expressed concerns with their school writing curriculums. Special
education teacher, Angela states, “I really struggle with teaching writing. In my
undergraduate studies, I did not take any classes on writing and my district does not have
a curriculum either. I have recently purchased some mini lessons on writing from
Teachers Pay Teachers that I am implementing. I never know what skills should be
taught first, if there is a progression of skills.” While classroom teacher, Theresa says,
“Augh! I can relate to your frustration of having no curriculum to guide your teaching
and having to pull from your own resources - my district is the same way! It is so time
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consuming and frustrating to have each educator doing their own thing and struggle to get
any consistency between rooms.”
Just as in a writing curriculum, it is difficult to find effective interventions that
can help improve a writer’s craft as well as mechanics. Another teacher, Maggie, says, “I
am a part of our RTI (Response to Intervention) team and we have to really hunt for
writing interventions. We have found a couple, they are not great by any means, but they
are something.”
I can relate to Maggie’s frustration with finding decent writing interventions or
even strategies to use with students who are struggling with the writing process. Student
F, who portrays anxiety and needs support in spelling, is currently engaged in an
intervention called, Spelling: Self-Correction with Verbal Cues. This intervention is
helping Student F build strategies on memorizing spellings of common words. However,
when his teacher and I think about writing and how important building ideas in writing is
compared to spelling, we wonder if we are best serving this student. Are there other
areas we could be focusing on to help him become an overall more confident writer,
rather than just building his memorization skills?
Summary
I see a need for increased effective writing practices within my school district to
support the implementation of the Common Core. My school district has many students
that have difficulties with writing, ranging from, use of mechanic to the process of
writing. With the complexity of writing it can be difficult as a teacher to know how to
best serve students who struggle with writing. Throughout my research, I will look for
effective practices and interventions that can easily be implemented into the classroom.
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Through this Capstone, the question How can the teaching of effective writing
practices support struggling intermediate students? will evolve into reflections on
strategies that were used to help struggling writers and the impact of those strategies. My
school district is in need of an answer to this question because we are not aligned in our
writing curriculum, and have many students who struggle with writing. In order to find
the answer to my question, I will need to look toward experts and research on what
effective writing practices encompass, how to make those practices effective with
students who struggle, and how I can integrate this new knowledge into the common
core. Through my research, I will provide my district with strategies to meet our
students’ writing needs in the general education classroom setting.

CHAPTER TWO
Literature Review
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Introduction
Within this chapter, I will give a review of the literature I have found, regarding
my question; How can the teaching of effective writing practices support struggling
intermediate students? The concepts around my guiding question will focus around
effective practices, research to support those practices, specific approaches to helping
writers who struggle, and utilizing effective practices within the Common Core for all
students. Sadly, there are not a lot of researched based instructional approaches to
writing (Johnson, Hancock, Carter, & Pool, 2012). Writing instruction and the use of
writing interventions to support student learning are not strengths for many schools.
With the complexity of writing, it can be difficult for teachers to effectively and
consistently implement strategies to help writers who struggle within the classroom.
Instruction for some students may only focus on lower writing skills, such as mechanics.
Likewise, students may be receiving lots of time for writing but without being
specifically taught writing strategies, or worse, receiving very little time for writing in the
classroom. (Graham, Harris, & Larsen, 2001) We know that “there is little doubt that
children’s success as writers is intimately tied to the quality of writing instruction
provided at school” (Graham, Harris, & Larsen, 2001 p.75). Quality of writing
instruction is based on the time spent on writing and the quality of instruction on specific
strategies. (Smedt, Veer, & Merchie 2015) Through my literature review, I have found
that quality writing instruction can focus around some very basic educational practices to
ensure that students receive quality writing instruction.
Throughout this literature review, I will review studies done by experts in the
field that help myself and teachers better understand effective writing practices and how
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they may work in a classroom. Topics will be focused around ways teachers should be
incorporating writing in the whole classroom, and ways to intervene with students who
struggle. Teachers, who are trying to implement effective writing practices within a large
classroom with diverse student needs, may benefit from the research.
Areas of Difficulty in Writing. There is a strong need to improve writing
instruction, and the evidence that writing can be an important tool in strengthening
thinking and knowledge across the content areas is one reason (Bangert-Drowns, Hurley,
& Wilkinson, 2004). “In other words, the way that writing is taught and guided makes a
significant difference in how well students are able to use this as an expression of their
construction of knowledge” (Fisher, Frey, & Hattie, 2016, p. 125). In the article,
Prevention and Intervention of Writing Difficulties for Students with Learning
Disabilities (2001), we learn about common writing areas students with learning
disabilities struggle with. Frequently, students with difficulty writing do not know where
to draw their information from to write about. Therefore, these students have difficulty
relating ideas, which can be troublesome when creating your own ideas for writing.
When revising, some students are ineffective; they will often just work on correcting
spelling and maybe change a few words. Similarly, students can also struggle with
mechanics and handwriting. A final area students may struggle with is being unfamiliar
with the process of writing. With this, students tend to overemphasize things that are less
important to the writing process, such as punctuation. When students have trouble with
the basics, it lowers their working memory, making it difficult to learn new skills.
(Gillespie & Graham, 2014) (Graham, Harris & Larson, 2011) In today’s schools,

13

teachers need to have their students using writing more effectively so that they are ready
to meet the demands of the 21st Century.
Skills Needed for 21st Century. As cited in Mike Schmoker’s book, FOCUS: Elevating
the Essentials To Radically Improve Student Learning (2011), Conley and his colleagues
(2007) found that with all the disciplines students could go into, the following are
essential for students to be prepared and to be successful in the future:
● Read to infer/interpret/draw conclusions.
● Support arguments with evidence.
● Resolve conflicting views encountered in source documents.
● Solve complex problems with no obvious answer.” (Schmoker, 2011, p.38).
To conquer, all four of these skills, students need to understand literacy and use it beyond
the classroom to express their thinking clearly. This is why it is important for teachers to
identify effective practices and strategies that will make a difference for these students.
(Simmerman, Howard, Pierce, Peterson, Morrison, Korth, Billen, & Shumway, 2012)
Research Behind Effective Practices
Part of providing effective instruction includes the need to make sure that student
writing has a link to student reading, there is a teacher modeling component, followed
with discussion, and opportunities for guided practice. (Kang, McKenna, Arden, &
Ciullo, 2015) In the article, The Effects of School-Based Writing-to-Learn Interventions
on Academic Achievement: A Meta-Analysis, we learn “writing requires the active
organization of personal understandings” (Bangert-Drowns, Hurley, & Wilkinson, 2004,
p.29). The meta-analysis study looked at the effectiveness of writing-to-learn programs
in schools. Even though the study was trying to see if writing in the content areas could
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impact learning, and not specifically looking at writing practices; their results and
conclusions suggested possible important characteristics of writing instruction. In the
study it was found that classroom writing that required more metacognition and selfregulation yielded better results. Author Schmoker would agree with these findings.
In his book, Focus: Elevating the Essentials to Radically Improve Student
Learning, Schmoker makes an argument for very “straightforward actions” (2011, p.1)
that can be taken in every content area that will bring about student change. For
Schmoker, key components to an effective lesson will begin with having a clear
objective. This is similar to establishing an “I Can” attitude. (Graham, Harris, & Larsen,
2001). Behind students knowing that objective they need to understand the background
and why it is important. During this beginning lesson, it is also important to find a way
to “hook” students’ interest. After clearly outlining the objective, teach with modeling.
Students should know the specifics of what you are expecting because you have built it
step by step for them.
Once modeling has taken place, teachers can put guided practice into place.
Teachers need to give students the opportunities to work with partners and try what they
are asking. It is at this stage where completing a formative assessment will identify if
specific students need more assistance. Once time has been given for collaboration with
the skill, have students practice independently. There is strength in gradually releasing
the responsibility to them after effectively modeling. (Graham, Harris, & Larsen, 2001).
Effect Sizes. John Hattie, a researcher, professor, and director of the Melbourne
Education Research Institute in Australia, completed the largest research based study that
looked at what in schools worked to actually improve student learning (2013). He
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researched a variety of programs, strategies, and methods that we often support in
schools. His study looked at the influences that each particular method had on student
achievement. Hattie used a formula to calculate the effect size each particular method or
strategy had on learning. His scale of effect sizes run from zero to one. Any effect size
less than one has a negative influence on learning, while an effect size between .15 and .3
has a typical effect on students, and .4 to 1 effect size is within the zone of desired
effects. The zone of desired effects is the most optimal effect size; where students need to
use higher order thinking skills, which in return, results in positively affecting learning.
Recently, other researchers, Douglas Fisher and Nancy Frey, took Hattie’s work
and looked at practices for literacy. Their research mirrors effective practices I have
included in this literature review (Appendix A) and the work of Mike Schmoker. In
Appendix B, pages one and two, you will find two tables from their book; Visible
Learning For Literacy: Implementing the Practices That Work Best to Accelerate Student
Learning (2016). Knowing from Hattie’s research that the zone of desired effects is .4 to
1, look at the pages in Appendix B as being effective practices for students.
Typically, in every class, no matter how well students were instructed with
effective practices, teachers are bound to have students who struggles with a concept. It
is also likely they may have students in their class who need special education services in
writing; how best can teachers help them to feel successful with their writing abilities?

Strategies to Support Struggling Writers
Building a Support System. As discussed earlier, there are many ways writers may
struggle. Throughout this section, I will specifically describe research based strategies
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that can be used to assist with some of these difficulties. First of all, creating structures
and a systematic process is extremely important for student success. Schools use a multitiered system of support model (MTSS) to help ensure student success academically and
behaviorally. According to Rowe, Mazzotti, & Sinclair (2015) MTSS is “a framework
that guides the improvement process and planning to include early identification and
quick response to the needs of all learners” (p.132).
In Chapter Eight of Leaders of Learning, DuFour and Marzano explain how a
systematic process works when responding to when students have difficulty learning.
Appendix C includes a visual of the MTSS pyramid. The following are ways to identify
areas for intervention (DuFour & Marzano, 2011) within a professional learning
community (PLC).
Gathering Data. Before beginning to dive into an intervention, teachers
need to reflect upon their whole group instruction and review their formative
assessments. If there is a particular student or group of students who are a concern,
teachers will bring this to their PLC team. Then as a team, groups will review the data
and determine together what specific skills need to be taught.
Determining Appropriate Intervention. Once a specific skill is identified talk about an
intervention that will be consistent every day. It would be best to write down and clarify
roles and steps specific staff members will take toward making the intervention
successful. During the specific intervention chosen, the teacher shall be in
communication with team members. Teams shall create interventions that are fluid and
flexible. If the team sees that the student needs a change in the intervention, consider the
variables of time and support. If a student is not being successful, teachers will need to
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ask the team; do students need to continue with the intervention and just give the student
more time or does the student need a change in support? (DuFour & Marzano, 2011)
Using Documentation. Once interventions are in place, a few guidelines for measuring
growth are to compare results to published norms, local norms, and use classwide data
(Johnson, Hancock, Carter, & Pool, 2012). Documentation of changes and consistency
of intervention will be significant. As a PLC team, it is important to be looking over the
intervention data and make decisions together. The data will help drive next steps needed
or not needed in an intervention. If a teacher found an intervention successful, they
should document their success so that it may be used with other students.
To reiterate Smoker’s (2011) ideas from earlier, let us not continue to follow new
fads. If we find strategies that are effective we should stick to them. Understanding and
utilizing a systematic approach to intervention is important to the success of any support
system. If teachers are constantly changing the variables, it is difficult to know if an
intervention is truly successful. Writing interventions should focus on strategy
development to build the writing process and strengthen writing mechanics.
Providing Feedback and Self-Regulation. While building strategies, feedback is
important so that students can be involved in their learning. “The feedback loop between
the teacher and peers is critical as students immersed in writing seek and offer feedback
from others” (Fisher, Frey, Hattie, 2016, p.125). Fisher and Frey’s research shows the use
of feedback having a .75 effect size on student learning (Appendix B). Their research
would also support the use of the self-regulated strategy development (SRSD). Within
the following strategy, the following are incorporated; use of metacognitive strategies
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(effect size .69), self-verbalization and self-questioning (effect size .64), teaching
strategies (effect size .69), and problem-solving teaching (effect size .61) (Appendix B)
Developing Self-regulated Strategies. Self-regulated strategy
development (SRSD) is an evidence-based model that teaches students writing strategies
and self-regulation strategies (Johnson, Hancock, Carter, & Pool, 2012) The following
are part of the outline of the self-regulated strategy development (SRSD) model but do
not need to be followed in a particular order:
● developing and activating background knowledge
● discussing the strategy
● cognitive modeling of the strategy
●

memorization of the strategy

● collaborative support of the strategy
● independent performance (Johnson, Hancock, Carter, & Pool, 2012, p.219)
Before looking at specific examples of the SRSD strategy in use, let us look at the
importance behind each step.
Understanding Steps in the Process. Within the first step of developing
background it is good to talk with students about why what they will be learning is
important and what they can expect to learn. This first step can really set students up for
success. Expectations are given an effect size of 0.43 (Fisher, Frey, Hattie, 2016).
Another part to this first step is giving students a good example of work. Have students
dive into conversation about what makes the example a good one; they may even want to
write these ideas down to refer to later (Graham, Harris, & MacArthur, 2006).
Classroom discussion has an effect size of 0.82. (Fisher, Frey, Hattie, 2016).
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After looking at examples of what teachers want students to do, they should
discuss the steps of the process they want them to do or discuss the strategy. Each step
should be recorded for students to refer to. For cognitive modeling, teachers want to
“provide students with a visible and concrete model of how to apply the strategy”
(Graham, Harris, & MacArthur, 2006, p.292). When teachers are effectively modeling
the strategy, the process of memorization should be easier.
Once teachers feel students have a good foundational understanding of what they
expect of them, support them in the use of the writing process they have taught. Now is
the time to allow for independent practice. It is important though not to abandon students
at this point; teachers want to be there to confer and see if students are correctly doing
what has been taught.
It is acceptable if teachers need to cycle back through the self-regulated strategy
development (SRSD) process. Some students who struggle may need repeated exposure
to this learning process. Even if students are successful with the process, teachers have
taught, the teacher could still go back to the step of discussion to build a greater
understanding of why the sample is a good example of what is expected. (Graham,
Harris, & MacArthur, 2006).
Using (SRSD) With Specific Topics of Writing. In the following section, I will share
an example of using the self-regulated strategy development (SRSD) to teach specific
areas of writing. I was encouraged by the following examples because they can be
implemented without having a set curriculum and can be adapted for students, and
adapted to various skills. With the next examples, I think it is easier to see how to
accommodate students who struggle with writing. Within my district, I can see using the
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Common Core and (SRSD) to better teach the writing standards to those students who
struggle with writing.
Planning Writing. Many students can struggle with writing in and for the content areas
simply because they have a lack of experience with using the writing process. Many
times I have heard my own students say, “I don’t know what to write” or “How do I
start?” In the article “Explicitly Teaching Struggling Writers: Strategies for Mastering
the Writing Process,” by Steve Graham and colleagues, we learn six-steps specific to
report writing that a classroom and special education teacher modeled together in the
general education setting. The following steps for the report writing process were as
follows:
1. Choose a topic.
2. Brainstorm all you know and would like to know about the topic.
3. Organize your ideas by main points and details on a web, where main ideas and
subordinate ideas are linked together through the use of lines and arrows.
4. Read to find new information and verify the accuracy of already generated
material (add, delete, and modify information on the web as necessary).
5. Write your report using information from the web you created, but continue
planning as you write.
6. Check to be sure that you used everything you wanted from the web. (2006,
p.291)
To help students effectively use this strategy, the teachers used the Self-Regulated
Strategy Development (SRSD) that was previously reviewed. The SRSD allows time for
students to see the writing process modeled, practice with support, and then use time for
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independent practice. The teachers used the SRSD to teach the report writing strategy to
whole class and then identified a small group of students who needed more support. The
general education and special education teachers were proactive in their approach to their
small group writing intervention.
In conclusion, it was clear that use of the SRSD strategy to teach a report writing
strategy was successful. It was also observed that all students in the small intervention
group did improve over six weeks of instruction. Students, who did not do well before
writing, planned their reports better and overall felt better about the process. (Graham,
Harris, & MacArthur, 2006). The strategy of SRSD helps to facilitate a concrete way to
teach many writing processes. The following is a second example on a way to teaching
the planning stage of writing using the SRSD model.
In the article, Self-Regulated Strategy Development as a Tier 2 Writing
Intervention, we learn that mnemonics can be useful when helping students remember
how to think about planning their writing. Mnemonics are taught to help students
monitor their writing; POW + WWW (Plan, Organize, Write + Who, When, Where) used
for story writing and POW + TREE (Plan, Organize, Write + Topic Sentence, Reasons,
Explain Reasons Examine Ending) was used for opinion essays. These models and
strategies were implemented as a tier two intervention in a fourth grade classroom; in a
school where there was not a set writing curriculum and test scores were low. The
intervention results showed that six of seven students showed improvements in their
writing and increased confidence in writing. The one student who did not make expected
improvement was absent for most of their instruction. (Johnson, Hancock, Carter, &
Pool, 2012).
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Within these small support groups or intervention groups you can look at more of
what students are missing in the process; because within each step there may be mini
steps that students may have difficulty conquering on their own (Graham, Harris, &
MacArthur, 2006). In these particular examples, when students were in a small group
and were having difficulty implementing the writing practice, teachers helped to focus
their attention, keep the students on task, monitored their performance, and reinforced
writing behaviors to help students cope when they were frustrated (Graham, Harris, &
MacArthur, 2006).
Additional Best Practices for Writers Who Struggle. Steve Graham and Amy
Gillespie, in their article, A Meta-Analysis of writing Interventions for Students with
Learning Disabilities (2014), reported on a meta-analysis done by Russell Gersten and
Scott Baker (2001). Gersten and Baker reviewed the effects of writing interventions on
students with learning disabilities in first through ninth grade. At the conclusion of their
study, it was found that effective instructional components of the identified writing
interventions were:
● explicit instruction in the steps of writing process
●

explicit instruction in text structures of various writing genres

●

guided feedback from the instructor or peers during the writing process
(Graham & Gillespie, 2014, p. 455).

From these results on the 2001 meta-analysis, Graham and Gillespie went on to conduct
their own meta-analysis of interventions in 2014. They looked at grades first through
twelfth to see if writing interventions were effective for those students with learning
disabilities and what those specific interventions were. Graham and Gillespie used a very
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systematic and evaluative way of choosing the writing intervention studies they
examined. Each study was given a rank with a quality score (percentage). The
percentage was based off the points possible for each study having certain components;
86% of the studies yielded a positive effect size.
The following writing practices had a positive effect on improving the writing
skills of students with learning disabilities:
● strategy instruction
● Dictation
● goal setting
● process writing.
In the studies with strategy instruction, students were taught how to plan, write and revise
using various strategies, such as, SRSD. This meta-analysis information backs up other
studies that were done with SRSD and had positive results.
Dictation meant dictating one's text into a tape recorder instead of composing
writing by hand. From my experience, I can see this type of practice useful for our
student who experiences high levels of anxiety during writing because of spelling. When
students have difficulty with their working memory, it makes sense that taking away the
mechanical demands of writing; they would be able to produce higher quality thoughts in
their writing.
Goal Setting involved either the teacher setting goals for the student or the student
setting specific writing goals for themselves related to specific genres. Many students
who struggle with writing are obviously going to have negative beliefs about themselves
in relation to writing. Setting goals and helping students to achieve those goals is one
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way to relieve this. In the text by Fisher, Frey and Hattie (2016), they found that goals
have a 0.5 effect size in students’ learning and this is in the zone of desired effects.
Process Writing involved giving students direct instruction on various writing
skills. Students process information differently and at varying rates so providing
modeling, practice, and support, systematically, over a decent amount of time, one would
expect that various types of learners would begin to catch on. I feel that many times in
my own teaching, and I think others may relate, we do not give students enough time, or
more importantly, reflective time to really digest and internalize what they are learning.
My expectation is that through this review of literature, my district can begin to exercise
some of these basic practices to our Common Core writing standards. By doing so, it is
hoped, to bring success to some of our struggling writers.
Integrating Best Writing Practices within the Common Core
Much of what I have learned within my MALED program emphasized the
importance of emerging literacy into the context of what is being taught. It is important
for students not to learn to write in isolation. Instead, learn to write so they might be able
to understand the process of writing and use it in various ways in everything they do.
Remember, writing can be a remarkable exercise and we want students to write so they
may express their learning and invite others to do the same.
The effective practices in Appendix A are right in line with the work of Mike
Schmoker (2011). Schmoker urges educators to get back to basics and to stop coming up
with new educational fads. Instead, he suggests teachers need to be focused on what we
teach, how we teach it and bringing back authentic literacy where students are reading,
writing, and speaking about their learning in real ways.
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In 2009, when the Common Core was implemented in the United States it was
purposeful not to include how the writing standards would be taught, but gave writing
benchmarks all students must meet. This was an important component of the school
reform movement. (Graham, Mckeown, Kiuhara, & Harris, 2010) Standards focus
around various genres of writing; such as narrative, informational, persuasive, and
argumentative. Within the standards, emphasis is put on using reading and writing to
bring new knowledge. Writing skills such as handwriting, typing, word choice, grammar,
spelling, and conventions are also emphasized (Graham, Harris, Bartlett, Popadopoulou,
& Santoro, 2016) (Harward, Peterson, Korth, Wimmer, Wilcox, Morrison, Black,
Simmerman, Pierce, 2014).
The implementation of Common Core has been beneficial in having set standards
to hold teachers accountable for what they should be teaching in writing. It also assists in
having our grade levels more vertically aligned. With the research presented in this
literature review, I believe we are now at a time to strengthen the process and strategies
we use to teach the writing core. If students who struggle are going to be able to succeed
with these new set standards, than we as teachers need to use instruction that is
responsive to the students’ needs to grasp the content put forth (Graham, Harris, Bartlett,
Popadopoulou, & Santoro, 2016).
Within the Common Core Writing Standards for fifth grade, students are asked to
write for many purposes. These standards involve argumentative writing, informative
writing, narrative writings and understanding the conventions of writing. As a classroom
teacher, how should one assess a student on these standards? As expressed in The 9 rights
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of every writer: A guide for teacher, author, Vicki Spandel expresses the idea that voice
and ideas should weigh more heavily than the mechanics within the writing.
Assessing Writing. It is one thing to recognize that a student needs work
on specific writing skills and another to know how to support that student in making
writing progress. With the purpose of this literature review being to identify effective
writing practices and strategies, we want to be sure that the practices a teacher puts into
place will be effective with their own students. For example, in my district we have used
both writing rubrics and writing proficiency scales. After using effective practices in
teaching writing, teachers will use the proficiency scales found in Appendixes D and E to
help monitor student success. When properly using a proficiency scale, students and
teachers discuss their progress on a set standard. As stated throughout the literature
review, student feedback can be a powerful tool in student learning. It has an effect size
of .75. (Fisher, Frey, & Hattie 2016) Other essential components of a feedback discussion
shall include providing formative evaluation (.90 effect size), goals (.50 effect size) and
expectations (.43 effect size).
Summary
From what I have learned about effective writing practices, I can see how adding
more explicit teaching, with modeling, and feedback may help my district. In the two
kindergarten through sixth grade elementary buildings, where I will be a district
intervention coach, there is a high need for adaptations in writing instruction so we might
better meet the needs of our students in the 21st Century. For the most part, these students
have spent many years focusing on the mechanics of writing and thinking that having
everything spelled correctly, is what makes good writing. To clarify my purpose, it is
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because of student needs that I would like to help teachers learn the effective practices in
this literature review and incorporate them in their own classroom. I will further
investigate my question; How can the teaching of effective writing practices support
struggling intermediate students?

CHAPTER THREE
Introduction
Within this chapter, it will be stated how I plan to further research the question,
How can the teaching of effective writing practices support struggling intermediate
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students? To help answer this overall question, the research based effective writing
practices found in the literature review will be implemented. A Professional Learning
Community (PLC), with the help of a district intervention coach, will assess the
effectiveness of researched practices on students. This will be done through writing
proficiency scales, student writing data, and teacher observations. Research results will
be studied with a qualitative method due to the research setting, participants, and
variables of the study.
To help confer my question, research will be done using a qualitative method. In
the book, Research Design: Qualitative, Quantitative, and Mixed Methods Approaches,
author, and research methodologist, John W. Cresswell describes the characteristics of a
qualitative study. A few of these basic characteristics are as follows: natural setting,
researcher as a key instrument, multiple sources of data, and emergent design. I chose
the qualitative method because I see how each of these characteristics will be applicable
in my own study.
Setting. As stated earlier, the setting for my research and data collection will be in its
natural setting. Effective writing practices, outlined from the literature review, will be
put into place in the natural setting of the classroom. The study will take place in a rural
community in Northeast Iowa. Three fifth grade classrooms will be used across the two
public elementarys in the district. School A has two fifth grade classrooms, with 32
students, comprised of 18 girls and 14 boys; while School B has one fifth grade
classroom with 20 students, comprised of 13 girls and seven boys. The researchers will
be both myself, as intervention coach, and the classroom teachers.
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Participants. Three classroom teachers, two in School A and one in School B, will
participate in the study. Between teachers, there is an average of six years of experience.
Classroom teachers will receive assistance from myself, as the district intervention coach.
As intervention coach, I have five years of teaching experience. Four years as a Title
One reading teacher and one year as a special education teacher. Together, we will work
to implement quality writing instruction into the Common Core 5th Grade Writing
Standards. Our instructional choices will be based off best practice research in the area
of writing. Since research will be infused with everyday learning in the fifth grade
classrooms, all 53 students will participate in whole group writing instruction. Students
will receive a letter of informed consent to have signed by a guardian (Appendix H). The
consent letter, allows students to have their writing results or results of any small group
instruction recorded and analyzed. Classroom teachers will also sign an informed
consent letter to be a part of data collection and reflection throughout the process
(Appendix I).
Research Method
To complete this study, three fifth grade teachers and an intervention coach will
work together to implement effective writing practices that are identified in the literature
review. While teaching the Common Core Fifth Grade Writing Standards, teachers will
work to implement quality writing time; teachers will effectively model the types of
writing students are expected to complete using the Self-regulated strategy
development (SRSD). The steps of activating background knowledge, discussion,
modeling, memorization, collaboration, and independent practice will be implemented.
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During the study, teachers will periodically monitor student progress through
observation and proficiency scales. If students exhibit difficulty with the standards, they
will be integrated into a small group intervention. During the process of intervention, as
was discussed in my literature review, the work of DuFour and Marzano will be
incorporated. Teachers will then gather data, determine a plan of intervention, keep
documentation, and give feedback.
As indicated in the literature review, students who exhibit difficulty in writing
typically need assistance in planning, revising, or support of mechanics. Small group
instruction will focus around student’s needs. The same process of SRSD may be used
but for a more specific skill. Student progress within the small group will be monitored
through proficiency scales. Explicit feedback will be given to students to aid in their
understanding and self-regulation of their writing. Teachers will be supported within
their PLC. As part of the qualitative study, some strategies may change based on student
need, but changes will be documented.
Tools. During the study, data will be collected in a number of ways. In both large group
and small group instruction, students and teachers will use proficiency sales to analyze
writing progress (Appendix D & Appendix E). In addition to proficiency scales,
researchers will document student progress by taking anecdotal notes on a class
document sheet (Appendix G). Lastly, scores will be recorded electronically in a
spreadsheet that teachers and intervention coach share (Appendix F & Y). After this
study, teachers and students will be asked to reflect upon their experience. Teachers will
reflect on their implementation of these practices in their classroom (Appendix AA).
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A positive affect from this study, I would like to see, would be progress made within
classroom writing practices. Students will also reflect on their attitudes and feelings
toward writing (Appendix V & Z). An additional outcome is to have students feel more
comfortable in their writing abilities. Teacher and student reflections will be made by the
researcher.
Data Analysis. Using the data collection tools, listed above, data analysis through this
study will happen among researcher and classroom teachers both within and outside of
their weekly PLC collaboration time. While analyzing the data, we will look for themes
and numerically analyze student writing scores. Discussion will revolve around whole
and small group instruction and how we see students progressing in their writing based
on our anecdotal notes and their proficiency scales. As stated earlier, documentation and
small group instruction may change based on student needs. The intervention coach will
plan to touch base weekly with each teacher.
Summary
Chapter Three described the research method, procedures, setting, and
participants for the study. The purpose of this study is to further investigate the question:
How can the teaching of effective writing practices support struggling intermediate
students? The question will be researched by teachers and intervention coach when
implementing more effective writing practices, found within the literature review, into
the classroom and within small groups of students. Data collection will be ongoing during
this process. Data collection tools were also described within this chapter. Chapter Four
will describe implementation of the study and analyze the results.

32

CHAPTER FOUR
Results
Introduction
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This study began with the need for more knowledge around effective writing
practices. Writing instruction was not a true focus for myself and other teachers in my
school district. This was shown through the lack of time spent in writing and the depth of
skills that were taught. As a teacher, I wanted to know more about how we could best
serve our students in the area of writing.
I chose to work with three fifth grade teachers, spread across two elementary
schools in the district. School A had two fifth grade classrooms with 33 students,
comprised of 19 girls and 14 boys; while school B had one fifth grade classroom with 20
students, comprised of 13 girls and seven boys. I met with the three teachers and
explained my research question: How can the teaching of effective writing practices
support struggling intermediate students? Even though our research work would be
similar to everyday learning and teaching in the classroom, we wanted all parents to
understand our work and sent home a letter of consent to be signed (Appendix H).
We were excited to start incorporating best writing practices into our classrooms.
The teachers also signed a consent form that would allow myself to share their feedback
and work throughout this capstone project (Appendix I). We arranged to communicate
and plan together on the days we co-taught. Additionally, we would meet as a group and
plan during our professional learning community (PLC) time; three times per month.

Description and Explanation of Unit One Curriculum
The purpose of this capstone and creating a writing curriculum was to bring more
knowledge on effective writing practices to the school district where I served. With the
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complexity of writing instruction, it can be difficult for a teacher to know how to best
serve students who struggle. Throughout this capstone, the teachers and I collaborated on
creating effective lessons for the fifth grade students in all three classes. When I was
available, I co-taught lessons with the teachers. When I was not available, the teacher
was responsible for teaching the lesson that we had co-planned together.
From past teaching experiences and from review of the literature on writing, there
were many things for our students to learn in writing. As a team, we wanted to focus on
something that students would use often. We wanted student’s writing to be focused on a
clear process that was supported by research and explicit modeling.
For our first unit, we incorporated effective practices into whole group
instruction. As teachers, our purpose was to increase our capacity for teaching writing
effectively and in turn help our students to increase their writing skills and attitudes
toward writing. To begin, I will highlight the research on best practices we implemented
and how we incorporated these items into the layout of our lessons. Additionally, I will
share how I, as the researcher, divided my time among the three classrooms and collected
evidence of student learning.
Effective Practices Imbedded With Common Core. In our instruction we wanted there
to be a link to reading by providing text examples. Additionally, it was important to have
modeling, discussion, and time for guided practice. From my research, I know that
teachers will have better results when classroom writing requires more metacognition and
self-regulation (Bangert-Drowns, Hurley, & Wilkinson, 2004). Appendix K shows the
framework of our first writing unit, where we taught Fifth Grade Standard W.2: write
informative/explanatory texts to examine a topic and convey ideas and information
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clearly. It was important for us to incorporate our learning of the self-regulated strategy
model (SRSD) (Johnson, Hancock, Carter, & Pool, 2012). We infused this new learning
into our curriculum by adding these key components when we taught each mini lesson
(Appendix K).
● Review of expectations
● Model
● Discussion
● Independent practice
● Time with partner
● Self-monitor
In years past, our schools had used the Common Core standards for writing, but
were often approaching the standard in various ways. This year, the elementary teachers
had received McGraw-Hill Education Reading Wonders Curriculum and embedded
within this, there were writing lessons. It was a relief for teachers to now have a guide,
rather than scouring the internet for ideas. However, even though it was wonderful for
the teachers to now have this resource, we wanted to be sure we were teaching the
standard with best practices, and not just going off a script. Therefore, throughout this
results chapter, we used pieces of the Wonders Curriculum and resources from others to
help support our instruction.
Setting Expectations. Before beginning the teaching of Standard W.2, we reflected on
logistics. Since travel time between the two elementary buildings would be
approximately 15 minutes, we determined what days we would co-teach together and
what days teachers would individually teach. At School B, the teacher had 20 students in
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her classroom and at School A, the teacher had 32 students. The reason School A had so
many students was because Teacher C would be going on maternity leave during our
research. Therefore, we adjusted the schedule so that School A would be teaching this
particular writing standard every day, rotating between the two classes of 32 students.
Meanwhile, in School B, the teacher would be teaching this particular writing standard
every other day.
Throughout our lesson layout (Appendix K) we paced ourselves as we did not
want to rush the teaching of this standard. Our Wonders Curriculum called for this
particular standard to be taught in approximately six days. However, we believed this
would not work for the majority of our students. We agreed to extend our teaching so
that both we and our students could get into a solid routine. Our students were in fifth
grade and prior to this unit, and in previous grades, specific writing standards had been
taught rather quickly. We knew we needed to change this and needed students to fully
immerse themselves in utilizing the SRSD strategy. As we know, a true writer does not
have one draft and then revise once before the final product. At each step of the writing
process there is much more that needs to take place. As a result, we wanted to be very
thorough in our teaching so in turn, our students might do the same in their own writing.
Expert Model. To begin, we wanted to set the expectations. Again, our first focus was
on Common Core Fifth Grade Standard W.2: Expository/ Informative. The standard
states to write informative/explanatory texts to examine a topic and convey ideas and
information clearly (Appendix L). A key take away from the literature review was that
students should be involved in the learning process. With this, we wanted to make sure
to set clear expectations. (Schmoker, 2011) (Graham, Harris, & Larson, 2001) To hook
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the student’s interest, we began with an expert model from the Wonders Curriculum. The
model was an essay entitled, A Musician's Mark. From my perspective the essay seemed
to intrigue students. Following the essay, we continued forward with introducing the
standard.
Specific criteria for this standard are introducing the topic clearly, developing
concrete details, linking ideas, using precise language, and providing a concluding
statement (Appendix J). The Wonders Curriculum gave an adequate progress monitoring
scale; however, we adapted it to meet our district format and explained the expectations
to students (Appendix D). During our first lesson we identified the parts of the essay
students would be writing; an introduction, a detailed body, and a conclusion. We
opened our classrooms to students’ questions then following that we introduced them to a
graphic organizer that they might use to organize their thinking (Appendix L).
Writing Topic. The topic students would be using for their own expository essay was
what they wanted to be when they grow up. We could have opened the topic more to
increase student choice; however, remembering our goal was to truly allow our students
to see and understand the writing process, we decided to stick to one topic. Finally, after
allowing students to see an expert model, know their topic, expectations, and have a way
to formulate their plan, we allowed students to begin to write their draft. I was amazed
that I did not encounter a large amount of students that could not think of something to
write. This whole process took around three to four days for the three classes. I helped
to co-teach in School B during the morning and then went to School A in the afternoon.
Our rotation took a while to get used to but we made it work because we knew we needed
to get our students writing!
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Draft Results Standard W.2. During our writing block, students used Google
Classroom to share their writing with teachers. All fifth grade teachers had currently
been using Google Classroom to monitor and score the student's’ work. It was easy for
the teachers to add me in as a co-teacher. We decided that I would be the one to score the
students although teachers were still reading through students’ writings. For the purposes
of this capstone, we thought having one person in charge of scoring would help with
reliability between scores.
I used the Fifth Grade Standard W.2 Expository/Informative Writing Proficiency
Scale (Appendix D) to monitor the student’s writing. After students’ initial draft,
revisions, and final draft, their writing was scored. Students were scored on their
introduction, body paragraphs, and conclusion. Throughout our teaching, we improved
and retaught on the structure of the body paragraphs so for each separate body paragraph
they were given three scores; draft, after instruction, and a final score. Several of the
mini lessons we taught really focused on the body of their writing work. Within each
body paragraph, their score was determined on transitions, supporting evidence, and style
(Appendix D). Since there are so many moving parts in the writing process, I created and
kept anecdotal notes on how to assist students during class work time (Appendix G). I
then passed along the completed notes to teachers as more information.
After our work on setting expectations and having students write their first drafts,
we were not surprised by the results (Appendix F). In the document, there are columns of
scores to keep track of the students initial draft score, after instruction scores, and their
final scores in the areas of introduction, body paragraph one, body paragraph two, body
paragraph three, and the conclusion. I looked at the following columns in Appendix F to
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calculate the draft scores: DS, DR1S, DR2S, DR3S, and DCS. If a student had a three in
the column, they were proficient, a two they were making progress, and a one they were
not proficient. I have collected the overall data for the three classes in the table below.
In their beginning drafts, many of the students were not proficient.
Draft Scores Standard W.2
% Proficient

% Making Progress

% Not Proficient

Introduction

0

28

72

Reason 1 Paragraph

0

17

83

Reason 2 Paragraph

0

26

74

Reason 3 Paragraph

0

25

75

Conclusion

1

68
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The results above show our student draft scores. We were determined to go deeper with
our instruction to help improve our students’ writing.
Mini Lessons
Our next step of instruction was to teach mini lessons for each of the areas;
strong openings, supporting detail paragraphs (one through three), conclusions, and
transitions with precise language. As you can see from the Lesson Framework for
Standard W.2 (Appendix K), once students had developed their drafts, we worked on
teaching mini lessons on each part of their writing to give students a chance to better
understand the expectations and rewrite what they had originally done. Additionally, the
components of our mini lessons remained the same to bring in components of the SRSD
strategy:
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●

Review of expectations

● Model
● Discussion
● Independent practice
● Time with partner
● Self-monitor
With each new skill we reviewed with students, we tried to find resources to
assist students in remembering certain aspects of writing. Throughout the next sections, I
will specifically explain what resources we used for each mini lesson.
Creating A Strong Opening. Our first lesson was on creating a strong opening. After
reviewing expectations and our expert model for strong openings, we used a resource
from Empowering Writers for our mini lesson (Appendix M). Through this resource,
students were exposed to a variety of ways to make a lead or hook for their readers. They
also reviewed instruction on topic sentences and how it is important for the writer to
“spell” out what he or she will be discussing in their writing. During our activity, each
student had a copy of Appendix M. As teachers, we explained and worked with students
to distinguish between each example of a lead:
● an amazing or unusual fact
● a question
●

a descriptive segment

●

a statistic

●

a quote

●

an anecdote
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After working on page three of Appendix M together, students individually were able to
spend time making their own lead and then creating their topic sentence.
The following shows a student example of an introduction paragraph, written
before and after our instruction:
Student R13 Beginning Before Mini Lesson
I want to be a lawyer when I grow up. I always thought it would be cool to be one
it was something I have wanted to be for a while. It would make me happy
knowing that I solved someone’s problem.
Student R13 Beginning After Mini Lesson
Do you know how many innocent people go to jail for a crime they didn’t do?
Over 100 innocent people go to jail for a crime they didn’t commit. I would like to
make sure no more innocent people go to jail for a crime they did not do. Another
one of my reasons would be the challenge I love a good challenge. I also like to
solve people’s problems that they didn’t do!
From this student example, you can see the student has chosen to use a question as a lead.
Their ideas are now more clearly written than before.
From the literature review, it is clear that better results come when students are
involved in their learning and evaluation of their learning; therefore, after each mini
lesson we taught, we had students self-monitor their growth. They each had their own
separate proficiency scale (Appendix E) and would rate themselves following their
revisions. Once we felt students were comfortable with how to make a strong opening,
we moved onto supporting details.
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Supporting Details. Our mini lessons on supporting details lasted the longest. Through
our draft results, and reading through those beginning drafts, we know students were not
familiar with how to construct a proper paragraph. Many paragraphs were only one to
two sentences long and lacked substance. We wanted students to understand what a
strong body paragraph should include. To prepare this process, we combined outside
resources from Empowering Writers with our own teacher examples, and then created
our own graphic organizer (Appendix O) to help students create their body paragraphs
individually.
When we planned our lessons for supporting details, we were in our PLC meeting
and we used Empowering Writers as a guide for ideas (Appendix R). This resource
approached the topic of creating details with answering questions for the reader. Preview
questions to answer before the reader ever tries would be:
●

What does it look like?

●

Why is it that important?

●

Can you give a specific example?

After looking over more of Appendix N, we were cautious because we were
unsure students would relate easily to their example. We decided a better example would
be a teacher working themselves through this process of answering questions and
modeling their thinking.
Teacher B took the lead in coming up with how we could model this question
process for students. She modeled for students by writing an example body paragraph
detailing one reason she wanted to become a teacher. Her example was showing how her
own teacher inspired her. Next, she went on to answer questions for her reader and in

43

turn, added more sentences. For example: Why was the teacher so nice? How did she feel
as a student? What was her classroom like? Overall, I felt Teacher B created a strong
example for students and Teacher A and I were able to incorporate this into our other
classes.
As we all modeled the process of answering questions to create more detail in our
writing, we also introduced students to a graphic organizer. I created this organizer for
students to better visualize all the components that go into making a strong paragraph
(Appendix O). We had students use this process and graphic organizer as they wrote
their three body paragraphs that detailed the three separate reasons why they wanted to
pursue a certain profession.
It was not natural for most of our students to be detailed in their writing so we
took many days for students to work on each body paragraph. In addition to tracking
their own progress, we allowed time in the day for peer reviewing. Again, I was able to
see students’ progress through Google Classroom. So many days during this process,
while students were working independently, I would pull students I could see were
struggling from my anecdotal notes. Also during this time, the classroom teacher
circulated around to other students to answer questions.
Below are sample writings from a student I worked with in small group. As you
can see, as we worked through each body paragraph, using that consistent answering
questions strategy, and graphic organizer, things got easier for the student. Their ideas
have so much more detail.
Student R18 Body Paragraph One Draft
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One reason is I like water. By that I mean I like to go fishing and boating on the
water.
Student R18 Body Paragraph One After Instruction
The First reason I want to be a DNR Officer because I enjoy to be on water. Since
second grade my family has had a cabin on the Mississippi river. When i'm at the
river I always like to go fishing. I enjoy fishing for different kinds of fish in
different places. This knowledge will help me so I know how to catch certain fish
and what bait to use.
As exemplified in this writing sample, the student made growth in their writing. They
give the reader a much better description and express their opinions more clearly by their
examples.
As I scored students’ second draft of their body paragraphs, I used the proficiency
scale. I really focused on three main areas: sequencing, evidence, and style. The
teachers and I wanted students’ writing to flow, include specific and supporting details
and be understandable (Appendix D). I gave each student a score of either three
(proficient), two (making progress), or one (not proficient) based on how they did in each
of those areas. Their progress was documented in columns labeled AIR1S, AIR2S, and
AIR3S. I have a table below that compares these columns to students’ beginning scores.

After Instruction Scores
% of Student
Scores Increased
from Draft

% of Student Scores % of Student Scores
Not Changed from
Decreased from
Draft
Draft
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Reason 1 Paragraph

68

27

5

Reason 2 Paragraph

71

29

0

Reason 3 Paragraph

63

37

0

Conclusion. After helping students construct the body of their writing, we taught a mini
lesson on making a strong conclusion. We reviewed expectations and looked over our
expert model. On many student drafts, before teaching our mini lessons, I noticed that
many students did not display in their writing that they knew the purpose of a conclusion.
As a class we discussed how simply writing “the end” on their paper was no longer
enough for a fifth grade writing.
For our instruction, we taught the students about the conclusion being the “wrap
up” of all their ideas and bringing every part of their writing together in a clear manner.
The only specific resource we used was from Banish Boring Words (Shelton, 2009). This
resource displayed lists of transition words (Appendix P). Our work led us to further
understand that students did not have, in the back of their mind, words they could
continually use for transitions. I also made a graphic organizer that I used to model what
a conclusion could include (Appendix Q). Since students had been writing for so long
about their reasons for pursuing a profession, they were able to complete their conclusion
without difficulty.
Precise Language. As a PLC team, we decided to have a mini lesson on language for
our students. We again could see that the transitional phrases were difficult and we
wanted to challenge students on the vocabulary they used. For our modeling, we again
used a resource from Empowering Writers. It was called Quick Writes (Appendix R). I
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really enjoyed teaching this lesson. Teacher A came up with the idea to break students
into groups. Each group was given the same simple, non-descriptive sentences and were
challenged to make the sentence better with adding descriptive vocabulary. After each
team was done, votes were taken to pick a winning sentence. It was a great activity to
give students practice with expanding their vocabulary. This activity was also nice
because students got to hear other descriptive work from a variety of teams.
Approximately, we did five rounds before choosing a winning group. After our activity,
we gave students time to revise all of their writing from the introduction to conclusion
and “spice up” their writing with descriptive vocabulary.
Final Steps
Revising, Editing, and Publishing. Throughout our teaching of Standard W.2, our team
felt we did an effective job of being thorough in our instruction; therefore, we spent the
least amount of time focusing on revising, editing, and publishing. This was mainly
because, with each of our lessons, we gave students time to make revisions of their work
along the way.
To help students work through this final process, we provided a checklist to help
them monitor how they thought they were progressing on their whole project
(Appendix T). To create this form we infused two different guides; Appendix D and a
revising/editing checklist from Wonders Curriculum (Appendix S). Students used this
checklist as they read through their paper and rated themselves, either a three (proficient,
two (making progress), or one (not proficient). Our hope was this extra form would give
students a visual of last minute adjustments they needed to make on their paper. After
one day of looking through their own writing, we had students partner and their partner
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also checked how they thought they were doing. After completing this process of revising
and editing, our work of approximately a month came to a close.
Final Results Standard W.2. Teachers and students were both surprised and excited by
their final results. The end results show definite progress in writing for students. In their
beginning drafts many of the students were not proficient, and by the time we were done
teaching the standard, the scores had flipped. The majority of students had moved to
either the proficient or making progress level.
Final Results Standard W.2
% Proficient

% Making Progress

% Not Proficient

Introduction

75

29

0

Reason 1 Paragraph

61

39

0

Reason 2 Paragraph

57

38

4

Reason 3 Paragraph

55

40

4

Conclusion

60

38

2

Summary of Unit One Curriculum
Overall, our group of teachers found success with this unit of writing. As
teachers, we had opened ourselves up to learn new ways of teaching one unit of writing.
I was very proud with the way we persevered with a consistent layout of lesson, which
supported the SRSD strategy:
● Review of expectations
● Model
● Discussion
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● Independent practice
● Time with partner
● Self-monitor
The only real variable we had in our instruction was how we chose to model our mini
lesson.
From our teaching experience with Standard W.2, teachers were motivated to
keep going. The team of teachers wanted to find another way to connect the concept of
reading and writing. This led us to our next unit of writing. Teacher B noted that in each
week of the Wonders Curriculum, and for each day of that week, there were Write to
Sources activities. This connection of writing and reading led us to focus on teaching our
next two standards of writing.
Description and Explanation of Unit Two Curriculum
Our next writing instruction would focus on two fifth grade writing standards:
● W.5.1: Write opinion pieces on topics or texts, supporting a point of view with
reasons and information
● W.5.9: Draw evidence from literary or informational texts to support analysis,
reflection, and research.
The reason for choosing these next two standards was because we saw from our previous
units; our students needed more exposure to academic writing. In past years, students
had become familiar with creative writing; however, going into junior high and high
school, they would need to be prepared to back up their thinking with evidence. From the
literature review Schmoker (2011) and Conley (2007) found essential writing abilities
students should have in order to be successful.
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●

Read to infer/interpret/draw conclusions.

●

Support arguments with evidence.

●

Resolve conflicting views encountered in source documents.

●

Solve complex problems with no obvious answer.

We wanted to challenge students to use literacy to express their knowledge. We wanted
to see students reading, writing, and expressing their learning in real ways.
We planned to use the Write To Sources plan within our Wonders Curriculum to
teach these standards (Appendix W).
Since this would be teachers first time using the curriculum, we decided to focus
on the first two days of the Write to Sources plan. Day one of each week would always
be writing fluency. After reading the text for that day, students would be invited to write
to a prompt from the reading. Day two of each week would always be write to the
reading. On this day, students would also be answering a question specific to the text
they had read.
During the teaching of these standards, I would still divide my time among
classrooms, with a few changes. I would plan to visit each classroom every third week for
the first and second days of instruction. I would be in the classroom while the teacher
taught and read the text for that week with her students. The rest of my afternoon time
would be spent alternating between classrooms daily to support small groups and
individuals. The framework of our lessons would remain the same to our previous whole
group instruction utilizing the SRSD strategy development model. The following were
incorporated during our lessons
● Review of expectations
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● Model
● Discussion
● Independent practice
● Time with partner
● Self-monitor
Students would still turn their writings in through Google Classroom. Even though all
teachers would be reading through their writings, I would again be in charge of scoring
students.
Resources for whole group instruction came from Wonders Curriculum. For the
reader’s reference, I have included the title of the model text used for each week and the
writing prompts students were responsible for writing (Appendix X).
Monitoring Students’ Learning. I created a different progress monitoring form for this
unit (Appendix E). While creating this, I included subsections of the standard in the left
of the table. In bold, I stated the expectation in student friendly language. My research
supported establishing an “I can” attitude with students and having clear objectives
(Graham, Harris, & Larson, 2001) (Schmoker, 2011). In addition, I attempted to connect
our previous teaching by using a three, two, one scale. Even though students may be
writing only a paragraph, they would still be introducing their idea, providing specific
evidence, concluding their ideas, and using effective transitions.
Results. While scoring student’s writing, I gave students a score one through three on
each of the five expectations. Students could score a total of 15 points on each writing
they accomplished. I entered their total points into a Google Spreadsheet. I then gave
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students a percentage score. Even with the total score, I could still identify areas of
instruction for students with their individual progress monitoring form (Appendix E).
Unit Two Intervention
Throughout Unit Two, teachers and students were engaged in a whole group
routine. Since I was not teaching every day, I had time to pull and work with both small
groups and individual students. We chose these students to have extra support based on
their progress during our first unit of teaching and their beginning progress in this second
unit.
Students in intervention received the same whole group resources as other
students plus additional time with myself as the researcher. I continued to monitor my
small group instruction based on my literature review and added additional supports for
students in intervention.
During our time together, I was able to provide students with more explicit
modeling, discussion, and guided practice before they would complete their prompt. The
outline for my lessons was based on the self-regulation strategies (Johnson, Hancock,
Carter, & Pool, 2012)
● Developing and activating background knowledge
● Discussing the strategy
●

Cognitive modeling of the strategy

●

Memorization of the strategy

●

Collaborative support of the strategy

●

Independent performance
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Results. As I entered scores in Appendix Y and got ready to analyze the results, I
organized the data in a number of ways. As seen in the top row of Appendix Y, I labeled
each day students completed a writing prompt. To identify student’s progress, I
compared all prompts to the first date students completed. I first looked at the date April
3rd or column 4-3. From this first data point, I color coded student’s progress. If the
student’s overall score improved compared to their first score, the score was coded green.
If the student’s score went down, the score was coded red. If the student’s score
remained the same, it was coded with yellow. Throughout our weeks of instruction, there
were instances where students received a perfect score. When this occurred a code of
purple was used.
As with any results, the data can be viewed from many different lenses. To
simplify, I will explain my results in two ways. First, I will look at my results by simply
asking, How many students improved? I identified that students had 11 total prompts
they completed during the teaching of Unit Two. Instead of looking only at the students’
first and last scores, I averaged their scores from the first three writings and the last three
writings. I chose to average the scores to help eliminate variables such as the type of
prompt students were asked or if students were having a good or bad day for any given
prompt. After finding the end average score, I counted how many students showed an
increase in their average and how many showed a decrease or remained the same in their
average. I have simplified my findings from Appendix U to the table below.
Whole Group Instruction Averages
Average Improved

No Change in Average

Average Decreased
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68%

17%

14%

These scores were found with using 41 student's scores. Altogether there were 53
students in the three classrooms. As seen in Appendix U & Y, three students did not
have a high number of data points. In the far left column of Appendix U, I eliminated
these data points because these three students were many times pulled from instruction
due to receiving other academic supports. With the other remaining 50 students, I took
nine more student data points away. This student data is in the far right column. These
nine students were taken out because they were students that received more
individualized writing instruction during intervention. I will summarize their results at a
later time. I did not want their averages to affect the large group of students that only
received whole group instruction.
Looking at the results, I was pleased to see many students showed improvement.
However, I was concerned 14% of averaged scores decreased. To analyze these results
more, I individually looked at the students that decreased. There were a total of seven out
of 41 students that decreased their average. The most points a student decreased in their
average was two points. I also noticed that six of the seven students began with a high
average. When a student is already advanced, it can be difficult to maintain or increase
that score. In contrast to these scores, the students that were in whole group instruction
with additional intervention time, 100% of students increased their score average. I have
simplified my findings from Appendix U to the table below.
Intervention Averages
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Average Improved

No Change in Average

Average Decreased

100%

0%

0%

A second way I chose to look at the effects of instruction was to look at percent of
growth we made. I wanted to look at this percentage to see what kind of impact
intervention time made for students that received it. To investigate this question, I added
the far right “growth” column in Appendix U. To find growth I found the difference
between the first average column and the final average column. Next, I added the
positive and negative numbers in the growth column and divided that number by 41
students (to exclude the nine students in intervention and three students that were not
consistently present during whole group instruction); I followed by completing the same
calculations for the nine students in intervention. Below is a table that displays the
growth students in whole group instruction made, versus those individuals with
intervention.
Average Percent of Growth
Whole Group Students

Students in Intervention

1.21 %

3.22%

I was pleased to see intervention had a positive impact on our students in intervention by
over two percent. One idea that must be considered while looking at the results is that
students in intervention started with lower average scores and therefore had more room
for growth.
Summary of Impact
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Student Impact. Through these data results, I was able to see the positive impact
effective writing practices can have on our student writing outcomes. I would like to
close my findings with examining testimonials from both staff and students involved. At
the end of the year, I gave students an additional prompt:
Think about this past year and the writing you have done. You got to write about
what you will be when you grow up and you have had practice with writing about
your reading. Do you feel you have improved in writing this year? Give
examples to support your answer.
Out of the 41 students 37 wrote a response that showed they improved. While, one
student responded that they improved a little, and two thought they did not improve.
Those students that shared they improved, focused on a variety of areas they felt they
grew in (Appendix V). The three most mentioned areas of improvement were creating an
opening, a closing, and details. As the researcher it was promising to see data that
supported our work with effective practices, but my true joy came from student
reflections.
Just a few months prior we started a journey to teach a few writing standards and
to answer the question, How can the teaching of effective writing practices support
struggling intermediate students? After those few months, of instruction, it was very
important for me to hear from the students what they took away and they said everything
a teacher would hope. Below are a few individual reflections.

Student Reflection R115
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Yes I feel like I have improved! ….. The second reason I feel like I have improved
is because I use to write not as descriptive or good as I write now, that is because
I didn’t feel that confident in myself at writing but now I feel super confident in
myself at writing and I feel my writing skills have improved alot since I first came
to 5th grade.
Student Reflection F15
I feel like I have improved very much on writing because now use words that I
usually do not use. I learned to write interesting stories and to use the writing
process. I liked the way we chose writing prompts because they were interesting
and fun. Like write about your dream career it was very fun. I hope next year in
sixth grade we can do that again.
Student Reflection F23
I feel like I have improved this year because I have noticed that i've been getting
way better at having a good subject to talk about and list things about it! I have
improved on that because we did graphic organizers this year before we did the
actual writing piece! I also feel like i have improved this year because my
paragraphs have been flowing more together than they did last year! Last but not
least, another thing I think I have improved on this year is also the way I try to
interest the readers into reading more of my piece of writing. As you can see, I
think that I have improved this year on my writing!
Those students that were in intervention were given an additional survey along
with the reflection on their writing progress (Appendix Z). I removed some writing
questions from the original survey when looking at the results. My reasons for removing
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the following questions were that I did not feel they were questions that really looked at
the student’s attitude to writing or what we focused on during our instruction. I removed
the following questions from my results:
● I like to write fiction more than nonfiction
● I like to write about things I care about
● I do a good job at spelling and grammar
● I like to plan my writing
I organized the remaining survey results into Appendix Z. On the far left column you
will see the question followed by a number. In the survey students were given a one
through five and they circled their response to the question. The number represented near
the question is the number I would like to have seen students respond with. In the
following top row you will see the student code and whether their ranking changed from
the beginning of intervention, to the end of intervention. If the number is boxed in, it
shows that the student showed growth in their feelings toward that particular question
around writing.
In Appendix Z, if you look at the last three columns, you will notice they are
labeled increase, no change, and decrease. The highest student fraction is bolded for each
question. From these findings, I see that the majority of students saw no change in their
attitude toward writing. The highest change was seen in the following two questions;
● I think I am a good writer.
● I add quality details to my writing to support my ideas
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I was happy to see an increase in students seeing themselves as writers. Adding quality
details to writing was a major area we focused on for each standard we taught so it was
similarly nice to see this increase.
Looking at decreases in the student survey, we found that four out of nine
students reported that they are nervous when writing. I wonder if this increase came from
students being more aware of writing expectations, due to the increase of metacognitive
activities we asked students to participate in. However, even with these survey results, I
still feel students in intervention experienced positive changes. I saw this in their writing
results and the growth they made compared to peers that were not in intervention.
Additionally, students had positive responses when reflecting on their learning in writing
this year. Below are a few reflection from those in intervention:
Student Reflection R111
Yes, I feel that I have improved this year. One reason is I understand writing
better now, but I still need more help but not as much. Another reason is of
Mrs. B. and extra help by Mrs. Shannon. She helped because she was pulling me
out of the classroom, so I could have more help with writing. The third reason is
I type more, I feel more confident with myself, and better over all….The last
reason is I think I’m so brave for being able to write about ourself, our thoughts,
our experiences so openly and honestly.
Student Reflection F111
Yes, I feel like I have improved in the past year. The reason I have is because I
have been better by taking my time making shur I have an opening and a closing.
I have used transitions word more and tried not to have any grammar or spelling
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errors. If I finished before the time I would go back over my work. Those are my
reason why I think I have improved in my wrighting.
Student Reflection F27
Yes I feel that I improved. For example by looking at my sheets in the past I could
tell i approved. That I put things in order. I used my progress monitoring sheet to
help me. I feel I improved this school year.
Teacher Impact. Teachers were also asked to reflect on our work together. Due to
teacher C being on maternity leave, she did not take part in this reflection.
In Appendix AA, you will find the teachers’ responses to the four questions:
● As a result of our work, what instructional practices are being used on a
consistent basis?
● What worked well during our collaboration?
● What were any challenges or missed opportunities during our work together?
● What are some next steps you feel you as a teacher or us as a team could take
next in the area of writing?
Overall, the responses showed favor of the work we had accomplished together.
Teacher Reflection
I continue to use the rubrics and proficiency scales that we developed during
our coaching cycle. My students have become very comfortable using them. They
have been a very good organizational tool for them to use while they are writing.
It was good to know documents we had created together were still being used. Teachers
also gave constructive feedback that I will use for future reflection and work.
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Summary
After looking through the results of our work together, I can now better support
my research question; How can the teaching of effective writing practices support
struggling intermediate students? With the implementation of effective writing practices,
intermediate students showed growth in each writing standard they were taught. When
intervention was incorporated, we found students had a higher growth rate. They had
more time to focus on memorization and reflection of expectations. The majority of
participants reported positive feelings toward our work in writing. In my final chapter, I
will take a closer look at my research procedure, our results, and share reflections on
future work that will come from this study.

CHAPTER FIVE
Conclusions
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Introduction
When I began this journey a year and a half ago, I still, after five years of
teaching, had the naïve thought, “if only I could find that one idea that could solve all my
students’ difficulties in writing.” I was eager to identify for my school district writing
interventions that could easily be incorporated into the classroom. Through my research,
I quickly learned this thought could not be a reality. What was needed in my school
district, to help students in writing, was solid whole group writing instruction. From this
new understanding, my research question evolved: How can the teaching of effective
writing practices support struggling intermediate students? Throughout this chapter, I
will share my conclusions on the answer to this question, limitations I faced as a
researcher, and what the future implications of my work will be.
Key Learnings
The answer to my guiding question was the teaching of effective writing practices
can help students better understand the writing process, strengthen students’ writing
abilities, and grow a struggling writer’s confidence. I was witness to these three
outcomes of effective writing instruction because of research I implemented from the
literature review. Key research I pursued in my study came from the self-regulated
strategy development model (SRSD) (Johnson, Hancock, Carter, & Pool), Mike
Schmoker’s ideas on making literacy authentic (2011), and John Hattie’s support of
students monitoring their learning (2013). Teachers and I infused into our lessons these
researched components:
●

Review of expectations

● Model
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● Discussion
● Independent practice
● Time with partner
● Self-monitor
With the help of our new Wonders Reading Curriculum, and our work incorporating this
lesson framework, we quickly gained knowledge on teaching specific writing skills.
Through the incorporation of these practices, student writing scores increased.
Beginning results showed the majority of our students were not proficient and by at the
end, we saw these scores rotate to more students meeting proficiency. In addition to
these increases, we identified an increase in student’s attitudes in writing. Chapter Four
highlighted positive testimonials from both students and teachers regarding writing
instruction. It was refreshing to read in the testimonials specific skills students gathered
from our teaching. Through this research, we learned if you want students to be
successful in writing, it comes down to using solid instructional practices. We were able
to see positive results from our work, but were still able to identify areas for
improvement.
Limitations
Limitations throughout this study were centered around time and communication.
As stated in Chapter One, I was entering into this research having not been a classroom
teacher. My background included small group instruction in the Title One and special
education classrooms. I was not familiar with the responsibility of monitoring 53
students’ learning. It was because of this change, I did not always give students feedback
in a timely manner. This was most apparent in our Unit One study when students were
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turning in their second drafts (Appendix F). I was glad we had incorporated into our
lessons for students to be monitoring their own progress; however, students need more
consistent teacher feedback as well. The area of consistent feedback was something
teachers and I agreed we could improve on in the future.
Teacher Reflection
As a teacher I would like to get better at conferencing with students about their
writing. I know that Mrs. Shannon met with students and did this which was
great! I would love to find a way to fit that into my daily writing time.
Going forward, I would want to see a continuation of our work but also more intentional
conferencing with students. In order for this change to occur, I would suggest a daily
rotation during work time. Possibly, while students are looking over their own work, the
teacher could give feedback to a select group of students each day. Time and
communication were also a limitation for our interventions.
We really focused on our two writing units and intervention in the second half of
our school year.
Teacher Reflection
We definitely need to start an intervention earlier in the year. We have so many
opportunities each reading cycle to practice writing so I am excited to see where
this can take our kids next year if we start this at the beginning of the year.
Starting earlier in the year could have also helped our third, fifth grade teacher to be able
to take more part in instruction.
With one teacher taking leave during the study, I feel I could have managed to
have better communication with the substitute. As you look at Appendix Y, Class F2 did
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not always have as many writing opportunities as others. This was due to inconsistent
communication of expectations with our substitute teacher. I occasionally had have time
to teach this specific class myself, but not as often as I needed to. The twenty minute
travel time between the two elementary buildings also played a part in this.
Clearly, this study was intentionally geared toward the school district that I serve.
This may be a limitation to other districts. Specifically, if other districts are not familiar
with the Wonders Curriculum or would not have an instructional coach available to assist
with implementation. However, even with these identified limitations, I hope other
districts can learn from the instructional practices that were implemented in teaching.
Implications
With the few limitations I have identified, I also see multiple positive implications
coming in the future for my district. Not only has our work proven to impact teachers
and students in fifth grade, it has the potential to impact others. As the researcher, I plan
to share my work with other teachers in our district. I would especially like to share with
our younger grades. We saw throughout our teaching that we really needed to slow our
instruction on writing concepts. Students were not as familiar with foundational skills as
we thought. If I were to do a similar approach with the SRSD strategy in younger grades,
long term this would yield better writing results. When students begin at a young age;
they then build stronger foundational skills. I can see myself continuing this type of work
in our first or second grade classrooms. The long term goal I have for this work would be
to see every grade incorporating the SRSD strategy into their teaching of writing. This
would bring consistency within the teaching of writing strategies; something we lacked in
the past.
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Similarly, I see this work continue into professional learning. As stated in
Chapter One, writing needs to become a bigger focus in our district. Next year, we plan
to enroll seven teachers into a course supported by our area education agency called
Literacy Instruction in a Workshop Setting, K8. The district will be financially
supporting five classroom teachers as they take this course throughout the year, along
with myself and another instructional coach in the district. The teachers I worked with
this past year will be involved with the course so I can see us easily continuing our work
from this past year. We, as a team, will also be able to spread more knowledge on
literacy practices to more teachers in our district. With this type of support from
administration, I hope to also see an increase in literacy altogether, supporting the
connection between reading and writing. Together we are moving in a positive direction
for our students.
Summary
In closing, as I chose to study writing instruction for my final capstone work, I
knew I was taking on a large project. To this end, the work has been worth it. Not only
was I challenged on the importance of whole group writing instruction, but also were the
teachers I worked with. We stuck to a solid lesson framework that included researched
based components. With these simple steps of instruction, we found success in student
writing.
Along with learning how we could improve our instruction, we also learned how
we could improve student monitoring and feedback. We will strive to improve in the
future with using our time intentionally. From this work, I want to continue to strengthen
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staff members knowledge on resources we have available and instructional strategies we
know help improve student writing.
Finally, but most importantly, we will continue to strive for what is best for
students. The learning cannot stop now that the study is complete. My district and I
must continue to have educational discussions around our practice. Writing is a beautiful
thing and an important piece to our students’ future. Their success relies on how well
they can communicate and express their ideas in writing (Schmoker, 2011). This is
enough of an incentive to continue our work on incorporating effective writing
instruction.
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Features of Exemplary Writing Instruction

1

1

Fisher, Frey, & Hattie (2016)
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Appendix B
Effect Sizes
Page 1

2

2

Hattie (2012)
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Appendix B
Effect Sizes
Page 2

3

3

Hattie (2012)
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Appendix C
Multi-tiered System of Support (MTSS) Pyramid

4

4

DuFour & Marzano (2011)
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Appendix D
Fifth Grade Standards W.2 Expository/Informative Writing Proficiency Scale
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Appendix D
Fifth Grade Standards W.2 Expository/Informative Writing Proficiency Scale

5

5

Adapted From McGraw-Hill Education Reading Wonders Curriculum
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Appendix E
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