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ABSTRACT
HOWARD DU BOSE, JR.: Pilot Study: Teaching Writing Strategies to Students With

Learning Disabilities
(Under the Direction of M. R. Coleman)

This study is predicated on the need for a strategy to better teach writing to high
school students with learning disabilities. Most schools of education do a good job of
showing new teachers how to teach writing to non-disabled students, but sometimes do not
teach specific strategies for teaching writing to students with learning disabilities.

This paper first examines several different strategies designed to teach writing to
students with learning disabilities, then picks a strategy developed by researchers at the
University of Kansas and examines how well this strategy works with learning disabled
students in a real world public high school resource class. Specifically, this researcher

attempts to replicate the original research findings.

i



To my wife Susan Hester, for putting up with this effort for so long,
and to all my students who have studied, worked on, and learned

this writing strategy in the last three years.

i1



ACKNOWLEDGMENT

Patrick B. Inman edited this thesis.

v



TABLE OF CONTENTS

LSt OF TaBIES. ...ttt e e e vii
LISt OF FIGUIES oottt e e e e e e e e e e e ar e e e e e e e e e e nnnnnneeees viii
Chapter 1. INtroAUCTION ......cceeiiiiiiiiiee et e e e e e et e e e e e e e e e neaaaaaeeaeeeas 1
Chapter 2. Literature REVIEW .........ciiiiiiiiiiiiiiiiiie ettt e e e e e e aaaeeeeaa e 6
SUCCESSTUL WITHING....eeeiiieeeeeeiiieeee et e e e e e e e et e e e e e e e e ssaraaaeeaeeens 8
Problems with Writing for Students with Learning Disabilities............ccccccvvveereeeennnn. 8
Studies of Approaches t0 WITtING .......cccvvviiiiiieeeeeeeciieeeeee e e e e e 10
Study 1: Self-Directed Organizational Strategy ..........ccccvveeeeeiiiiiiiiiiiireee e, 11
Strategy Used by Barry and MOOT€...........ccuvviiiiiieeiieiiiiiieeee et 11
Students in Barry and Moore Study..........ccccuviiiiiieiieiiiiiiiiieeee e 12
Findings of Barry and Moore Study. ..........ccooevviiiiiiiiiiiiiiieeee e, 12

Study 2: The Writing Process Wheel............ccccoviiiiiiiiiiiiiiiieeeeeeeee e 12
Strategy Used by Scott and Vitale. ..........cocouvviiiiiiiiiiiieee e 13
Students in Scott and Vitale Study.........coooeciiiiiiiiieiiiiee e 13
Findings of Scott and Vitale Study. .........cccccevviiiiiiiiiiiiiie e, 14

Study 3: The WIIte Way....ccceeiiiiiiiiie et e e e e e e 14
Strategy Used by Marchisan and AIDer..............ccooveviiiiiiiiiiiieieeeeeciiieee e 14
Students in Marchisan and Alber Study..........ccccceeeviiiiiiiiiii e 15
Findings of Marchisan and Alber Study...........ccccovviiiiiieiiiiiiiieee e, 16

Study 4: Cognitive Strate@y in WIItINgG.........ceeereeeeiiiiiiiiiiiieeeeeeeciiiieeee e e e e e 16
Strategy Used in Hallenbeck Study. .........ccccvviiiiiiiiiiiiieeeeeee e, 16
Students in Hallenbeck Study...........ccooiviiiiiiiiiiiiiiieeeeee e 17
Findings in Hallenbeck Study..........cccvvviiiiiiiiiie e 17

The Final Approach Reviewed: The Paragraph Writing Strategy.............ccccoeuunneee. 18

The Strategy of Schmidt, Deshler, Schumaker, and Alley............ccceeevvvvvineenn.nn. 18
Students in Schmidt, Deshler, Schumaker, and Alley Study. ..........ccccvvveieeennnnnn. 19
Results of Schmidt, Deshler, Schumaker, and Alley Study. ...........ccceevvvineee..n. 19



Later Study: Schumaker and Deshler..............cccccvviiiiiiiiiiiiiieeeeeee, 19

Methods of Schumaker and Deshler Study. .........cccceeeeeiiiiiiciiieeee, 19
Findings of Schumaker and Deshler Study. .........ccccccvveeiiiiiiiiiiiieee e, 20
Explanation of University of Kansas Strate€gies. ........ccccceeevvuvvvrriiieeeeiiiiiiieeeennn. 20
University of Kansas: Stages of Strategy Instruction. ..........cccccceeveeeeieiiniieeennnnn. 21

The Present StUAY ........vvviiiiiiiieiiee et e e e e e e e e e e e eeereaes 22
Chapter 3. MEthod .......cooiiiiiieee et e e e e e e seaarareeeeeees 24
ACHION RESEATCH. ....ceiiiiiiiiiiiiiii e e 24
The Classes Involved in This Study ........cooooiviiiiiiiiiiiiee e, 25
Participants in this Study by Ethnicity, Gender, and Socio-Economics....................... 26
Disability IdentifiCation ............cooiiiiiiiiiiiiie e e e e e e e e e e 27
Teacher Conducting StUAY ......ccceuiiiiiiiee e e e e e e e 29
Instructional Procedures in Stud..........coeieiiiiiiiiiiieeeeeciieee e 29
Performance Measurement of Study Results..........cccceeeiiiiiiiiiiiiieieee e, 31
Chapter 4. RESUILS. .....uiiiiieiiiiiieee et e e e e e et e e e e e e e e e senabaaaeeaeeees 33
Individual Participant ReSUlts ............coooiiiiiiiiiiiiiiic e 36
Student NUMDET ONe......c.uuiiiiiiiiiiieiiee et 36
Student NUmDber TWO ..c.oouuiiiiiiiie e 38
Student Number TRIee .........oooviiiiiiii e 40
Student Number FOUT..........iiiiiii e 42
Student NUmber FIVE ....oo.uuiiiiiiii e 44
Student NUMDET S1X ....oiiiiiiiiiiiiiiiee e 46
Student NUmMDbEer SEVEN........coiiiiiiiiiiiiiiie e 48
Student Number Eight..........ccuuviiiiiiiiiiiee e 50
Student Number NINE..........eiiiiiiiiiieie e 52
Student Number Ten ......oc.uuiiiiiiiiii e 54
Chapter 5. DISCUSSION ...eeeeeeiiiiiiiiiiiieeeeeeesiiittteeeeeeeeeseiaaraeeeeaeeeesssssrssreeeaeeeesssnsnsssaeeeaeeens 56
Appendix A. Sample WOrkSheets..........ccovviviiiiiiiiiiiiee e 61
RETEICIICES ..t ettt e et e e e e 73

Vi



List of Tables

Table 1. Students Participating in the Study

Table 2. Pattern of Achievement for Participants ............ccccceeeeeeeiciiiiiieeeee e,

vil



List of Figures

Figure 1. Percentage Scores on the Pre-test and the Post-test ...........cccceeveeeeviiiiiiinennnnn. 34
Figure 2. Writing samples for Student #1, AUrora...........cccccceeeeeieicciiiiieeee e 37
Figure 3. Writing samples for Student #2, QUAatro ...........cceeeveeeeeiiiciiiiiiieeee e, 39
Figure 4. Writing samples for Student #3, Marty.........ccccccvviieeeiiiiiciiiiieeee e, 41
Figure 5. Writing samples for Student #4, Brad ...........cccccovveiiiiiiiiiiiiiieeeeeeeeee, 43
Figure 6. Writing samples for Student #5, April.........cccciiiiiiiiiiiiiiiee e, 45
Figure 7. Writing samples for Student #6, Dan............cccccvvevieeiiiiiciiiiiieeee e, 47
Figure 8. Writing samples for Student #7, JOS€ .......coooviiiiiiiiieiieeiieee e, 49
Figure 9. Writing samples for Student #8, EIMO..........cccccvviiiiiiiiiiiiiieeeeeeeeeee, 51
Figure 10. Writing samples for Student #9, ROY........cccccviiiiiiiiiiiiiiieee e, 53
Figure 11. Writing samples for Student #10, Rashid ............cccccoviiiiiiiiiiiieiieeee, 55

viii



Chapter 1.
Introduction

Most students with learning disabilities are being taught in the regular education
classroom for much of their school day (Boudah & Weiss, 2002; Hallenbeck, 2002). This is
part of the growing trend of mainstreaming students with disabilities, both to better their
education by interaction with their non-disabled peers (as legislated in the Education for All
Handicapped Children Act of 1975 and its successor statute, the Individuals with Disabilities
Education Act of 1990, reauthorized in 1997 and 2004) and at the same time save money,
and in part because of the U.S. Government mandates of No Child Left Behind (Cutbirth &
Benge, 1997; Mcleskey, Henry, & Hodges, 1999). Historically not enough attention has been
given on an undergraduate level to developing and teaching special instructional strategies to
better teach students with learning disabilities and instructing teachers how to use these
techniques (Coleman, 2000; Dice, Dieterich, Gammon, Schultze, & Starr, 1996; Paul,
Epanchin, Rosselli, & Duchnowski, 1996). Indeed the greatest number of students in public
schools do not have learning disabilities, and therefore may not need special instructional
techniques. Many teachers, even teachers of students with learning disabilities, have little
time or opportunity to go back to graduate school to learn these special techniques, once they
start teaching.

This can make a teacher feel frustrated. Many regular education and some special
education teachers feel unprepared and overwhelmed when they face students with

disabilities in their classrooms (Larrivee, & Cook, 1979; Wilczenski, 1992; Coleman, 2000).



In a survey by the U.S. Department of Education (1999), only 20 percent of teachers felt they
were well enough prepared to meet the needs of students with disabilities. Many teachers
have therefore struggled and to this day continue to struggle to make regular education
techniques work with special education students. Teacher burnout can be the result of this
struggle, especially when all this work shows few positive results (Sagor, 2000, p. 10).

Learning disabilities show up in many ways: memory, metacognition, social and
behavioral characteristics, as well as reading, math, and written language (Boudah & Weiss,
2002). The identification and greatest emphasis in remediation, resource or inclusion, in
public schools have usually been in the areas of mathematics, reading, and writing. As far
back as the post-WWII golden years of homogeneous schools, and in the non-MTV, non-
computer age, reading problems were rightly identified as major stumbling blocks for
students with learning disabilities, indeed all students, and reading remediation programs
were developed, even for these students without learning disabilities (Flesch, 1955).
Research has shown that students with learning disabilities learn better when instruction is
direct, explicit, and contains strategies that work in a step-by-step fashion. It is also important
that feedback is provided during the learning process (Boudah & Weiss, 2002; Swanson &
Hoskyn, 1998).

I was exposed to special reading programs before initial certification and licensure,
but not to any special writing strategy programs. While teaching high school students with
learning disabilities, I saw that teaching reading was good, but that assuming reading
instruction would improve writing ability, was not working. I felt that since writing is such a

critical skill for students a specialized writing program or strategy was needed to enable these



students with disabilities to learn how to write, to help ensure their high school success, and
eventual graduation.

Driven my desire for student success, I searched for such a writing program, and my
research revealed a number of programs that could possibly be effective. The question then
was: which one of these strategies seems easy enough for the students to learn and use, as
well as lending itself to direct and effective instruction in a Special Education resource
setting?

In my search, I reviewed the following strategies. They will be elaborated upon in the
literature review section of this paper.

One of the strategies reviewed was the Self-Directed Organizational Strategy of L. M.
Barry and W. E. Moore, IV. This is a whole language writing strategy taught over a twelve-
week period, that covers the entire writing process from planning to product. It involves a
five-finger reminding device for use with the five parts of the process. In their research Barry
and Moore taught this to middle school students with learning disabilities, and were able to
bring their subjects up to the test mean for that state (Barry & Moore, 2004).

Another strategy reviewed, that of B. J. Scott and M. R. Vitale, uses the Writing
Wheel device as a writing aid. This strategy is another whole language process starting with
prewriting planning. Generalization is not part of this strategy. Scott and Vitale also focused
on middle school students and offered anecdotal evidence of success from one student (Scott
& Vitale, 2003).

M. L. Marchisan and S. R. Alber offered a four-part whole language writing process

that used mnemonics and lists as memory aids. Their strategy was reminiscent of Scott and



Vitale. Marchisan and Alber also offered only one middle school student as proof of success.
No mention was made of generalization (Marchisan & Alber, 2001).

M. J. Hallenbeck published another five-step holistic strategy involving the whole
writing process, that was heavy on planning and organizing. He did involve high school as
well as middle school students as subjects in his study. His results indicated that all his
subjects showed improvement in their writing over one school year. Generalization was
again not part of the process (Hallenbeck, 1996).

The final strategy that I reviewed was developed by the University of Kansas, and
was supported by two research studies (Schmidt, Deshler, Schumaker, & Alley, 1989;
Schumaker & Deshler, 2003). This strategy was focused on the actual technical process of
writing, rather than the whole writing process of idea, planning, and organizing. The
University of Kansas had separate strategies for sentence writing, paragraph writing, theme
writing, and editing. These strategies use generalization as the last part of each of these
strategies.

With a narrow focus on how to write the three parts of a paragraph, and different
types of paragraph, Schmidt, Schumaker, and their co-authors presented a process that was
more concrete, easier to learn, and easier to teach than many of the others. The generalization
part was also unique to this strategy. Results of the paragraph writing strategy showed that it
worked well with high school students, which were the target group of this study.

As a result of the reviews of all these strategies, I chose the Paragraph Writing
Strategy developed by the University of Kansas team for use in my study skills resource
classes. This was a learning process for students and teacher. Even though instruction was

sometimes imperfect, the results showed improvement in writing by most of the students



participating in the instruction. This paper is the result of this search for a good writing
strategy, as well as one teacher’s attempts to learn how to teach it in the classroom.

At this point the question became: Does the University Of Kansas Paragraph Writing
Strategy produce positive gains on paragraph writing scores for high school students with
learning and other health impaired disabilities in a real-world, multi-ethnic public high

school resource room setting?



Chapter 2.
Literature Review

Teachers of students with learning and other disabilities recognize and struggle with
the fact that their students have a very high incidence of writing difficulties (Boudah &
Weiss, 2002; Schumaker & Deshler, 2003). This is arguably at least as prevalent as the
incidence of reading problems. Reading and writing difficulties seem to be linked or at least
occur in some of the same disabled students (Bardine, 1997; Boudah & Weiss, 2002).

Many teachers and researchers see that students with learning disabilities have:

a) difficulty learning information,

b) difficulty processing and remembering information, and

c¢) difficulty expressing and writing about the information that they have learned
(Bardine, 1997; Boudah & Weiss, 2002).

Even though students with learning disabilities may have average or above average
intelligence, they may have difficulty learning both the information they will need to write
about, and the skills needed to write (Bardine, 1997).

Studies conducted in 1998 indicated that a sizeable minority of students, with and
without learning disabilities, have very poor writing skills (Baker, Gersten, & Graham,
2003). The results of a student’s learning are often assessed by how well he or she can
generalize the learned information to other tasks and situations, and this assessment is

usually, but not always, a test or some sort of written product. So it is problematic if a student



has obtained the knowledge that is expected by educators, but is unable to express his
knowledge in written form.

Standardized writing tests are also challenging for students with learning disabilities.
In North Carolina, for example, 10th-grade students are expected to pass a writing
assessment in order to graduate and receive a diploma. Students with learning disabilities
have serious problems with writing assessments such as this (Barry & Moore, 2004). In
addition, the Scholastic Aptitude Test (SAT), which is used by many colleges in the
admissions process, now has a writing portion that is worth one-third of the possible total of
points.

Writing has become increasingly important to a high school student’s educational
success, and for graduation and college entrance. Younger students with learning disabilities
may become so frustrated that they see no pathway to college, and may even be discouraged
enough to wonder about finishing high school (Coleman, 1994). Further more, teaching good
writing skills is even more important for students with learning disabilities, who traditionally
have more trouble graduating and getting into college (Barry & Moore, 2004). Being
accepted to college becomes even more difficult for students with learning disabilities, if they
have difficulties writing a coherent essay during the application process.

Even for the non-college-bound student with learning disabilities, a lack of effective
writing skills can adversely affect job and promotion prospects, since written communication
can be deemed essential for success in the workplace (Baker, Gersten, & Graham, 2003). In
addition to this, lifetime earnings for students with writing problems, with or without a high
school diploma, may be lower than for other workers, due to their inability to obtain higher

paying jobs, and to the loss of opportunities once in the workplace (Barry & Moore, 2004).



Successful Writing

So what, exactly, does successful writing encompass? Most English teachers
understand that good writing is a multi-part process. Firstly, the student must have the
knowledge and information about which to write or must know how and where to go get this
information and how to retain it. Secondly, the student must be able to organize the
information. Thirdly, the student must be able to communicate the knowledge and
information to a reader in written form.

When addressing these elements of writing, research and literature on the writing
problems of secondary and high school students with learning disabilities suggest that writing
strategies generally divide into three areas:

a) the process of prewriting and organization, (Marchisan & Alber, 2001, Scott
& Vitale, 2003)

b) the mechanics of the writing process itself, (Schmidt, Deshler, Schumaker, &
Alley, 1989; Schumaker & Deshler, 2003) and

¢) a holistic combination of the two (Bardine, 1997; Hallenbeck, 1995).

Problems with Writing for Students with Learning Disabilities
Students with learning disabilities have a multitude of problems with the writing
process. These problems start at the beginning, with ideas. These students often have trouble
generating ideas (Marchisan & Alber, 2001), and in some cases even understanding that the
writing task requires more than “yes” or “no” answers (Bardine, 1997).
These students also have problems with prewriting tasks. Many times high school
teachers regularly observe that non-disabled students just sit down and start writing without

doing any thinking. Many students with learning disabilities also do this and indeed do no,



little, or at best poor planning (Baker, Gersten, & Graham, 2003; Barry & Moore, 2004;
Schumaker & Deschler, 2003; Scott & Vitale, 2003). Basic writing organization tools, in the
form of written or pictorial outlines or organizers, are seldom used, and organization of any
kind may be totally lacking with these disabled students (Baker, Gersten, & Graham, 2003;
Bardine, 1997; Barry & Moore, 2004; Boudah & Weiss, 2002; Marchisan & Alber, 2001).
Understanding what audience they are writing for is another prewriting problem that these
students have (Baker, Gersten, & Graham, 2003).

Once the actual writing has started, students with learning disabilities often have
trouble with sentence structure, and in writing complete and complicated sentences (Boudah
& Weiss, 2002; Schumaker & Deshler, 2003) Some students have similar problems
producing coherent writing (Marchisan & Alber, 2001) and in paragraphing (Bardine, 1997).

Students with learning disabilities often have trouble producing enough volume of
writing (Boudah & Weiss, 2002), and in general produce shorter essays and written work
than their non-disabled peers (Bardine, 1997; Barry & Moore, 2004). They also struggle with
elaboration, or being able to fully expound upon ideas, reasons, or explanations (Bardine,
1997).

Student writers with learning disabilities have special trouble with writing mechanics:
spelling, punctuation, and capitalization (Bardine, 1997; Boudah & Weiss, 2002; Marchisan
& Alber, 2001; Schumaker & Deshler, 2003; Scott & Vitale. 2003). Correcting these
mistakes can be a problem as well (Schumaker & Deshler, 2003). Vocabulary and word

choice is a problem for some writers (Boudah & Weiss, 2002).



The final difficulty that writers with learning disabilities can have is with revision.
For many of these students, the first draft is the only draft. They cannot seem to make their

written work better by re-working it (Schumaker & Deschler, 2003; Scott & Vitale, 2003).

Studies of Approaches to Writing

Much of the research focuses on special education students with learning disabilities,
on systematic approaches, systems, or strategies for learning and on teaching techniques for
writing sentences and paragraphs. To be useful for students with learning disabilities, writing
strategies need to include direct instruction with tasks organized in a step-by-step approach.
Modeling, practice, and feedback are an essential part of this process (Boudah & Weiss,
2002). Explicit instruction—which seems much like direct instruction—and feedback are
mentioned as extremely important in one study (Baker, Gersten, & Graham, 2003).

In an effort to explore different avenues for teaching students with learning
disabilities to write better, I examined the following papers and studies in this review of the
literature: Barry and Moore (2004); Scott and Vitale (2003); Marchisan and Alber (2001);
Hallenbeck (1995); Schmidt, Schumaker, Deshler, and Alley (1989) and Schumaker and
Deshler (2003). These six studies will be summarized below. These studies address
prewriting, writing techniques and combinations, also described as 1. organization and
content, 2. mechanics and writing process, 3. organization, content, and mechanics. More
simply stated: The reviewed literature addressed what to write, how to write, and what and
how to write.

Several studies (Baker, Gersten, & Graham, 2003; Bardine, 1997; Barry & Moore,
2004; Scott & Vitale, 2003) have shown the following writing problems for students with

learning disabilities:

10



1. their essays were generally shorter and of poorer quality,
2. they were less likely to adequately plan and organize their essays, and

3. they were more likely to include irrelevant and extraneous material.

Study 1: Self-Directed Organizational Strategy

Looking at standardized writing exams, Barry and Moore in their paper, “Students
with Specific Learning Disabilities Can Pass State Competency Exams: Systematic Strategy
Instruction Makes a Difference” (2004), examined how students with learning disabilities
were able to pass State writing assessments now required in many states by No Child Left
Behind. In this paper, the authors discussed some of the specific problems students with
learning disabilities have with these assessments, and offered their own systematic writing
strategy.

Strategy Used by Barry and Moore. Barry and Moore‘s strategy, the Self-Directed
Organizational Strategy, involves the student writer using the thumb and four fingers of one
hand as a memory prompt. Each of the digits represents a specific sentence of a paragraph, or
a paragraph of an essay.

The thumb stands for the topic of the paragraph or essay, and reminds the student to
think about the topic and write down three things that support or illustrate the topic. These
can also be reasons or arguments.

The index finger, middle finger, and ring finger each stand for one of the reasons or
arguments. Each is a reminder to only write about that idea in that section of the piece. In a
paragraph, these would be three detail sentences.

The little finger or pinkie, stands for the conclusion sentence in a paragraph or the

conclusion paragraph in an essay. Students are reminded of four things by this finger. They
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are: 1. State the conclusion. 2. Restate the topic. 3. Summarize the three reasons, arguments,
or ideas. And 4. Relate these to the topic.

Barry and Moore’s instructional methods over 12 weeks include:

1. explanation, 2. modeling, 3. practice, 4. feedback, and 5. peer review

Students in Barry and Moore Study. Barry and Moore used a group of 20 students
with learning disabilities, 15 boys and 5 girls, with a mean age of 13.5 years all of whom
were in the eighth grade. The female to male student ratio in the target group was 25% to
75%. 90% of these students were Caucasian, and 10% were African-American. They were
compared with a group of 207 regular education students, who had an average age of 13.3
years, and a similar 90%—10% racial mix. The ratio of females to males in the control group
was 45% to 55%.

Findings of Barry and Moore Study. The pre-test to post-test scores of the instructed
group went up from a mean of 2.7 to a mean of 3.4. With the pre-test only 2 of 20 students
passed, while with the post-test, 16 of 20 passed. When compared to the mean of the regular
education students at that school in scores on the state competency exam, the instructed
group had a mean of 3.9, and the regular students had a mean of 4.1. The state mean on the

test was 3.9.

Study 2: The Writing Process Wheel
Another holistic, whole language, writing process or strategy was outlined by Scott
and Vitale in “Teaching the Writing Process to Students with LD (2003). Here the authors
promoted a five-step process of writing:
a) planning/prewriting,

b) drafting

12



c) revising
d) editing, and
e) publishing.

For Scott and Vitale, planning/prewriting involved stimulating ideas, collecting
information, and organizing ideas and information before writing. Drafting meant to develop
the ideas and information into meaningful words, sentences, and paragraphs. Revising
involved being able to add, delete and move text around in a draft. Editing covered all the
mechanicals, grammar and spelling. Publishing was where their students shared their written
products with their peers.

Strategy Used by Scott and Vitale. Instead of mnemonics or the fingers of a student
hand, Scott and Vitale’s strategy uses the writing wheel, which has their five strategy writing
steps printed on it in pie-shaped sections. A circular cover with a wedge cut out is provided.
This cover reveals only one step at a time through this cut. Using the wheel, student writers
can simplify the writing task by only focusing on one step at a time, in order, instead of
skipping around. The steps printed on the wheel cover the complete writing process as Scott
and Vitale see it.

Students in Scott and Vitale Study. Scott and Vitale gave an anecdotal case study of
one student, a seventh grader with learning disabilities. Before use of the strategy, this
student avoided working on writing, was disorganized, and often off task in his regular
education classroom. He thought of writing as miscellaneous parts and pieces, and not as a
whole process. The authors felt the writing wheel would help teachers become better writing

teachers as well.
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Findings of Scott and Vitale Study. Scott and Vitale gave as an example of their
findings this seventh grade student who avoided writing whenever possible but after
introduction to the writing wheel, during a 10-day period, learned to think of writing as a
whole process, not just as miscellaneous parts. The student’s task completions were
consistently high, and he received a grade of B on this particular essay. The student stated,
“It worked because it has all the details on it—what you have to do. All I have to do is look
at my wheel.”

The authors feel the writing wheel would help teachers become better writing
teachers as well. It gives something for each student writer to look at and be reminded of the

writing steps.

Study 3: The Write Way
An article by Marchisan and Alber, “The Write Way: Tips for Teaching the Writing
Process to Resistant Writers” (2001), described an almost identical process to Scott and
Vitale, albeit a four-part one, and used several checklists for revising and editing. Their
process involves the following steps:
a) prewriting,
b) writing,
¢) revising, and
d) publishing.
Strategy Used by Marchisan and Alber. Marchisan and Alber proposed more of a
process and less of a strategy for improving writing. They call it tips for teaching the writing

process. They break writing down into the four stages listed above.
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First is the prewriting stage, where the student writer answers five questions. The are:
1. Why am I writing? 2. What am I writing about? 3. What am I going to be saying? 4. How
am [ going to say it? And 5. For whom am I writing this?

In stage two, the actual writing stage, the student writer works on the first draft, based
on the answers to these five questions. Here content is more important than mechanics. The
emphasis is on getting information on paper. Modeling and co-writing with the teacher are
useful tools here.

State three is the revision stage. This is where the rough draft produced in stage two is
hammered into shape. The authors provide Editing and Revision Checklists for use in the
classroom. Peer editing, self editing, even computer editing are encouraged here.

The final stage is publishing. This is where the final product is displayed in some way
for other students and teachers to enjoy, and to help give the student writer a sense of pride in
his or her accomplishment.

Students in Marchisan and Alber Study. Marchisan and Alber also presented just one
student, a seventh grader with learning disabilities and a history of academic failure. They
called him a resistant writer who felt he had much to say, but did not have the ability to say
it, and as such was a disruptive influence in the class room. Using this technique, teachers
were able to help this student become a communicator and a contributing member of the
classroom.

Neither Scott and Vitale nor Marchisan and Alber described generalization of the
student’s performance. The process itself and the written output of the process seemed to be
their main focus. The publishing part of these processes seemed to be aimed at student self-

esteem and pride, which can certainly help make a student less reticent to write. These two
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processes both seemed to be aimed at directly helping students with learning disabilities
produce a good written product during the instructional process.

Findings of Marchisan and Alber Study. Marchisan and Alber also used a single
student case study to illustrate their findings. This student was a 10th grader with a history of
academic failure, as well as behavior problems, and learned helplessness. This student did
have interests and ideas, but was unable to express them in writing, and felt that no one
cared.

At the end of his writing experience with Marchisan and Alber’s process, the student
had evolved socially and academically, calmed down a significant amount, developed a sense
of humor, and even found a girlfriend. Marchisan and Alber attribute this transformation to
the confidence and feeling of self-worth gained through his newly learned ability to express

himself in writing.

Study 4. Cognitive Strategy in Writing

One other paper, Hallenbeck’s “Cognitive Strategy in Writing: Welcome Relief for
Adolescents with Learning Disabilities” (1996), actually offered a cognitive strategy as a
“Holistic enterprise, involving the process of planning, organizing, writing, editing and
revising.” This was another five-step approach. Hallenbeck’s article involved 7th- through
12th-grade students, and focused on only two types of written products: 1. knowledge of a
topic, and 2. explaining a process.

Strategy Used in Hallenbeck Study. Hallenbeck calls this the Cognitive Strategy in
Writing. This strategy was first developed by C. S. Englert (1990) for students in the upper

elementary grades.
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The strategy uses the acronym or mnemonic POWER to stand for the five parts of the
strategy: plan, organize, write, edit, and revise. It uses “think sheets” for each step. Since this
is a cognitive strategy, these sheets force the student writer to think and remind him or her
what to think about. Each sheet employs self questions or self-instructions designed to
promote the student’s development of that particular writing skill. The student answers the
questions on the sheet, then uses the answers during the actual writing process.

Each of the five parts of the strategy has a think sheet, and the editing part has two.

Students in Hallenbeck Study. Hallenbeck’s subjects were 7 white students in grades
seven through twelve from a rural Midwestern secondary school. Four were male and 3 were
female. All 7 met state and local criteria for learning disabilities placement, and were in a
resource room for remediation, and assistance in regular education subjects. The 7 students
averaged 4 years below grade level in written language. As measured by pre-test and post-
test scores, all students showed significant improvement in all measures of their writing
ability over the school year.

Findings in Hallenbeck Study. Hallenbeck’s results showed that students with
learning disabilities can be taught and will learn to write paragraphs of these types. In his
paper, Hallenbeck mentions his belief that the Kansas strategies focus too much on the
writing strategies and techniques themselves, and not enough on prewriting and organization,
thus losing the holistic idea of a well-rounded strategy that teaches multiple aspects of
writing. In their defense, the University of Kansas Researchers have devised multiple
separate strategies that perhaps cover in much more detail than Hallenbeck does, much of

what he wrote about. These specific, different, strategies are taught individually, instead of
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being lumped into a larger, more generalized, and less easily taught and learned, writing

strategy as Hallenbeck recommended.

The Final Approach Reviewed: The Paragraph Writing Strategy

Researchers from the University of Kansas—Schmidt, Deshler, Schumaker, and
Alley in “Effects of Generalization Instruction on the Written Language Performance of
Adolescents with Learning Disabilities in the Mainstream Classroom” (1989) and Schumaker
and Deshler in “Can Students with LD Become Competent Writers?”” (2003)—have focused
very strongly on strategies to produce written forms: Sentences, Paragraphs, and Themes.
This can be seen as a necessary first step in the holistic, or whole language, writing process,
where the student needs to master the medium (writing) before being able to use it
adequately to express ideas, knowledge, opinions, or even produce fiction. These two studies
zeroed in on only one of these parts: the actual writing process, in order to make instruction
and learning simpler.

The Strategy of Schmidt, Deshler, Schumaker, and Alley. The 1989 paper was based
on a study using the University of Kansas Paragraph Writing Strategy. This is one of their
strategies which uses this same programmed method of teaching the various parts of writing.
The other three University of Kansas strategies studied were:

a) Sentence Writing Strategy,
b) Error-Monitoring Strategy, and
¢) Theme Writing Strategy

These three use almost identical teaching methods.
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Students in Schmidt, Deshler, Schumaker, and Alley Study. In this study 7 white high
school students (6 male and one female) with learning disabilities were used as subjects. All
were mainstreamed, but were in resource room classes 1 or 2 periods a day.

Results of Schmidt, Deshler, Schumaker, and Alley Study. The results of the 1989
study showed that students with learning disabilities can use the Paragraph Writing Strategy
to write better paragraphs and that it is possible to generalize the strategy to their regular
classroom work.

Later Study: Schumaker and Deshler. In a later study, Schumaker and Deshler (2003)
wrote about the extreme dichotomy of on one hand the “explicit approach” and on the other
hand “an implicit, constructivist approach,” and come out in favor of a combination
approach. This approach started with a very explicit (supportive) teaching method in the
beginning, and moved to a more implicit, independent student approach as the students
learned and understood more of the writing (learning) strategies.

Methods of Schumaker and Deshler Study. The University of Kansas researchers
support this with data from 14 different studies they have conducted on similar groups of
students, using the full range of their Learning Strategies program. Not all of them have
involved teaching writing, but all have involved a similar strategy for instruction. To them,
the explicit approach usually applied to resource room (or separate) instruction, and the
implicit approach applied better in the regular classroom. The resource room, with a smaller
number of students, and a resource teacher, allowed for more individual student feedback
than is possible in the larger student body of a regular classroom. By starting in the resource
room, and later moving into the regular classroom, instructors facilitate better generalization,

which was one their primary goals.
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Findings of Schumaker and Deshler Study. Schumaker and Deshler (2003) found that
their results indicated that middle school and high school students taught these writing
strategies were able to significantly improve in two important aspects of writing:

a) the percentage of complete sentences, and

b) the percentage of complicated sentences (as opposed to simple sentences).
Other aspects also improved but these two seem important, real world measures. Students in
several different geographic areas who had writing strategy instruction also showed
improvement on end-of-year standardized writing tests.

The results also showed that students with learning disabilities can use the Paragraph
Writing Strategy to write better paragraphs and that it can generalize to their regular
classroom work and standardized writing assessments (Schumaker & Deshler, 2003).

Explanation of University of Kansas Strategies. The University of Kansas strategies
of Schmidt, Deshler, Schumaker, and Alley (1989) and Schumaker and Deshler (2003) were
more narrowly focused, as well as instructor and student friendly. When developing the
individual strategies on such important aspects of writing as sentences, paragraphs, themes,
and error-monitoring, they designed into each strategy the same eight basic teaching stages.
Once a teacher has mastered this teaching method, he or she can apply it to any of the
University of Kansas strategies.

The method is essentially direct instruction, followed by increasing amounts of
student participation. Each strategy is contained in an all inclusive teacher manual with
specific directions on how it is to be taught. The manual contains many visuals, canned cue
cards, examples, work sheets, and other materials that can be copied out onto transparencies

and student copies.
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University of Kansas: Stages of Strategy Instruction. Stage One is called Pre-Test and
Commitment. Students are asked to demonstrate their current level of competence in a given
strategy in some sort of pre-test or classroom assessment. This allows the teacher to
determine where to start class or individual instruction. At this stage, the importance of the
strategy is explained to students, and student promise of enthusiastic participation obtained.
This can be done in several ways, but a reciprocal contract was suggested, where the teacher
contracted to help the students become better writers, and the students contracted to work
hard and learn the strategy.

Stage Two is the Describe stage. The particular strategy, or some part of a strategy, is
explained and described to the students. Visuals are normally used to enhance direct
instruction and to facilitate the explanation of the strategy to the students.

Stage Three is the Modeling stage. The instructor demonstrates the strategy by
performing it with the students observing and participating as much as possible. In this stage
the students get to see the strategy used properly. They are able to ask and answer questions
and help the teacher model.

Stage Four is Verbal Practice, where the instructor talks the students through the
strategy. Everyone practices, talking, explaining, and working together. Each student
produces a product that can be used to assess progress.

Stage Five is Controlled Practice, and here mastery should be obtained. There are
specific guidelines to the practice. Mastery is obtained when students are successful on 80%
or more of the individual tasks. The strategy instruction manual contains worksheets or other
tasks in a gradable form. In the Paragraph Writing Strategy, each part of the paragraph: Topic

sentences, Detail sentences, and Clincher sentences, are taught separately to mastery in this
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stage. After mastery of the parts, controlled practice is applied to the whole paragraph, and to
different types of paragraphs.

Stage Six is Advanced Practice. For most strategies this stage is where the students
start doing real world work that relates to school tasks, or even the real school tasks
themselves.

Stage Seven is the Post-Test and student commitment stage, where students perform a
similar task to the pre-test to ascertain how much improvement has been obtained, and if
mastery has been obtained. The students at this stage also pledge to use the newly learned
strategy in their every day school work.

Stage Eight is the Generalization stage, where the students are shown how to transfer
their new knowledge to other topics, classes, and even to tasks outside of school.

At the end of most stages, especially the practice stages, the decision must be made to
go back and re-teach, or move on to the next stage. Re-teaching is necessary if mastery is not

obtained.

The Present Study

Surveying this research enabled this teacher to decide which writing strategy might
work the best in the three Study Skills classes. A strategy was needed with direct instruction,
which is often necessary for best results with Special Education students, that was easy to
understand, to teach, and to learn. A strategy was needed that could occupy these classes for
the two to three months remaining in the school year, and that had a fair chance of being
successful.

Since the University of Kansas Paragraph Writing strategy was more narrowly

focused, more direct, and seemed easier to teach that the other methods reviewed, it was
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chosen. This study was an attempt to see if the teacher was correct, by analyzing student
achievement to see if it matched the results of the 1989 University of Kansas study,

The question for this study was: “Does the implementation of the University of
Kansas Paragraph Writing Strategy produce positive gains on paragraph writing scores for
high school students with learning and other health impaired disabilities in a real-world,

multi-ethnic public high school resource room setting?”
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Chapter 3.
Method
This study was done using an Action Research model (Sagor, 2000). Action Research

is a process of inquiry or investigation conducted by the folks who will later take action
based on the research, such as teachers. One of the primary motivations of this type of
research is that it helps the researcher improve what he is already doing. In this case, it
helped me improve my teaching of writing to learning disabled students in my study skills
class. This paper will be presented using first person voice to better capture the tone of the

action researcher and to share the case-stories.

Action Research

Action Research uses a seven-step research process. Step number one is to select a
focus. In this case my focus was on writing strategies for learning disabled high school
students. Step number two is to clarify theories. Here I looked at several strategies and ideas
for teaching writing to learning disabled students. Having picked one I thought was best, I
went on to the next step. Step number three requires the researcher to identify the research
question or questions. My question was whether I could replicate the results of the original
study in my classroom. Step number four is collecting data. Here I used the pre-test, post-
test, and learning sheet scores required for mastery in the strategy I was using. Step number
five is analyzing the data. I looked at whether or not there was improvement in my students
after instruction with this strategy. Step number six is reporting the results, which I am doing

here. Step number seven is taking informed action. The action that resulted from this study



was that I was able to write lesson plans for my school district to implement the paragraph
writing strategy and several of the other University of Kansas Strategies in a new curriculum
named Learning Strategies, which eventually should be taught district-wide to all learning
disabled students.

Case-stories will be used to show the progress of each student through the learning
process. These case-stories will illustrate how the Paragraph Writing Strategy was used with

each student.

The Classes Involved in This Study

Data from three high school resource classes will be used for this research. These
classes were taught by the researcher. Each class initially had 3 to 6 students, not all of whom
were students with learning disabilities. These students had previously been randomly
assigned to these 3 classes during the regular scheduling process for this school. The initial
criteria for assignment was that each student had ‘Study Skills’ listed as a required service in
their Individual Education Plans (IEP). The only other criteria was availability of space in
each student’s seven-class schedule. Non-IEP students were occasionally placed in these
classes by the school administration on a temporary and sometimes long-term basis. There
were other Study Skills classes at this school that did not participate in this study.

Study Skills was intended to be a resource class where individual students could get
intensive help in order to succeed in school. This formed an ideal subject group and setting
with whom to implement the Paragraph Writing Strategy. Because class time was also used
by the students to make up work, get their extended time on tests, and do homework,
however, only an average of 25 to 30 minutes of a 50-minute period was actually used for the

instruction of this writing strategy. Some students and parents were resistant to the change in
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focus from “study hall” to “strategies sessions.” Some weeks, for various reasons, all five
days of instruction could not be used for a learning strategy instruction.

The school involved is an arts magnet public school for grades 6—12 with about 1400
students in a medium-sized (about 150,000) southern town. Students are chosen for this
school by a blind lottery. Racial balance generally remains close to 50% African-American
and 50% white. There is a small but growing body of Hispanic students. Some students
spend all seven years of their secondary education at this one school, while others enter by
lottery just for high school. Other students lottery-in for sixth grade, and leave after middle

school, seeking to attend a more traditional high school.

Participants in this Study by Ethnicity, Gender, and Socio-Economics

The participants in this study were all high school students with disabilities, in 1 of
these 3 study skills classes. No class had more than 6 students. There were a total of 9
students, of the 10 who started, who completed the instruction studied here. Only 8 students
participated in both the pre-test and post-test and were included in the achievement results,
even though the 2 other students participated in some or all of the actual instruction and are
also included in the case-stories. There were 2 females and 8 males. There was 1 Hispanic, 3
African-American, and 6 white students. By grade they were divided as follows: 3 ninth-
graders, 5 tenth-graders, 1 eleventh-grader, and 1 twelfth-grader. The name of each student
has been changed to ensure confidentiality

The socioeconomic level of the families of these students ranged from lower to upper
middle class, with the predominant level being lower middle class. Seven of the 10 came

from homes that were single-parent families at the time.

26



Disability Identification

By Exceptional Children category, there were 4 students with learning disabilities, 4
students identified as Other Health Impaired, and 1 student identified as Educably Mentally
Disabled. In North Carolina, identification as a student with learning disabilities required a
15-point discrepancy between full scale IQ and an educational achievement score. In most
cases, the WISC-III, administered by a licensed Psychologist, was used to determine 1Q, and
the Woodcock-Johnson III educational inventory was used to determine the educational
achievement. Other Health Impaired, as an identification, was usually based upon a medical
doctor’s evaluation of a student as Attention Deficit Disabled, or Attention Deficit
Hyperactivity Disabled. To be identified as Educably Mentally Disabled in North Carolina a
student must have an IQ between 50 and 70.

Six of these students were identified in written language, five were identified in
reading, one in organization, and one in math. Some students were identified in multiple

areas. (See Table 1.) Statistically this group of students broke down as follows:

Median IQ 97.5
Mean IQ 98
Range of 1Q 57 (69 to 126)

Median WIIII Writing 87

Mean WIIII Writing 87.2

Range WIJIII Writing 46 (61 to 107)
Discrepancy Median -11.5
Discrepancy Mean -11.5
Discrepancy Range -16 (+11 to-27)
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Table 1

Students Participating in the Study

WI-III
WL
Name  Gender Race® Grade Disability”* IQ° Score®  Student #
Aurora F W 10 OHI  rd/wl 77 89 1
Quatro M AA 10 LD math 108 97 2
Marty M W 11 OHI 108 96 3
Brad M W 9 OHI 126 107 4
April F W 10 LD wl 113 105 5
Dan M Mix 10 LD rd 96 85 6
José M H 10 LD rd/wl 98 79 7
Elmo M AA 9 LD rd/wl 88 61 8
Roy M W 12 OHI wl/org 97 79 9
Rashid M AA 9 EMD rd/wl 69 74 10

* Race: AA=African-American, H=Hispanic, Mix=Mixed, W=White.
® Disability: EMD=Educably Mentally Disabled, LD=Learning Disabled,
OHI=0Other Health Impaired.
¢ Areas identified: math=mathematics, org=organization, rd=reading, wl=written language.
41Q: Usually from the WISC-I1I, administered by a licensed Psychologist.
¢ Written Language Score from Woodcock-Johnson III educational inventory.
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Teacher Conducting Study

As with all Action Research, the teacher instructing the class and the teacher
conducting this study were one in the same. At this time, I had five years teaching experience
in the resource room setting, teaching Study Skills, and several social studies curricula
(American History, World Geography, and Economics and Government), and at least four
years of inclusion experience. [ was a 57-year-old Vietnam veteran lateral-entry teacher,
certified in secondary social studies and learning disabilities. Before teaching the Paragraph
Writing Strategies to these students, I received no formal training in any of the University of

Kansas strategies.

Instructional Procedures in Study

The instruction covered in this study took place in the spring semester of the school
year over approximately 3 months, from February through April. Instruction conformed, as
much as possible, to the guidelines included in the University of Kansas paragraph writing
strategy.

A pre-test and a post-test were given. On the pre-test, instructions were verbal, with
important words written on the board. The students were allowed to choose their own topic
and were instructed to write a good paragraph, skipping every other line. Students were
allowed to use computers, but none did. Paper was provided.

The post-test was given much the same, except that there was a prompt. This was
given verbally and written on the board. The other instructions were the same.

During instruction, students used learning sheets provided in the paragraph writing
strategy Student Lessons Volume (Schumaker & Lyerla, 1990). Students kept track and

recorded their own scores on a Student Progress sheet. No attempt was made to check their
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recording for accuracy, as [ was converting their raw scores into grades. These went into the
calculations for their nine-week grades.

The paragraph writing strategy has divided paragraph writing into three distinct types
of sentences: 1. topic sentences, 2. detail sentences, and 3. clincher or conclusion sentences.
The eight-step instructional methods were used, in series, on each of these sentence types,
and mastery was to be obtained before going on to the next sentence type.

For each type of sentence, worksheets examining and assessing student achievement
towards mastery after each stage of instruction are included in the student manual. The
worksheets were called Learning Sheets and for each type of sentence, Topic, Detail, and
Clincher, there were several different sets of learning sheets. Each set assessed a different
skill set of learning that particular type of sentence. For example, for Topic sentences, the
skill sets were as follows:

a) identifying and underlining the topic sentence in a paragraph,

b) identifying which of the 3 types of topic sentences a given sentence is, and

¢) writing a topic sentence of a particular type, when given the necessary
information.

The number of sets of learning sheets depended on the particular number of
individual skills needed to master that type of sentence.

Within each set of learning sheets were four sections, each one of increasing
complexity and difficulty, but all testing only the particular skill for that set. Mastery was
considered to be 80 percent correct. In most cases assessment scoring was based on thirty
points, with each of the ten questions worth three points. There was a Student Progress Chart

where scores could be plotted by each student, and where indicated improvement would be
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an incentive for harder work and better efforts. The intention was for each student to show
improvement over the four sections, or, once attaining mastery on two consecutive learning
sheets, to be able to skip any remaining sheets. Samples of all of these learning sheets can be
found in Appendix A.

The Paragraph Writing Strategy also included instruction in eight different types of
paragraphs. These paragraph types are: narrative paragraphs, step-by-step paragraphs,
descriptive paragraphs, facts paragraphs, reasons paragraphs, examples paragraphs, compare
paragraphs, contrast paragraphs, and, of course, compare and contrast paragraphs. This
allows the students to learn more about writing paragraphs than just putting the proper types
of sentences together. This instruction was included at this time of this study, but mastery

was not tested.

Performance Measurement of Study Results

The paragraph writing strategy Instructors Manual (Schumaker & Lyerla, 1991)
contains a fairly complicated rubric for grading the pre- and post-tests, that goes with the
Paragraph Score Sheet.

First, the scorer numbers each line that is written on. Then the topic, detail, and
clincher sentences are identified by line number.

Second, up to 4 points each are awarded for the topic sentence, each of four detail
sentences, and the clincher sentence. This depends on the quality of these sentences. There
are a maximum of 24 points. Points are also given for transitions between detail sentences.

Third, up to four points each are awarded for point of view and verb tense. The detail

sentences must be in the same tense, and written from the same point of view.
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Fourth, up to two points each are given for title and format, and up to six points are
awarded for sentence variety. There are fourteen types of sentences that can be used.

The total of all the points earned is the mastery score, with a maximum of fifty points,
and when the mastery score is multiplied by two, it gives the mastery percentage. Mastery is
considered at or above ninety percent.

The student learning sheets were also contained in the student materials book and as
stated above were used for each area of instruction. Examples of the learning sheets are
included in Appendix A. The first and second set of these sheets dealt with simple
identification of type of sentence. The third set of sheets required the student to write
sentences using hints and aids, while for detail sentences the fourth and fifth set of sheets
requires sentences to be written completely independently by the student. Once mastery was
obtained on two sheets in a row, the student went on to the next task. For this study, mastery
was used for instruction pacing, but overall improvement was measured by comparison of
pre-test and post-test results. Even though progress should have shown up on each student’s
progress chart, it was found that individual learning sheet scores varied widely day-to-day,
and did not seem to be indicative of overall improvement.

During the period covered by this study and the classroom instruction of these
students, the entire strategy was taught, but the assessment learning sheet sets were only used
for the Topic and Detail sentences. Therefore there are scores for most students for the first
twelve assessments of each of these two sentence types, and none for clincher sentences. This
was due to insufficient time. In addition, due to absences, almost all of the nine students

missed some learning sheets and therefore had missing scores.
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Chapter 4.
Results

The results from this study were compared to the results of the original study on the
University of Kansas Paragraph Writing Strategy (Schmidt, et al., 1989), and it was found
that the post-test mean improvement in paragraph writing was similar. Two students in this
study achieved mastery while no students achieved mastery in the original study. Since some
of the scoring methods have been changed since that original work was done, making a more
direct comparison was difficult.

The pre-test scores of the 9 students in the study ranged from 24% to 72%, with a
mean score of 42.8%, and a median score of 48%

Post-test scores ranged from 48% to 84%. The post-test mean was 67.25%, an
increase of almost 25 points. The post-test median was 68%, 20 points higher than the pre-
test.

Two of the students in this study scored mastery on the post-test, one at 80% and one
at 84%. Neither of these were pre-test high scorers. Both were below the pre-test mean, one
at 26%, one at 36%. Two students actually had lower scores on the post-test. One decreased
from 72% to 68%, which is close enough to be scoring error. The other decreased from 58%
to 48%, for reasons that did not seem evident. The mean improvement was 22 points, with a
range of —10 to +54, or 64 points. The increases of post-test over pre-test was mostly much

larger (18 to 54 points) than the decreases (-4 to —10 points). Even though only 2 out of 9



students achieved mastery, and 2 of 9 did not show post-test improvement, the others

improved a measurable amount. See Figure 1 and Table 2.

It should be noted in Figure 1 that there were essentially two groups of students, the
five who scored close to or above fifty percent on the pre-test, and the three who did not. It

can be seen on the graph that the three lower-scoring pre-test students all did much better on

their post-test, two achieving mastery. Of the five higher scoring pre-test students, three

improved, but two actually went down slightly on their post-test. We have incomplete data

from two students.
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Figure 1. Percentage Scores on the Pre-test and the Post-test
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Table 2

Pattern of Achievement for Participants

Name Pre-test Score Post-test Score Change Reference #
Aurora 48 56 8 1
Quatro 24 64 40 2
Marty 26 80 54 3
Brad 72 68 -4 4
April 50 68 18 5
Dan 58 48 -10 6
José 48 70 22 7
Elmo N/A 28 N/A 8
Roy 36 84 44 9
Rashid 24 N/A N/A 10

Pre- and Post-test Scores and Change are given in percentages.
N/A means datum is not available.
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Individual Participant Results
To better understand the students and some of the particular writing challenges each
faced, individual results of the Paragraph Writing Strategy are presented in three ways: as

case-stories, as learning sheet scores, and as writing samples, where available.

Student Number One

Aurora was a 10th-grade, white female, identified as Other Health Impaired (OHI).
When you looked at her, slender and willowy with long, brown hair, you would think of
some 1960s flower child, attending the summer of love in San Francisco in 1968.
Unfortunately, her disability, a petit-mal epilepsy, sometimes rendered her inattentive in class
as if she were as flower child who had had a few too many hits of acid. Still, she was able to
improve her writing a little bit.

Her pre-test was a 48% with a post-test of 56%, an improvement, if not a dramatic
one. Her topic sentence learning sheet scores, which are the only ones available, showed an
80%, or mastery, score on the first set and a varying set of scores from 50% to 90% on set
two. On the third set, her scores climbed from 10% to 60%, not enough for mastery, but
showing much improvement.

Aurora was in several of my study skills classes in subsequent years, and continued to
improve until late in her senior year, when she seemed to loose interest. Senior year, when
she was getting additional writing instruction in her learning strategies class her handwriting
degenerated, as did her organization. The last grading period that year, she made the
minimum possible passing grade in my class. At the last moment before graduation, she

managed to make enough failing grades in enough classes not to graduate.
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Figure 2. Writing samples for Student #1, Aurora.
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Student Number Two

Quatro was a 10th-grade African-American male, identified as Learning Disabled
(LD) in Math. He showed a wry sense of humor, and an interest in politics, public affairs,
and current events. He participated in class more than most students, and always made class
very interesting, asking questions that challenged other students. Quatro has an IQ that is
slightly higher than normal. His performance in many classes was inconsistent. He was
always charming and friendly and easily could be a teacher’s favorite student.

His pre-test score was 24%, with a rise to 64% on the post-test, the third largest
increase of scores in this group. For this student, topic sentence and detail sentence
worksheet scores were available. On set one of the topic sentence learning sheets, his scores
increased from 60% to 100%, while on set two his scores rose from 50% to 80% (Mastery)
but dropped back off to 70%. On set three, his scores bounced from 40% to 30%, twice. His
detail sentence learning sheet scores hovered around mastery, in the range of 70% to 100%.
Of the eight recorded scores, six were mastery or above.

Quatro continued to work on his math ability. He was not in any more of my Study
Skills classes, but senior year developed an interest in the film and the news industries. After

he graduated, he pursued a career in the news/television industry.
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Figure 3. Writing samples for Student #2, Quatro.
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Student Number Three

Marty was an 11th-grade white male, identified as OHI. Marty was short and an
extremely friendly, smiling person. He was very interested in music, and at this point in high
school, played the guitar quite well. The next year he developed an interest in bluegrass and
the mandolin, and managed to become quite skilled at that as well. He was an active church
member, and had church folks who took a great interest in his education and even came to his
IEP meetings.

This student had a pre-test score of 26% and a post-test score of 80%. He was one of
only two that attained mastery, or 80%. Scores for topic sentence practice and detail sentence
practice sheets were available for this student. His scores on topic sentence practice started
low and usually ended up higher in each section. His scores ranged from 40% to 100%, and
of the 12 scores recorded, 6 were mastery or above. Detail sentence scores, on the other hand,
started higher in each section, then dropped. Of the 9 recorded scores, 6 were mastery or
above.

After graduation, Marty attended a 2-year college that offers services to students with
learning and other disabilities. He had plans to pursue his musical career in a professional

manner.

40



'I' My SEesoc g
Lo v s My dodook Ducoeme b
E‘_:I""-'E-'-‘- r_l':_l.‘l?-:?'-‘-;_l'.a:l'_-"- LI N T r:&':_;ll'
1

U
1§ Suth o forpy ONTE BernXe It vae

e Gloh F Prysend nomor, whne somed 0 Me
L] i

[y i L. - -y -
g g (e R T oty Ii. e Fﬂ-_:.“?a,r”\_-! L, Y Glea Tunm

=1
- = . & | L - - . -
 G0as e duve geple Cen pe

BT e
BT, e

e JAg

o T e A

PRETEST
STUDENT #3

POSTTEST

dhit L 4id ot Sonum beesiC
o

Jbs# g grmm.
T did gty cpout 3 #«-—nﬂss ;,jf’;.— sprin,

=

7~ el
L i Fr}h{ﬂ.nriwﬂ W” 3peim s &
WA Lok oee o, friemals hoose. e £ page aoglenes
D Tha et Hhang. f_.ir‘:.a-t" 4"-!.-1’:.!'5.. s ace b WG L;':-:-h_ _?;:Hk
ﬁimﬁti}' B Ao driving rars O hilindode. J.
|,; .F.-‘M-I"IIT a— _I,fprdﬂ-‘i__ - =i ‘H&I%u:n:rc Aaeablel. , loud 75 00
(YR 1-‘-*-'-5‘- .E-cﬂlﬂ* for de mandabin Ze concdosion,
T g  Cealizas HI. sheuld _Plan__m4_Spanye breakl ba teg,

Figure 4. Writing samples for Student #3, Marty.
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Student Number Four

Brad was a ninth grade white male, identified as OHI. His disability was an anxiety
disorder. His IQ was the highest of all the students I had in any of these Study Skills classes.
He has a very strong, perhaps overpowering mother. Brad is still at our high school, and to
this day wears shorts and t-shirts year around. In my study skills classes Brad almost never
needed to do any work, spending most of the time reading the daily newspaper and working
all the puzzles. After being very much of a loner for much of the time that I have known and
taught him, this past year Brad found a girlfriend!

Interestingly enough, while his pre-test was 72%, his post-test score actually went
down, to 68%. Topic sentence and detail sentence practice data was available for this student.
Of his 12 topic sentence scores, only one was below mastery, and all of his detail sentence
scores were above mastery.

One possible cause for this anomaly, is that Brad had for several summers attended a
writing camp, whose main focus seemed to be stream of consciousness writing, with no
planning beforehand. He had to adapt to our writing strategy. He continues to do well in

school, takes French, and seems headed for a college career.
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Figure 5. Writing samples for Student #4, Brad.
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Student Number Five

April was a 10th-grade white female, identified as LD in writing. She was one of the
friendliest girls in school, and was constantly late to class because of hugging and kissing so
many of her friends in the hall between classes. She was unfortunately overweight, and yo-
yo’ed from being a little overweight to being very overweight. April had an opinion about
everything. She had an above average 1Q, but had to take the same Algebra One class three
times to pass it.

Her pre-test score was 50%, and her post-test score was 68%. Scores for two of her
topic sentence sets are available, and all of her detail sentence sets scores are available. Her
topic sentence scores ranged from 40% to 100%, generally going up, with 4 of 8 at mastery
or above. Her detail sentence scores range from 0% to 90%, with 5 of the 11 scores at
mastery or above. Detail sentence scores varied.

April had one letter to the editor published in the local newspaper during this writing
instruction, and another was published the subsequent school year. Her writing style was
very conversational, and she had to struggle to be more formal. She has graduated and will

attend a technical junior college in the state of New York where her family comes from.
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Figure 6. Writing samples for Student #5, April.
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Student Number Six

Dan was a 10th-grade bi-racial male, identified as LD in reading. Dan was very
friendly, but not well motivated. This is possibly due to a marijuana habit that he seems to
have indulged at school sometimes. He lived with his grandmother, his mother being a drug
addict living in a nearby city. Dan had red hair and usually wore it in a large afro. Very
striking!

Dan’s pre-test was a 48%, and his post-test was a 58%. Three of his topic sentence
sets scores were available, and three of his detail sentence section scores were available. His
topic sentence scores range from 10% to 80%, with only 2 of the 12 available scores at or
above mastery, and these were the first 2 practice sheet scores. His topic sentence scores
varied. His detail sentence scores range from 30% to 100%, with 8 of the 11 scores at or
above mastery. Again, the higher scores in each section were the earliest ones.

Dan always wanted to be the first finished with a task, so sometimes he did not apply
himself as much as he should. He generally lacked ambition, and coasted through much of
high school. It was easy for other students to lead him into skipping and other minor trouble.
As he grew older and matured, he outgrew some of his earlier behavior problems. Dan
graduated on time, planning to get a job and start working for a living. He was always a

friendly, very polite student.
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Figure 7. Writing samples for Student #6, Dan.
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Student Number Seven

José was a 10th-grade Hispanic male, and was identified as LD in reading. He was a
legal alien, and his family was from south Texas, almost on the Mexican border. His aunt and
uncle, who lived in Mexico, were murdered in their beds. José’s mother spoke almost no
English, but worked to support the family. She had no husband when I knew her. Jos¢ was
very friendly, very popular with the other students, and spoke English like a native. He had a
normal 1Q, but had a 79% testing score in writing.

His pre-test was 48% and his post-test score was 70%. Three of his topic sentence
section scores were available, as well as three of his detail sentence section scores. Of his 12
topic sentence scores, 3 were at or above mastery, with a total score range of 20% to 100%.
His detail sentence scores range from 0% to 100%, with four of eleven at or above mastery.
With both sentence types, his scores varied widely, and were very inconsistent.

José was always very friendly and polite, and seemed to thrive in school despite
setbacks at home. At one point in high school, his mother pulled him out of school and
moved him back to Texas. In the middle of his senior year, his mother moved back to Texas
leaving him in North Carolina. One of the more traumatic occurrences of his young life
occurred in his 10th grade year when he discovered that he was probably gay. By senior year,
he was comfortable with and open about his gayness. Despite all this, José was able to

graduate on time, and plans to attend junior college in Texas, near where his mother lives.
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Student Number Eight

Elmo was a ninth-grade African-American student, who was identified as LD in
reading and writing. He transferred out of the district before finishing instruction, and did not
take the post-test. He completed few of the learning sheets, having problems getting started,
then actually finishing once he started. Elmo had the second lowest IQ in this group of
students, and was not motivated at all. He had the lowest educational testing scores in writing
of anyone in any of my classes. His efforts at writing, if they were serious, indicated that he
was practically written language illiterate. He had significant difficulties writing a complete
sentence, and his punctuation and capitalization were very poor. He also had a poor attitude,
and was a source of behavior problems in the class.

His improvement during the short instructional time he was present, was minimal. I

have no idea where he went, or how he might have progressed when there.
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Figure 9. Writing samples for Student #8, Elmo.
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Student Number Nine

Roy was a 12th-grade white male, identified as OHI. He tried very hard to please,
sometimes being unctuous to the point of disgust. Every teacher was his “favorite teacher!”
He had issues with his mother, who constantly belittled him in parent-teacher and IEP
meetings. Roy was very friendly, and was obsessively in love with a very intelligent African-
American girl. I do not know if this had anything to do with getting back at his mother.

This student’s pre-test was a 36%, and his post-test was an 84%, which was the
second from the largest increase of this group. He was one of two whose post-test was at or
above mastery. His topic sentence scores were available, with a range from 10% to 100%,
and 5 of the 12 are at mastery or above. His later topic sentence scores were much lower than
his earlier ones. Only 6 of 12 possible detail sentence scores are available, with a range of
0% to 70%, and none were at mastery or above. He started each section with high scores, and
as he went on, they dropped. His lowest score, 0%, was his last one.

Roy graduated, but was unable or unwilling to attend college. Shortly before
graduation, he moved out of his mother’s house and moved in with a high school dropout.
When I last heard, he was working at a convenience store, waiting to get into a truck-driving
school. When his girlfriend went off to college, she discovered how nice a non-smothering

relationship could be, and she broke up with him.
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Figure 10. Writing samples for Student #9, Roy.
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Student Number Ten

Rashid was a ninth-grade African American male, identified as Educably Mentally
Disabled (EMD). He had the lowest IQ, under 70, of any my students at that time. It was
difficult to tell whether Rashid understood he was not on an intellectual level with the rest of
the students, since he postured and tried to fit in. His frustration level sometimes caused
behavior problems. He sometimes refused to do any work. He had great difficulty reading,
and thought in fairly simplistic terms. Rashid had played middle school football was
convinced that he was going to be drafted out of high school by either the NFL or the NBA.
Unfortunately, Rashid was only 5° 6” tall.

This student scored a 26% on the pre-test, and was absent for the post-test. He had
significant difficulty completing many of the detail sentence learning sheets in a reasonable
amount of time, finishing only three of eleven possible practice exercises. Of these, one was
a 90%, but the other two were a 10% and a 30%. This student completed 12 of 12 topic
sentence learning sheets, with a range of 0% to 70%. All but one of the sheets were 40% or
below, and none of his scores were at or above mastery.

Efforts were made by his case manager several times to get Rashid moved to a school
where the Occupational Course of Study was taught, but Rashid and his family resisted this.
The final resolution was a plan to move him to another high school for his senior year, where
he could play football and enter some sort of electronics program. As his teacher, I worried

that his frustration would lead to a senior year dropout situation.
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Figure 11. Writing samples for Student #10, Rashid.
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Chapter 5.
Discussion

Reviewing the literature on teaching writing to students with learning disabilities
showed that researchers generally have concentrated on at least two different aspects of
teaching and learning how to write: a holistic approach and a technical approach. The whole-
writing or holistic approach to writing includes content as well as technique. The technical
approach to writing strongly concerned itself with technique.

As the other research explored the totality of the writing experience in various
complicated ways, the University of Kansas strategies, studied and written about by Schmidt,
Deshler, Schumaker, and Alley (1989) and Schumaker and Deshler (2003) were focused
more narrowly, and they seemed more instructor and student friendly. When they developed
the individual strategies on such important aspects of writing such as sentences, paragraphs,
themes, and error-monitoring, University of Kansas educational researchers designed
strategies with the same eight basic teaching stages. This made teaching and learning them
much easier. Once a teacher has mastered this teaching method, he or she can generalize it to
any of the University of Kansas learning strategies. Once a student has experienced one of
the strategies, it would be much easier to relate to the similar teaching methods of the other
strategies.

In the attempt to implement the Paragraph Writing Strategy in a real-world high
school class with actual students, the results of this study were promising, but the attempt

was frustrating. Part of the frustration came from serious student resistance to buy-in. These



students had been used to doing little or no work in study skills class, which had no real
curriculum. Surprisingly, part of the frustration came from parent resistance to their children
actually having to learn a curriculum, instead of being permitted a graded study hall. Part of
the frustration also came from the problems involved with pursuing a coherent teaching plan
on a part-time, non-daily schedule. Instructor non-familiarity with the materials added to this
frustration. This instructor had to learn the special teaching methods used almost at the same
time as he was teaching the content.

Although the final determination of results rested solely on the pre-test/post-test
comparison, in the case-stories the work sheet results were noted. Missing or incomplete
worksheets were a result of absences, which for Exceptional Children Department students
has often been a problem. This was a continuous source of frustration, and caused much re-
teaching and delays in schedule.

No clear overall pattern emerged when comparing the worksheets of the individual
students. One apparent correlation was noted: students who had confidence in their ability to
learn usually did better than those who felt the work was “too hard”.

Even though two of the ten students in this study did not show post-test improvement,
their scores during the learning program showed as much variation and improvement in
learning the parts of the strategy as the other students. What was not known was how the
amount of resistance to the new ideas would affect the post-test. Perhaps these two students
felt no need to really exert an effort at showing what they had learned. This could also have
been connected to buy-in resistance.

Clearly there were significant limitations to this study. Having a teacher who was

untrained and inexperienced in teaching this strategy was an important limitation. I would

57



recommend that all teachers attempting to teach this strategy be trained first. A teacher
trained in and teaching the paragraph writing strategy will also have more success the second
year than the first year he or she teaches it. Since many students with learning disabilities
have trouble on the sentence level, sentence writing strategy training for the teacher, and
instruction for the students, should be a prerequisite. I had to teach basic sentence writing
before and during my teaching of the paragraph writing strategy.

As previously stated, student resistance to buy-in and to any change in the way things
had been done in these classes for years was another limitation. An additional limitation was
the inability of this researcher to study and assess generalization of the strategy into the
regular education classroom. The factor of available time and the demands on teacher and
student time for continuity of instruction and for make-up of missed work was another
limitation. However, even with these limitations of the effectiveness of the instruction and
the study, measurable improvement was made.

In my experience with this strategy, I found that even though all students can learn
and benefit from this strategy, the more motivated and enthusiastic students were, the better
they did. This did not depend on IQ, or the basic level where the student started. One of my
most enthusiastic students in one of these classes subsequently wrote and had published two
letters to the editor in the local newspaper. This same student still had problems in other
classes where she was not motivated or enthused.

Limitations to instruction in these classes were sometimes serious. The classes that
were being used for this instruction and this study were listed as “Study Skills,” where the
plan was to help students as they had a need, by teaching them individual skills that could

help them be successful in other, particular classes. In reality, the class was sometimes used
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by the school administration as a dumping ground for problem non-special education
students, was used by regular education teachers as a convenient location for students to get
their Individual Education Plan modifications for extra-time and separate setting on tests, and
used by the students as a place to finish up as much new homework as possible before going
home, or to complete old homework before going to class. In a 50-minute class period, it was
difficult, but possible, to teach coherent sections of the Paragraph writing strategy. In a 25—
30 minute time frame, it was sometimes impossible. These were not 20-minute kids! Many of
the tasks took twice as long as expected.

Added to this was the higher than usual absence and tardy rate of special education
students, which made for much missing of instruction and necessitated much subsequent re-
teaching. In the results in this study, all missing scores were due to student absences. In the
best of regular education situations, students miss work that must be made up. In this special
education classroom situation, even more work was missed and due to scheduling and the
pace of instruction many times was never made-up. Students with learning disabilities seem
to have extra trouble making up work.

Student absences, which occur frequently with this population, disrupted the
instruction, but not fatally so. The re-teaching that was necessary actually helped some other
students to comprehend more. Typical absences were for illness or doctor’s appointments,
but I noticed that the study skills class period was too often used by the school administration
to schedule things like guidance sessions, parent meetings, testing, and test make ups. [ am
sure my students learned less than they could have had they been absent less. When trying to

keep three classes on the same schedule, sometimes most of one class was out, and a lesson
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had to be delayed for all, until everyone was back. Students with the higher post-test scores

did seem to be absent less, but no data is available to support this.

If another study of the Paragraph Writing Strategy or any of the other University of
Kansas learning strategies was to be done by this teacher, a more coordinated approach with
regular education teachers would be needed. Recently this school district dictated a change
for high school resource classes for students with learning disabilities. The Study Skills
classes have been replaced by four different learning strategies classes, one in math, one in
reading, one in writing, and one in decision making. These were devised to match four areas
of need that many students with learning disabilities and students with attention deficit
disorders have historically had. This change, had it been made earlier, would have made this
study easier to do, and would have allowed for a more in-depth, multi-year, longitudinal
study, that would include generalization, that is, assessment of how this strategy transfers and
applies to core classes, like English and Social Studies.

If I were to make recommendations to school boards and administrations, I would
have two suggestions:

1. Treat the learning strategies classes as real, serious classes, where important learning
takes place. Such classes should probably be required for all students with learning
disabilities identified in writing or reading. Perhaps it should be thought of as a multi-
year effort.

2. Connect the writing strategies classes with English and Social Studies classes so
generalization can take place. Familiarizing English and Social Studies teachers with
the strategy would help them to be able to reinforce the strategy in regular education

classes. In fact, the writing strategies could be taught to non-disabled students as well.
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Appendix A.
Sample Worksheets
The following sample learning sheets, discussed in Chapter 3, Methods, are used in the
University of Kansas Paragraph Writing Strategy (Schumaker & Lyerla, 1990). They are

reproduced here with permission of the authors:

Topic Sentences Learning Sheets:

Lesson 1A. Identifying topic Sentences in teXt .........cceeeeeriuiriieereeeeeiiiiiiieeeeeeeeeenens 62
Lesson 2A. Identifying 3 types of tOpiC SENtENCES .....eeevveruuviriiiieeeeeeieiiiiiieeeeee e, 63
Lesson 3A. Writing 3 types of tOPIC SENTENCES ....uvvvrreeeereriiiiiiiieeeeeeeeiiiiieeeeeeee e 64

Detail Sentences Learning Sheets:

Lesson 1A. Identifying detail Sentences 1N teXt.......ueeeeeeeeriuiriiieeeeeeeriiiiiiieeeeeeeeenens 65
Lesson 2A. Identifying lead-off and follow-up detail sentences..............cccceeeeeennees 66
Lesson 3A. Listing components of detail Sentences...........cccvvveeeeeeeeeiiiiiiiieieeeeeeenns 67
Lesson 4A. Listing components and writing detail sSentences .............ccccvvveeeeeeeennnns 68
Lesson 5A. Complete paragraph diagram and write paragraph............cccccceeeeeeeennnns 69

Clincher Sentences Learning Sheets:
Lesson 1A. Identifying clincher sentences in teXt...........ccccvvriiereeeeeiiiiiiiiieeeeeeeeenens 70
Lesson 2A. Identifying 3 types of clincher sentences ..........ccccceeeeeeeiiiciiiiieieeeeeennns 71

Lesson 3A. Writing 3 types of clincher Sentences ...........cccvvvveeeeeeeeiiiciiiiieeeeeeeeenes 72



TOPIC SENTENCES
Lesson 1A Cuate

INSTRUCTIONS: In tFs hilowing paragraphs, draw a lire under the Topic Sertanca.  Asmambss, i Tapio
Santancs & Iﬂm““mﬂlhm

TE . Brends worked for years to become a newspaper reparter. She studied hard
[ | in school, and she got good grades. Working at night for a local paper, she learmed
— all the jobs that one can do on a newspaper. After Brenda graduated, she applied

1o several different newspapers. Finally, shewas hired by the "Tee Line™ newspaper
i Alaskas,

Entering high shool 21 4 sthdent for the first time can'be an adventure. For
one thing, the building is s large that it’s easy o get lost trying to find the right
mean ko of pew friends and dates. Next, trying to figure out how to unlock your
bocker, mewting your lockermate, and devorating vour bocker can lead vo gggles and
posiad rimes. Sesrving high school i a0 adventure which stedents femember for the
resl of their Fves

The price of fee] for can, indesinics, bosnesses, and homes has risen for
miany reasont. One rezion = that Gnding ol for gasoline in the United States is
harder and more difficudt than it wed o be. A second reason is that the old Gelds
of oil are not & productove 25 they once wers, and they are slowiy becoming empty.
A third reason & that the foreign countries which have lots of oil have banded
togetber, and they keep the prices high for the barrels of oil the United States bays,
All these ressons make the oost of fuel high for the consumer.

Gieorge had five dollars to spend at K-Mart. First, be walked around the
stare o check the prices of several items that he nesded. After he had narmowed
his chinces, he returned to the sporting goods, automotive, and stereo aneas. Onoe
there, he bought a spinner fesh lure, a plastic cap-holder for hus car, and a brush and
head-cleaner for his car's cassette player; the sales clerk pui his purchases ina sack,
Now he was ready 1o enjoy some fishing atf the lake, drinking his cold drink, and
listendng to his car's sierso cassere player.

Aler the death of her father, Giloria Vanderbilt was involved in a lengthy
irisl 1o see whether her mother or her sunt would become her guardian, Although
Gloria Vanderbilt is known todiy a5 a famous woman in producing designer jeans
and perfumes, she was onos known s a poor little rich girl. At first, Gloria's mother
wanted custody of Ciloria, but she left the child in the United States with servants
and went on irips to Engliand and Francs for months at a time. Then, Gloria’s aunt
wanied custody to provide Gloria with a more normal childhood. After o long,
tiring court case, her aunt finally received custody of Gloria

-]

Copyright ® L) by Karex 0. Lyerls sad Sain B. Sohumaksr, Lawrsncs, Ksssss §idd

Sample T-1. Lesson 1A. Identifying topic sentences in text.
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TOPIC SENTENCES
Lesson 2A

Topic Sentenca.

IMSTRLCTIONS: Beiow i a lis of len santencss that would make goad Topic Semenoes for paragraphe
Pul & 5" ir the blank 1o e kel o The senlenc: | the sentencs iy & Oenemnl Toplc Semence. Pk e " w
| the biank i the sentenos s & Clusing Topic Semence. Put an %8° in the blank H tha santencs ls B Bpeciia ‘

TR
1

Corpyrragr ® 1O by Kacrwes i (Lpwrs wiell i

Spring 15 an exciting sesxson of Lhe year.
Jack necded four kinds of boods b0 take care of his yard.

Cieneral Wachingion and his men prepared o enoss the Delawane
River in several wiays

The arrival of my first paycheck changed my whole way of living,

High schind seviviiies you can join are pep chab, stadent eouneil,
and debare.

A bird can use & variety of materials 1o build 2 nes.

irthabays inomy famdly include presents, o cake, and a trip.

When be locked through the micrmcope, be saw four things.

Althoungh stsined glass can look petiemless, it is made through a
spodific proces, fof i i an ancient art form.

. The three purposes of o wenther map are 1o oollect, organize, und

ahow what the weather patterns look like for a shart period of time.

¥

B Sckempiver. Lasrrenne, Kateis ibed

Sample T-2. Lesson 2A. Identifying 3 types of topic sentences.
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TOPIC SENTENCES Name
Lesson 3A Date -

INETRLCTIOMS: Afer looking & the topis and detslds listed, writs @ Topic Santarcs Mat would Bt ham
Wirthe tha kind of Iopic serlence named for sach tem

TF®
P Tiphe: Wowels  Dutalle sk, g, codas, walsa

— larmarad Topie Sawiame
'I'{H_

Toper (leioer Monoers  Deini: Froskesges Diwals, Wall Sas, The Wmsmey

Ulurisg Taple Senbence:

Tapies Foothall Perticipants. Details: coaches, 11 plapers, relenees, s
sipecific Taple Sentence:

Tople: Casses of Allergies. Details: Toods, sirborme polloos, chemical

Capnoral Togeg Senlence;

Tepder Rivers in the United States. Detalls: Mississippl, Kamsas, Chio, Missouri rivars

Cluiclng Tophe Senilemie:

Tegds; High School Popalitsm. Detadls; sophomores, pemeom, setsors, BradBSoi, sl insdrelior
Spavifie Tople Sentence:

Tople: Sadi Pop. Detalle: Cobe, Popia, Seves-LUp, De. Pepper

R e

Tople: Mukics] lsoreses;. Detaiic puilar, drams, pann, Wolin
Scillc Toph: Sentemse

Topie Immigranis to the Unsied States. Detnills: Russhans, Chinpse, Baglish

fienersl Taple Senlence

. Topls Prosdeots Delalls; Kennedy, Liscoln, Wilson, Feflerecs

Your Cholee Topie Sentence:

11

Capyrigac ® 1200 by Earen D Lyeria and Jens B Schanialer, i, Barmas el

Sample T-3. Lesson 3A. Writing 3 types of topic sentences.
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DETAIL SENTENCES hams
Lesson 1A Dute

INSTAUCTIONS: In the loliowing pamgraphs., undedine the Detal Benences with one line, and circks sach
erarsmiion In the Detal Santences. To i B of each paragraph, wiile (he number of Dotall Semences in tha
Blank marked "0°; write the number of Iransitions in the blank marked *Tr"

0T oL Thomas thought of Gve reasons why he deserved a raise. First, he was

—_——— always punctual or oo Eme. [n addition, be wed only about five days of his sick

O{N T leave every year. Furthermore, be willingly worked overtime. Asoiber reason

| ! | s that the foreman never bad so yell ai him 1o get back to work, and he always

- - made an effort o do & good job., Afuer he had worked for the rallrosd for two
years, Thomas asked for &nd received a rakse.

Student eouncil representatives are decision-makers and onganizers, and
they provide valuable services 1o the commundty, Most § nq:rmmul}u, they help
make decisions to create a better high school for siudents. Mext in importance,
they are responsibde for organizing moss of the dances during the school year.
Finally, during Thanksgiving and Christmas holidays, they collect and deliver
poods to the iown's necdy familics. These are some of the important contmilbe-
oS that stadent council represeniatives malke o their high school and 1own.

1 learned some fascinating facty alsoul moeans in my sciencs ook First,
[ learned that the ocean floor covers an ares aqual to approzimately 65% of the
carth's surface. Then, | found that the seean floor is eovered with mouniaing and
valleys like those on land. Another interesting fact | learned was that most of the
infnrmation about sen foors was gathered after 19440, Finally, I learned that the
base of the acean floor is called “oeze™ and s composed of the skeletons of ey
Ooating marine creatunes. Owverall, | learned thar there is much 1o be discovered
ahamit the ocean foors shbhongh & kot of information sbresdy has been gathered

Many things happensd & the storm swept over the small sown of LaBen.
In the sky, lightning fashed, and thunder roared, The sky looked black as purple
cloudds hid the sun and raced across the sky. On the ground, trees were uprooted,
broken branches and leaves were everywhere, All around, the wet smeall of rain
was in the air a8 the soltball-sized hail, followed by sharp, stinging pellets of rain
crashed down upon the town. The town was in the grip of this viokent storm for
wver fve howr.

Collages are fun 1o make. You will need four pieces of equipment to make
& collape, The larpest item vou will need is a big stack of magarines from which
wou will select the plotures that will represent vour idea. The nexi-largest femwill
bve & big piece of paper on which you will glee all your pictures. The two smallest
items you will need are scissors and glue for cutting out pictured from the
magazines and pasting them on your paper. In the end, you will have an idea
collage that reflects part of vourself to other people.

L)

Canpeprighil ® E380 by Earen T Loveis sl Joit B Schemsionr, Lawresin Kontras R

Sample D-1. Lesson 1A. Identifying detail sentences in text.
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DETAIL SENTENCES N e —
Lesson 2A Dete

IMSTAUCTIONS: Below & a st of fen sertences. Five of Shem would maks good Lsecd-of Sertences.
and B woukd make good Folos-up Senlences. In the bank o the kel of sech sertence, wiile an L" TR
& o Leact-off Sentencs, wris an T 8 i o Folowup Santence. i

Dy
i 1. The Marshall Izlards are an American Protectornte,
L]
— 2 After she got out of the car, she walked & mile down the dint road
to meet the spy.
3
—3  Inaddition, voa will be able to interview for a job, but you will be
limited in the oumber of jobs for which you can apply.
ikl
|_ | — 4. You will put the top on the blender and start it
43
| —_— 5 The reader will potice the difference immediately,
L
D43y
6. MNext, the leaves on the trees shook when the wind came.
| Lk
‘ 1. Adter the ceremony, the people formed u eircle around the bride
| ] and groom.
f L]
i — B, The blades onice skates are sharp, and they can be dangerous i ot
i handbed properly,
o
9, Inthe morning, | climbed up the tres 1o get my kitten, and | lipped
aned feil.
e ,
r 1. Charles A Lindbergh landed the plane salely in France
Total
=
3 Capright ® 1990 by Karen [ Loorls snd Jean B Belumekar, Lasrense, Knnana 85044

Sample D-2. Lesson 2A. Identifying lead-off and follow-up detail sentences.
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DETAIL SENTENCES e
Lesson 3A Diata

HETAUCTIONS: Fof sach Topic Semence

1, Ligt or nobs the ley worde of phiases 1or o1 besst thive supponting detals you would cover in ths
pataranh

2 Choose a seguenos. and weite the rame of L seguence in the sequence bo

1. Put rumbers in the cirdles e bo the lished details to maich e ssquence in this sequsnce o

4. List a1 inasl three transhion words or phrases Bhal could be used with Bhe chosen saguence.

1. Topic Semience:  The new living room will be & sight to behold T

Dty
s b T ]

Jane's vacation was the best trip she had ever
had for four reasons.

Detuily
O
Yy
)

(! ¥
I

.-_-—'
O

My new job changed my life in several ways.

Dadalls
OO )

ot i

— )

L]

i)

Bchunaber, Lawrenos, Kanias B4

Conyright # 1900 by Karen [ Leerla aad Jesn B,

Sample D-3. Lesson 3A. Listing components of detail sentences.
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DETAIL SENTENCES N
Lesson 4A [

INSTRUCTIONS: For sach Topic Senlence

1. Bobe the key words or phrases [or al least thres supponing details

Z Ful numbsans In tha clrclas nesd o Bha delaBs tn slonky thal sasrcs

A Ll at lonst 1hres transition words o phrases Thal it the ssguenos

4 D bnod paper, déseiop sach key wond of phrase inlo & complels Detall Sentence.  Includs the
wrniEtion words and the appropriste point of view snd lenss in ssch samtence. Use ai least twe
rienos hypes. Wiike on every ol e

1. Toopie Bentenca: iy sister saw fous exciting aets at the clrous. B 'ﬂ"

- 30

e |
Pans

P
HO{1p B{im M) L___J

[ [ ] O

T o) PEwE) TR

L |

classroom,

% Topls Santencs: You can séa & variety of equipment in tha [m FOY.| Tenss
Spaca

2 Prasssy
Tmuﬂl-i

Tigtml

an

Copymghi ® 100 by Karer Dk Lyerls weil Josn B Bebarmakar, Lawrpron, Knasas Gi0dd

Sample D-4. Lesson 4A. Listing components and writing detail sentences.
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DETAIL SENTENCES Mg
Lesson 5A Cate

INSTRUCTIONS: For ssch Assigned Topic

1 Virte the lopie for your pamgFARn.

2 G&mﬂqunwnyﬂmm.mumum, poind OF Vg, and bands, and By
Bt il

A List at laast thiea tmrsition words or phrases.

4 On lined paper, 'writa the tise, an appropriate Topic Sentence, and at least three Lead-off Detal
Hartences that mabch the fems in your diagram. ‘Weite at keast ane Follow-up Detall Sentence, Use ai
Il (0 BENTENCS bypes. Wits on every aiter B,

1. Assigned Topss: Describe your bome, Bequencs | POY, | Tensss |
Topla:
\ Detais Teansllben wisids
FOE TE I\(.-_.-'— _
| [ fpee O
oppg L
PENSI) Trif) &

I pNe

i Assigned Tople:  Describe something funny that someone did, | Segeenss . . *| Tanae

Topie: — |

Il___— % Cwitnlly T rdibinedy et G
]
oE T el
- ™
TR
1 L Pt
.l'ﬂﬂ"l_ "I"Il'l-j o
™
— - ¥ - -
, Segeancs | FOY. | Temss
I L Agmigred Topie:  Desaribe someone you would ke v know. l [ |
Tophe: = 1
Tranifian woeda
Yy —
rom TR et
’ 3 f’le
| L IR
PENST) THT) [ () I
. # I -
r .
o
[ II“'- —".I_
Tobsl

Capr gt ® 1980 by Karen D. Lperin sad Ssan I, Soramakar, lawrenss, Kxnses ddiid

Sample D-5. Lesson 5A. Complete paragraph diagram and write paragraph.
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CLINCHER SENTENCES Mt :

Lesson 1A Cats

IMETRUC TIONS: in the ioliowing parsgrachs, drss ore e onder the Clincher Sentencs. and circls the
corchuding irenslion word or phress.

s Trn L

—

L1 ]

cim T 2.

Cim Trin 3.

G THY 4,

Cim Tr1 5.

Mot st dhrinks are made of soda water, sugar, and favorings. In 1772,
the firsl sodda water was made in England although soda water dida't become
popular uatll after the 1830 Each Bounce glass of soft drink contains 8
teasponns of mgas, and saft drinks can include lemon, cherry, grape, and lime
Aavorings. Now, the aversge American drinks 500 8-ounce glasses of ol drinks
per year, acoording to the Department of Agriculture. As can be seen, soda water
is a very popular drink in America todsy,

People train for at least four vears before they can become certified as
teachars, Most importantly, in their classes, they learn how (o teach students,
Mext In importance, they must learn their subject matter, o they can tranifer that
knowledge to their students. Finally, they must know bow 1o constract and grade
papers and tests and lead discussion clusses, Thus, becoming a teacher tikes de-
termination, lots of hard work, and many years of training,

Some animals have special names when they are young. For example, a
by goat is known as a kid while 2 baby sheep is known as a lamb. For other
examples, baby frogs are tadpoles, baby dogs are pupples, and young cats are
kittens, Young bears are called cubs. To conclude, many young animals have
different mames than their parcnts; can you think of soy more?

Learning 1o play vollevball takes practics, paticnoe, and padding. Volley-
ball & a game that is pod bearned casily. First, the skills that & player needs, such
= werving, bumping, spiking and sesting. require long, hard bowrs of practice.
Another requinement is.a kot of patience as the player repeats drills o learn these
skilky over and over again. The third requirement, padding on a player’s koees,
makics good semse because many times a player must dive for the ball and collide
with the hard fioor, In summary, playing volleyball well requires low of effort and
hard lonoscics.

Wihsen you're interviswing for a job, you need to ask questions concerning
the job's benefis. First, does the job have health insurance coverage? Second,
is demeal care included? Third, are there recreational benefin? Fourth, what is
the vaeation plan, and do bonuses come under the benafit package? In concla-
abon, these are just some of the questions you should ask when interviewing for a

joh,
4

Coprright ® L8 by Karer D Lyeris aad Jeaa B Sehamaker, Lawronce, Kansas 61014

Sample C-1. Lesson 1A. Identifying clincher sentences in text.
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CLINCHER SENTENCES  teme — -
Lesson 2A Date
INBTRLCTIONS: Balow ig a lisi of ten sertancos Bhal would make good Cincher Beniences for pamn- |
grapha. Pyt 8 56 in the thank 10 1he [ of the sertonsa ¥ g sermence b 8 Genenst Clincher Santsnos
Pul & "C" im Eha blank ¥ the sentence |8 o Clusing Cincher Sertonca. Pul an "5" in the blark i (ks senbence
I a Spachic Clincher Sertance,
Cix
Il — L In reveew, there are different kinds of douds, mcheding cnmes,
' cumuli, nimbos, and stratas chouds,
G
| — % As poresalt, Vice Presldem Johnson became Preabdent of the
| Linited Siates,
e 3 Because of these three problems, the scientists will have 1o work
| hard 1o perfect a cure.
Ci%
B l — 4, Forthes five reasons, [ feli that oy whole lific had beea & series of
mislakes
= . . .
5. Toreview, maintaining & car requires care, knowledge, amd me-
| chanical skills.
Ci%
[ i — 6 Toconchude, you can feel swkward being the only boy a1 the party.
! ci ) .
l " 7. Thus, the french fries were awfil, the surroundings were tscky, and
| the service was poor.
=k
| | i Inreview, Karen had to learn how to operate the cash regesier, o
] maks change, and to wrap packages in order todo her new jobwell,
Cin
9. Ascan b seen, all mén are nod creaded cqual
=k .
| I In summary, the anlmals could have their sanctuary back o
| eombinuee their lives onee the raging forest fire was finadly put ows,
Talal
i [ ]
| 5o
Cajerighl ¥ 15650 by Karen [k Liveia aid Joie E Behombosr, Laereaee, Kifssd S

Sample C-2. Lesson 2A. Identifying 3 types of clincher sentences.
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CLINCHER SENTENCES tem
Lesson 3A Daie

MHSTRUCTIONS: Afer inoking o the Tops Sements and Detal Sementel willen bod aach panagraph, wits
& Chrcher Sartences et wouid 5 e opic and detsls. Wire the kind of Clncher Bartencs spacad for
st pEERgNRCH Meluts s Corctating Tramston i mch e

cin L Hilge ety Ly by By g ey g ol g PG 2ofd et Barer et prodiecty, Mader
Eatal ol b e imalisaliy im 166, amd b foamnet (3l many cafs weee oot mb, Smor Pt tme,
be has checked o other convarser probicms, Receatly, be lound that some of the meats tat people
were buyisg were unsale, Ho also oo thal some TV et gave off desgerous X ram.

Clusing Clircher Samence:

Bdany specles, such as the hison, Califoraia condor, bald osgla, and whoogseg ensse, are near
oxtimction Bnday. Mo, only protectsd herds remain of the bison. Recost sslsates show that anly s
few doven whooping cranes are pow alive. Akhough bald cagles and (ke Californis condor sre
pr e e by law, miany pecqie dicregard the lew and shoot them saywsy. [ addition, sl |hese ssissals
may berome ealing hecause of discase sad the pse of pesticsdes.

Genernl CEncher Sentence:

T Mt m Wedoe i Emoge’s B puoaflbir Sonsl i fof weved sl ibinedn, Fard, o 5
thes gt st s i Erropes. 10 st 12658 feet high Sevomd, i@ b o sprctaculer wight byoame
8 b aped ke o jugged prramid, Thand, i & challeagiag 12 climb. Akhough Sany prople haw
chimbed the Maberbors g 1565, many b died Irying.

Spacific Clnchar Sentencs:

Lasrnlng a irede, learning to scoept responsibility, and ¢arsieg mosey are thret important
nlvanbages bohaving a job. Maost important is being abde fowork il a ol losreieg @ trade. This beaches
s perann nirs akilla, Also, lesrsisg to sccept responsdhility for the job mskos spemon grow. Of comrse,
earning money for working on the job cealdes & person o provide lor his o Ber shelier, lood, and
ivorall Brayle.

Clusing Clincher Serence:

The greatens “sealer of all tme Bad b be Ty Conbibfow fwns svasmn. First or s 597 bamses
i b careey Sevond e was pood af sealing banes i mcsreeon. Che e Sfprond dave, be roached
st b et by peiting a hiit or by “waliing * Hie then wend cn bo steald iocoasd, thind, nd home.

General Clincher Serdence:

44

Caprright ® 1950 by Karen [ Lyerls and Taan B, Sohumaber, Lawranoe, Kanas G0

Sample C-3. Lesson 3A. Writing 3 types of clincher sentences.
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