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ABSTRACT 

CATHERINE BISHOP GARDNER 
THE WRITING WORKSHOP: A MIDDLE SCHOOL'S EFFORT TO IMPROVE 
STUDENT WRITING 
Under the direction of DR. KELLY REFFITT 

The purpose of this dissertation is to provide an in-depth understanding of the 

implementation and effectiveness of the Writing Workshop in sixth and seventh grades at 

a suburban middle school in Middle Georgia. In order to provide an in-depth 

understanding, two research questions guided the study: In what ways does a suburban 

middle school in Georgia implement the Writing Workshop in the sixth and seventh 

grades? In what ways does the teachers' implementation of the Writing Workshop 

demonstrate its effectiveness? 

This study utilized qualitative methods to determine how one school understands 

and implements the Writing Workshop in the sixth and seventh grades. The following 

data sources were employed: (1) classroom observations of writing instruction, (2) audio 

recordings of teacher interviews, (3) student writing samples, and (4) Georgia Writing 

Assessment scores. The method of constant comparison was utilized to analyze the data. 

A major theme that emerged regarding the first research question is that the teachers at 

this school are a community of professionals who share the same writing instruction 

xiv 
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beliefs. This theme is supported by six additional findings. A second theme that emerged 

is that students in this school are exhibiting eight characteristics found in good writers. 



CHAPTER 1 

INTRODUCTION TO THE STUDY 

Background of the Study 

High-stakes testing is becoming an ever domineering factor in the education of 

children in America. Due to the No Child Left Behind Act of 2001 students are expected 

to pass state-mandated tests that determine competency of subject matter on grade level. 

Specifically in the state of Georgia, a writing assessment was added and is administered 

to students in grades 3, 5, 8, and 11. This educational focus can cause teachers to either 

teach to the test or concentrate more on the processes utilized in order to effectively teach 

students how to write (Higgins, Miller, & Wegmann, 2006). The Georgia Department of 

Education (DOE), encouraging the latter, hopes that a spotlight on effective writing will 

be evident in the language arts classrooms, and they also hope the emphasis extends into 

the content areas as well, as evident by each subject's writing standards. "In school 

settings, writing is often the primary way students demonstrate their knowledge and 

academic competence both in classrooms and on high-stakes educational assessments" 

(Saddler, 2007, p. 163). So, by including standards for writing in all subjects and grade 

levels, educators are hoping to help students demonstrate their understanding and 

increase their academic competence in all areas. 

This study resulted from the implementation of the Writing Workshop in the 

middle school where I am employed. The concept of the Writing Workshop transpired in 

1 
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an effort to provide a consistent and systematic approach to teaching writing across the 

sixth, seventh, and eighth grades. In the end, the school hopes to see improvements in 

students' writing abilities as well as in the writing test scores for the Georgia Writing 

Assessment given in the eighth grade in January of every year. The school directed the 

implementation of the Writing Workshop to take place during the 2010-2011 academic 

school year. 

Theoretical Framework 

The theoretical ideas of Vygotsky (1978) have greatly contributed to 

understanding the social aspect of learning to write. Vygotsky embraces sociocultural 

theory which exists on two levels. First, through interaction with others, and then 

integrated into the individual's mental structure. Vygotsky (1978) found the following: 

Every function in the child's cultural development appears twice: first, on the 
social level, and later, on the individual level; first, between people 
(interpyschological) and then inside the child (intrapsychological). This applies 
equally to voluntary attention, to logical memory, and to the formation of 
concepts. All the higher functions originate as actual relationships between 
individuals, (p.57) 

Specifically, Vygotsky claims that learning is a social process and that children's 

interactions with other people influence the use of their culture's signs and tools, 

including written language. As a result, children develop and mature as they take part in 

social activities such as problem solving situations. As time progresses, children 

internalize the processes experienced collaboratively (Dyson & Freedman, 2003; 

Greenfield, 1984). 

A second aspect of Vygotsky's theory is the idea that the potential for cognitive 

development is limited to a "zone of proximal development" (ZPD). He believes that 
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social interaction and learning leads a child's development. In order to promote this idea, 

it is held that the teacher should aspire for a student's ZPD which is defined as "the 

distance between the actual developmental level as determined by independent problem 

solving and the level of potential development as determined through problem solving 

under adult guidance or in collaboration with more capable peers" (Vygotsky, 1978). 

Dimitradis and Kamberelis (2006) believe that ZPD is the following: 

Situated within the context of the specific social and cultural environments with 
which the child or learner is involved. These environments are constructed in a 
web of social interactions and relations, and so learning in the ZPD leads not 
only to the development of concepts and knowledge but also to the development 
of culturally appropriate practices, (p. 197) 

Thus, teachers need to be aware of their students' existing skills and knowledge 

understandings and provide collaborative support to move them along their zone of 

proximal development (Dyson & Freedman, 2003). 

Vygotsky's sociocultural theory lends itself to practical classroom applications. 

According to Dyson and Freedman (2003), schools can encourage development best if 

they are social places that allow students the occasions to interact with others, including 

peers and teachers. This can be accomplished through social interactions including: 

teacher-guided class collaborations, teacher conferences with individuals or small groups, 

and formal and informal interactions among students themselves (Larson & Maier, 2000). 

Teachers should collaborate with students and model both problem-solving processes 

while also involving learners in those processes (Dyson & Freedman, 2003; Lee & 

Smagorinsky, 2000). 
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When taken into the context of writing instruction, teachers and peers are to 

provide meaningful support as writers, and they must be able to maintain a flexible 

environment in order to accommodate individual needs (DiPardo & Freeman, 1988). A 

flexible environment is a setting in which the students have the abilities to concentrate on 

different concepts and elements as needed. Additionally, it provides the classroom a 

structure that allows for the teacher and students to meet socially in various forms, as 

previously mentioned. Ultimately, this creates an atmosphere for the teacher and students 

to accommodate the social interactions that should occur. 

Background on Writing Instruction 

In 1986 George Hillocks completed a landmark study in which he reviewed 

writing research from 1963-1983. However, since its publication, writing research has 

progressed, creating a need for another meta-analysis to be completed. Following 

Hillocks's study, Graham and Perin (2007a) conducted a systematic review of research 

on writing in order to create the document Writing Next where they identified the most 

effective research based instructional strategies for writing. In this article they present 11 

key elements of adolescent writing instruction ranked from most effective to least 

effective. These elements, in order of most effective to least effective, include: writing 

strategies, summarization, collaborative writing, specific product goals, word process, 

sentence combining, prewriting, inquiry activities, process-writing approach, study of 

models, and writing for content learning (Graham & Perin, 2007a). 

Writing as a Process 
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The process approach to writing partially evolved from the work of Maxine Hairston in 

the early 1980s. This educational researcher investigated the topic of processes embraced 

when teaching writing. As a result of her exploration, she proposes a new paradigm 

supporting the teaching of writing using a process method approach. Twelve basic ideas 

for writing are identified by Hairston in her 1982 work including: the importance of 

instructor intervention; instructor support to help students generate content; writing for 

rhetorically based audiences and purposes; evaluation of written product based on 

writer's intention; viewing writing as recursive instead of liner; viewing writing as 

holistic; using writing as a way of learning and communicating; the inclusion of many 

genres; being informed by other disciplines; capability of being taught; based on 

linguistic research; and teachers as writers (Totten, 2003). 

When considering process writing, the method's name dictates its purpose. The 

focus for process writing is on the process or development of writing, not necessarily the 

end product (Freedman, Dyson, Flower, & Chafe, 1987). Modeling and support are 

provided to the students by the teacher and other peers as students work through the 

various stages of process writing, including prewriting, drafting, revising, editing, and 

publishing. During this process, students are allowed the opportunity to write regularly on 

a topic of their choice while working through the entire writing process (Boone, Farney, 

& Zulauf, 1996). 

The Writing Workshop 

The Writing Workshop is a model for teaching that emerged due to the movement 

towards teaching writing using a process approach rather than a traditional approach of 
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teaching writing. Donald Graves, Peter Elbow, Lucy Calkins, and Nancy Atwell are 

among the most prominently known contributors to qualitative, professional literature on 

the Writing Workshop (Coker & Lewis, 2008). Through their works, it becomes clear 

that the Writing Workshop encourages student writers to have an intimate involvement in 

the writing process through the use of their individually chosen topics for authentic 

purposes as opposed to teacher-created writing prompts (Calkins, 2005). It is also through 

this process that students are provided opportunities to learn grammar and mechanics in 

context of writing rather than in isolation (Christopher, Ewald, & Giangrasso, 2000). 

It is important to note that educators who hold a process-writing perspective may 

find the recommendations in Graham and Perin's (2007a) Writing Next alarming because 

some of the practices that have been found beneficial when implementing process 

writing, such as the Writing Workshop framework, are not accounted for in this report 

(Coker & Lewis, 2008). However, Coker and Lewis (2008) note that the Writing 

Workshop framework can encompass many of the other elements listed, such as direct 

instruction of writing strategies during the mini-lesson portion of the Writing Workshop. 

Instead of viewing the strategies in a whole approach, each strategy was viewed 

independently and shown to have positive effects on student writing. Thus, the authors 

articulate that the Writing Workshop framework could provide a structure in which 

teachers incorporate the strategies mentioned in Writing Next (Coker & Lewis, 2008). In 

their review Graham and Perin (2007a) synthesize qualitative research that explores 

writing and literacy instruction and report ten themes that are common across the 

research. The themes that emerged reflect the importance of approaching writing as a 
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process, teaching students strategies to work through the steps in the process, scaffolding 

student writing, and creating a safe and supportive writing environment (Coker & Lewis, 

2008). 

The structure of the Writing Workshop framework embraces a predictable 

schedule for writing instruction. This uniformity in schedule is necessary because the 

consistency of writing time encourages students to adopt habits of writers (Atwell, 1998). 

Thus in order to provide stability in the model, there are three basic components 

suggested for Writing Workshop consisting of: (1) whole group instruction through mini-

lessons, (2) time to experiment with writing, and (3) time for structured response or 

conferences (Fletcher & Portalupi, 2001). However, it is not unnatural to see students at 

different stages of the writing process while engaged in their writing class. 

Writing workshop in the elementary setting. Literature on the Writing Workshop 

framework has provided research on its successfulness in the elementary schools. 

Reviewing studies completed in the elementary setting is important because it allows an 

understanding of the evolution of Writing Workshop frameworks, its effectiveness, and 

sets the context for understanding its implementation in the middle grades setting. 

A meta-analysis of over 700 abstracts was completed by Atkinson (1993) in 

which student writing samples were utilized as the outcome measure to determine 

effective instructional strategies. The Writing Workshop is noticeably the most effective 

approach with a mean weighted effect size of .519 in comparison to the effect size of 

teaching inquiry skills being .425, and computer applications at .318. 



8 

Several years later, Price (1997) completed a study comparing the traditional and 

process approaches to writing. A traditional approach to writing instruction is often 

viewed as a teacher-centered approach to learning writing (Bartlett, 1994) that is 

organized in such a manner that the teacher follows a prescribed sequence of skills in 

instruction (Ray, 2004). During this study, the researcher tested both the traditional and 

process approach, using the Writing Workshop, with twenty-nine fifth and sixth grade 

boys and girls during a three week period. A pretest and posttest was provided to the 

students in the control and experimental groups. After running a t-test analysis, the results 

indicate that both types of approaches were successful in learning 11 grammar skills, but 

that the Writing Workshop group demonstrates greater gains in their application of the 

grammar skills in their writing. Additionally, the Writing Workshop students displayed a 

more positive attitude towards writing and the grammar skills utilized than did the 

students taught in the traditional manner (Price, 1997). 

Furthermore in the elementary setting, research studies such as Hertz (1991), 

Coleman (2000), and Kelley (2003) all demonstrate improvements made by 

implementation of the Writing Workshop model. Hertz's (1991) study examined 

kindergarten students and reveals the ways in which students' writing abilities improve as 

a direct result of participating in the Writing Workshop method. Results exhibit that the 

instruction provided while employing the Writing Workshop framework helped students 

significantly in spelling, in their abilities to use written language, and in their abilities to 

express messages related to their writing. 



9 

Coleman's (2000) study utilized fifty-five first and second grade students during a 

one-year treatment. The researcher's study sought to determine if implementing the 

Writing Workshop would build skills and writing proficiency. At the end of the 

treatment, the students demonstrated significant advancements in their writing skills as 

confirmed by the First Steps Writing Continuum, a method for tracking student progress. 

The First Steps Writing Continuum is a method developed using research into how 

English speaking children develop literacy skills. It was designed to provide teachers 

with a way of looking at what children can actually do, in order to inform planning for 

further development. In essence, it provides teachers with an explicit way of mapping a 

child's progress through observation. During the Writing Workshop, students participate 

in lessons on writing skills, instruction and application of the writing process such as 

brainstorming, editing, peer conferencing, publishing, and celebration (Coleman, 2000). 

In addition to these findings, Kelley (2003) sought to determine the effectiveness 

of the Writing Workshop by using third grade writing assessment scores for students in 

Delaware. During this study, the researcher analyzed the instructional practices of 

teachers whose students demonstrated high standardized writing test scores over the 

course of three consecutive years. In the end, the results of this study imply that student 

achievement is a result of a school-wide focus on process writing through the use of the 

Writing Workshop over several years, policies in the school based on research-based 

writing strategies and frequency of writing, and high expectation for all students (Kelley, 

2003). 
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Writing workshop in the middle grades setting. Writing Workshop has been found 

to be a success in the middle grades setting as well as the elementary setting. It is 

important to review literature regarding the Writing Workshop in the middle grades 

setting because it allows an understanding of how this process approach to writing is 

implemented within a different context and age group and its effectiveness for that age 

group. 

In a study completed by De La Paz (2005), eighth grade students, all on different 

levels of writing, were utilized and taught strategies that they exercised throughout the 

various stages of the writing process, including planning, revising, and editing. Results of 

this study indicate that students in the control group, who did not receive direct 

instruction, did not write as well as those students who were provided the writing 

instruction. 

Bean and Steenwyk's (1984) study reveals the importance of teaching adolescents 

strategies for summarization in order to improve their abilities to present information in a 

concise writing format. During this study, six rules for written summarization were taught 

and mastered. Once the students were comfortable with the rules, they were asked to 

write a 15-word sentence that summarized material presented. Students demonstrated 

great improvement in their ability to summarize and accurately articulate summarizes in 

writing. These lessons appear to have been taught through the use of mini-lessons. 

Another important finding concerns the use of peer assistance when writing 

(Yarrow & Topping, 2001). In this study with fifth and sixth grade student participants, 

the researchers found that allowing adolescents to work together through the writing 
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processes of planning, drafting, revising, and editing written products has a strong impact 

on the quality of the writing produced by students. 

Development of inquiry skills in middle grades students was found to improve 

adolescent writing through Hillocks's (1982) study involving seventh through eleventh 

grade students of various writing abilities. The study demonstrates the importance of 

providing students with a clear goal for their writing, allowing students the opportunity to 

analyze concrete information, and apply their findings from their analysis in their writing. 

Finally, Knudson's (1991) study displays the importance of providing adolescents 

with good examples or models for the different types of writing that are being taught in 

the classroom. It is important for students to analyze these models as well as attempt to 

imitate key elements present in them. Teacher modeling is considered an important 

component in the Writing Workshop (Atwell, 1998). 

Statement of the Problem 

A report commissioned by the National Assessment of Educational Progress 

(NAEP) states that close to 70 percent of students in grades four, eight, and twelve 

performed at or below the basic writing level, classifying them as "low-achieving" 

writers (Persky, Daane, & Jin, 2003). Another study completed by ACT (2005) found 

that one-third of high school students planning to attend college did not meet the 

requirements for college composition courses. These reports illustrate the need that exists 

to improve student writing ability (Graham & Hebert, 2010). 

Coker and Lewis (2008) state, "If effective writing requires mastery of a variety 

of cognitive processes and must be carried out in multiple contexts for multiple 
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audiences, then educators need substantive directives on how to teach the skills and 

strategies necessary to make this happen" (p. 235). They go on to exemplify how research 

on writing is typically produced by scholars in research-intensive universities and 

colleges and that little of it is produced by those in teacher-preparation programs. Thus, it 

is likely that many students in the college setting, who are preparing to teach students 

how to write, are not absorbing and discussing the most current literature on writing and 

are consequently entering classrooms without the essential understandings needed to 

implement effective writing instruction (Coker & Lewis, 2008). 

Many of the current teachers, those who were in the college setting without 

explicit courses in writing instruction, need help understanding the best practices, which 

are evidence-based strategies for enhancing student writing on all levels, when teaching 

writing (Graham, MacArthur, & Fitzgerald, 2007). While literature exists that evaluates 

individual strategies that can be incorporated into the Writing Workshop, there is a need 

for studies that assess the process as a whole and its effectiveness (Coker & Lewis, 

2008). Therefore, when schools are implementing the Writing Workshop, it would be 

beneficial to see how the overall process influences students' writing abilities in that 

particular setting and if student achievement is increasing, lessening the deficiency found 

by NAEP (Persky, et al., 2003). This is especially true in the middle grades context. 

Research on strategy instruction, such as through mini-lessons, utilized in a process 

approach has been observed mostly in conjunction with elementary grades (Coker & 

Lewis, 2008) illuminating the need for more researching regarding middle grades. 

Purpose of the Study 
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The purpose of this qualitative case study is to provide an in-depth understanding 

of the implementation and effectiveness of the Writing Workshop in sixth and seventh 

grades at a suburban middle school in Middle Georgia. 

Research Questions 

In order to provide an in-depth understanding of the implementation and 

effectiveness of the Writing Workshop in sixth and seventh grades at a suburban middle 

school in Middle Georgia, two research questions guided the study. 

1. In what ways does a suburban middle school in Georgia implement the Writing 

Workshop in the sixth and seventh grades? 

2. In what ways does the teachers' implementation of the Writing Workshop 

demonstrate its effectiveness? 

Rationale 

This study examined the effectiveness of the Writing Workshop in a suburban 

middle school setting. After noticing the differences between the involvement students 

were having with writing in the elementary setting, where the Writing Workshop had 

already been implemented, versus the middle school setting, the county literacy coaches 

at the elementary and middle grades levels determined there was a need to implement the 

Writing Workshop in the middle school setting. The administrators at this particular 

school in Middle Georgia made the decision that they would pilot the Writing Workshop 

during language arts classes in the sixth and seventh grades for the academic school year 

of 2010-2011. 
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In today's society teachers are under extreme amounts of pressure to ensure that 

their students pass the high-stakes testing that is dominating the U.S. educational agenda. 

Especially in the field of language arts, the standards often seem vast and teachers must 

attempt to cover them all, while also overly emphasizing standards and concepts that are 

guaranteed to be evaluated on standardized tests, such as Georgia's Criterion Referenced 

Competency Test. Unfortunately, this agenda frequently causes teachers to focus on 

standards other than writing, unless they teach a grade in which the Georgia Writing 

Assessment is administered (Higgins et. al, 2006). The Georgia Writing Assessment is 

given in grades 3,5,8, and 11. Instead of student writing progressively improving 

through the years, with equal emphasis placed on this area in all grades, the students 

typically find that they mostly write in the grades when they are administered the writing 

assessment which is not the intention of the writing test in the first place (Higgins et al., 

2006). 

In order to remedy this situation, a middle grades literacy coach for the county 

immediately began to pilot lessons she created in order to have the Writing Workshop 

fully implemented in the sixth and seventh grades the 2010-2011 academic school year. 

The administrators, understanding the importance of writing, felt that the implementation 

of the Writing Workshop would be beneficial for the entire school and desired to take 

action with its immediate application. It was their hope that interaction and time spent on 

the writing process in sixth, seventh, and eighth grades would first and foremost improve 

student writing and consequently result in increased test scores on the eighth grade 

Georgia Writing Assessment. 
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Accordingly, evaluation of the implemented Writing Workshop would benefit the 

teachers and administrators and provide them with a clear description and understanding 

of how the Writing Workshop is being employed. Specially, there is a need to know in 

what ways this instructional process seems to be benefiting the students in their writing 

abilities, as well as identifying the different areas of the framework that necessitate 

improvements. 

Significance of the Problem 

This study will investigate the Writing Workshop and its effectiveness in a middle 

grades environment. It is significant because it will contribute to the current research on 

writing by using qualitative data to support the theory that process writing instruction 

provided through the Writing Workshop, can lead to improvement in student writing. 

This will be done by describing one school's implementation of the Writing Workshop in 

the sixth and seventh grades. The results will provide the administrators and teachers 

feedback on the effectiveness of their current curriculum for writing instruction and 

where modifications need to occur. Such adjustments could better prepare students in 

their writing abilities for future circumstances as well as show improvements on the 

Georgia Writing Assessment in the coming years. 

By continually attempting to improve the writing instruction in the school, this 

particular school has the potential to become an example school for writing instruction in 

which other schools might model themselves. Ultimately, this could lead to better writing 

practices taking place in not only this school, but surrounding schools and counties. 
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I consider the study both personally and professionally significant because it is 

my school setting in which the research took place. Currently, I am an eighth grade 

language arts teacher. This is one of the grades in which the Georgia Writing Assessment 

is administered each year. Since the sixth and seventh grade teachers are implementing 

the Writing Workshop and are committed to this process approach of instruction, I hoped 

to gain a clearer understanding of how the teachers in those grades employed their 

lessons for the workshop. I believe that the time devoted to writing in these grades will 

not only improve students' writing abilities, but also better prepare students entering the 

eighth grade to perform at higher levels for the Georgia Writing Assessment. 

Methodology 

This study utilized qualitative methods to determine how one school understands 

and implements the Writing Workshop in the sixth and seventh grades. Seventh grade 

classroom observations are one form of data collection that were utilized. Field notes 

were taken during these observations in three different seventh grade language arts 

classrooms including a regular, gifted, and special education classroom. Observations 

took place three times a month for seventy-minute sessions for each of the three 

classrooms. During the observations, I followed the role of a nonparticipant observer. 

These observations allowed me to witness firsthand how the Writing Workshop was 

implemented into these particular classrooms. Data from the field notes were coded for 

emerging themes. Data was then chunked into smaller meaningful parts and each part 

labeled with codes that emerged throughout the data analysis process. Next, chunks of 

data were compared with other similar chunks and grouped under the same code. Finally, 
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themes were identified and documented based on the groupings and coding of data 

chunks (Leech & Onwuegbuzie, 2007). 

Teacher interviews were also conducted for teachers in the sixth, seventh, and 

eighth grades. See Appendix A for interview questions. One special education, one 

gifted, and one regular education teacher were interviewed in each of the grades. This 

data collection method was utilized to provide a better understanding of their Writing 

Workshop classrooms and instructional methods utilized, as well as individual 

perspectives on the workshop approach. Teacher interviews were recorded, transcribed, 

and coded for emerging themes. Again, data was chunked into smaller meaningful parts 

and each part was labeled with codes that emerged. Next, chunks of data were compared 

with other similar chunks and grouped under the same code. Finally, themes were 

identified and documented based on the groupings and coding of data chunks (Leech & 

Onwuegbuzie, 2007). 

Student writing samples were also collected throughout the research study from 

sixth, seventh, and eighth grade students. These samples were analyzed in relation to the 

classroom observations and teacher interviews. This document collection assisted in 

demonstrating how Writing Workshop mini-lessons were incorporated and if suggestions 

and feedback provided from the teacher and other students were employed by the writers. 

Confidentiality was maintained when collecting student writing samples. 

Lastly, I reviewed Georgia Writing Assessment Scores. These scores were 

examined as a whole instead of releasing individual test scores. Data will be presented in 
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the manner of providing the percentage of students who did not meet, met, or exceeded 

the Georgia Writing Assessment test. Scores were collected from years 2007-2012. 

Limitations, Assumptions, and Design Controls 

Limitations and Delimitations 

I utilized a qualitative approach to research that employed the use of observations, 

teacher interviews, student writing samples, and Georgia Writing Assessment scores. Due 

to time constraints, one limitation to the study is that I was only able to complete 

classroom observations for the seventh grade. The observations had to occur during my 

personal planning time. Therefore, I decided to pick the seventh grade to observe because 

I could collect and analyze their Georgia Writing Assessment scores the following year. 

Also, this was a year that the seventh grade would be piloting the Writing Workshop. 

Ideally, the study would have benefited from observing the sixth grade classrooms as 

well; however, teacher interviews in addition to evaluations of student writing samples in 

the sixth grade were still included in order to depict a clearer understanding of the writing 

instructional practices utilized in that particular grade. 

Results of the study limits generalizability in that it evaluates only one school, a 

suburban middle school in Middle Georgia. It is critical that other researchers closely 

examine the site participant sample information before assuming that any findings could 

be applicable to other settings. Also, it is important to note that a causal relationship 

cannot be established between implementation of the Writing Workshop and Georgia 

Writing Assessment scores due to this being the first year of the framework's 

implementation. 
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Finally, I will study the area of writing instruction. Reading and the combined 

effect of reading and writing instruction will not be studied. The next section will outline 

the assumptions that were held during this study. 

Assumptions 

In reference to the data that was collected through teacher interviews, I assumed 

that the information was factual and accurate. I also assumed that the quality of writing 

instruction remained the same on days that were not observed as well as those that were. 

A further assumption held is that teacher participants in the study believe that they 

can teach all students and help them improve their writing abilities through best practices 

in writing instruction. This idea coincides with a final supposition made that all children 

can improve in their writing abilities through a process method of instruction and that 

instruction should be continuous throughout the students' schooling experiences. 

Design Controls 

In order to ensure that I gain a clear understanding of how the Writing Workshop 

is implemented in my research setting, I completed repeat observations in each of the 

classrooms utilized in the study. I also collected rich data in which I provided a 

significant amount of detail to help present a revealing picture of the case. Finally, all 

data collected from observations, teacher interviews, and students' writing samples were 

checked through respondent validation or member checking (Maxwell, 2005). 

Definition of Terms 

The definitions provided are for key terms utilized throughout this study in order 

to supply the reader with context in which to understand this study. 



20 

Brainstorming-Brainstorming is a group activity or individual activity that generates 

many possible ideas for a particular topic (The Writing Site, 2008). 

Drafting- Drafting is the phase of the workshop in which the writer puts ideas into 

written form based on brainstorming. Content is the key component rather than grammar, 

mechanics, or spelling (The Writing Site, 2008). 

Editing- Editing is a process that specifically deals with mechanics, grammar, and 

spelling. This step can be accomplished through self-editing, peer-editing, or teacher 

assisted editing (The Writing Site, 2008). 

Effectiveness- Effectiveness is the degree of success that can be determined from 

instruction occurring in the class (Nilson, 2010). 

Feedback- Feedback is the process in which students receive input from others about the 

sufficiency of their written products (Graham & Perin, 2007b) 

Informal Interviews- Informal interviews are unstructured conversations that take place 

and are used a strategic part of observations (Hatch, 2002). 

Mini-Lessons- Mini-lessons are brief lessons taught by the teacher in which he or she 

presents one idea or craft that can be incorporated into student writing (The Writing Site, 

2008). 

Peer Editing- Peer editing is the act of a student giving his or her paper to another student 

to read and offer feedback regarding content, grammar, and mechanics (Bauman, 2010). 

Prewriting- Prewriting is a phase in process writing that allows the author to determine 

the topic, audience, purpose, and style for writing. Some effective forms of prewriting 
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include: outlines, brainstorming, lists, webs, or other graphic organization devices (The 

Writing Site, 2008). 

Process writing approach- Process writing involves recursive stages of writing including: 

prewriting, drafting, revising, editing, publishing, and presenting. This term is often used 

to describe the approach utilized in Writing Workshop (Jarvis, 2002). It also involves 

opportunities to write for authentic audiences, student interaction, creation of a 

comfortable and safe writing environment, personal/self-reflection and evaluation, and 

personalized individual assistance and instruction through conferencing (Graham & 

Perin, 2007b). 

Publishing- Publishing is the final phase in the Writing Workshop. During this phase, the 

completed writing is shared with others or displayed (The Writing Site, 2008). 

Revising- Revising is the process in which the writer works to clarify his or her writing 

content, organization, and style (The Writing Site, 2008). 

Social Collaboration- Social collaboration is the act of students working together in a 

variety of ways including whole group, small group, and pairs. Typically this time is used 

for students to provide feedback and encouragement (Lenski, Wham, & Johns, 2003). 

Traditional writing approach- Traditional writing is an instructional approach that is 

teacher-centered and which emphasizes correctness of form (Pollington, Wilcox, & 

Morrison, 2001). 

Writing Workshop- Writing Workshop is a process method for teaching writing in which 

whole group instruction, typically through the use of mini-lessons, is provided and 
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followed by time for writing by students, and completed with structured response from 

various peer and teacher groups through conferencing (Fletcher & Portalupi, 2001). 

Summary 

An overview was provided in the introductory chapter which offered background 

on the research topic, theoretical framework for the study, a statement of the problem, the 

purpose of the study, limitations and delimitations, and definitions of key vocabulary that 

will be utilized. The purpose of this case study will be to provide an in-depth 

understanding of the implementation and effectiveness of the Writing Workshop in the 

sixth and seventh grades at a suburban middle school in central Georgia. The evaluation 

will answer the following research questions: In what ways does a suburban middle 

school in Georgia implement the Writing Workshop in the sixth and seventh grades? In 

what ways does the teachers' implementation of the Writing Workshop demonstrate its 

effectiveness? 

Chapter 2 will provide a review of literature related to the research questions. In 

this section, both qualitative and quantitative research studies will be synthesized and the 

theoretical framework in which this study will be viewed is reviewed. Chapter 3 will 

explain the research design for the study. The population and sample utilized will be 

described as well as the data collection, and instrumentation. Chapter 4 will present the 

analysis of data and chapter 5 will provide findings, conclusions, and implications of the 

findings for future practice and research. 



CHAPTER2 

REVIEW OF RLEATED LITERATURE 

Traditional Approach to Writing Instruction 

The traditional approach to writing instruction is an approach primarily based on 

linear, straightforward procedures to produce a product (Pollington et al., 2001). Often 

seen as a teacher-centered approach to learning writing (Bartlett, 1994), this approach is 

organized in such a manner that the teacher follows a prescribed sequence of skills in 

instruction (Ray, 2004). Preprinted materials such as worksheets and textbooks are 

typical resources used when instructing a class using this approach (Funk & Funk, 1989). 

Additionally, it has been found that teachers generally do not pay attention to the needs of 

the students or context in which writing lessons are taught (Tidwell & Steele, 1995). 

Instead, the teacher determines the topic, audience, frequency of writing time and also 

places a large emphasis on grammar and conventions (Pollington et al., 2001). In the end, 

the product of writing is more important than the process students experience (Smithson, 

2008). 

Furthermore, the traditional approach to teaching writing usually calls for whole-

group instruction for extended periods of time and rarely bridges into other content 

subjects. When writing occurs, the students are to follow linear steps of writing resulting 

in a final product. In the end, the product of writing is deemed more important than the 
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process students used to come to that final piece (Smithson, 2008). Assessment on the 

final product follows, typically narrowing the audience of the piece of writing to the 

teacher (Pollington et al., 2001) and focusing on correctness of grammar and mechanics 

(Emig, 1971). 

Concerns about the Traditional Approach to Writing 

Pollington, Wilcox, and Morrison (2001) claim that utilizing a traditional 

approach to writing instruction does not appear to provide students with personal 

incentives for writing. As previously mentioned, topics, audience, and frequency of 

writing time are often predetermined by the writing instructor, and therefore leave the 

students with very little choice. Thus, no ownership for writing pieces is felt by students 

and they often complete assignments only to bring it to an end. 

A second concern raised deals with the emphasis placed on grammatical and 

conventional issues in writing. It has been found that, regardless of its popularity, lessons 

and activities that are strictly grammar based do not transfer into real student writing 

experiences and do not improve student writing overall (Harris & Graham, 1995). This 

lack of transfer is a result of skills being taught out of context (Pollington et al., 2001). 

Also, the importance that is placed on such skills becomes the chief criteria by which the 

student writing is judged (Emig, 1971) causing students to limit their writing to only what 

they know instead of taking chances (Smuin, 1993). 

Finally, when implementing a more traditional approach to writing, student's 

writing is not used as a learning tool but instead operates as an assessment. Teachers are 

often found providing students with a specific topic, audience, and purpose for writing 



25 

and focus on the product of the assignment (Pollington et al., 2001). In fact, Proett and 

Gill (1986) found that when teachers collect a final product, make corrections on that 

product, and then give the assignment back, little correlation exists between the corrected 

work and student improvement on future assignments. 

The Shift to a More Process Approach to Writing 

A pivotal study completed in regards to American secondary schools and writing 

was completed by Applebee (1981,1984) and included studying writing in a range of 

subjects. This three-part study involved 309 observations in two Midwestern high 

schools, a questionnaire study from a sample of students in grades 9 and 11 in 196 

schools, and case studies of students in the schools observed (Hillocks, 2008). The results 

of the study demonstrate that while writing was present in the subject courses, typically 

utilizing around 44% of the lesson time, researchers found that only 3% of the time inside 

of school and at home was spent writing paragraph-length work. Additionally, he also 

found that when students were to write essays, the products were treated as tests of 

previous learning and students were spending little over three minutes for activities 

related to prewriting (Applebee, 1984). 

During this time, Applebee (1984) identified five common methods of teaching 

writing including: 

1. Questioning. Teachers had students bring their writing in class, so that they could ask 

questions about what was expected if they found themselves in difficulties (p. 78). 
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2. Providing Examples. Model pieces of writing were used in 29% of the classes as a 

means of "introducing new forms of writing" according to the results of the survey 

(p.78). 

3. Brainstorming. "Brainstorming... was reported in use by some 3% of English teachers 

and by no more than 14% in any of the other subject areas" (p. 80). 

4. Requiring Drafts. Less than 33% of teachers asked for more than a single draft. 

5. Providing Feedback. "The major vehicle instruction, in all subject matter areas, was 

the teacher's comments [on] and corrections of completed work. Errors in writing 

mechanics were the most common focus on these responses; comments concerned with 

the ideas the student was expressing were the least frequently reported" (Applebee, 

1984). 

While no comparable study has been completed since Applebee (1981, 1984), 

Hillocks (2002) offers research that allows for some comparisons. Hillocks's (2002) goal 

was to determine the impact of state writing tests on the teaching of writing. He focused 

on five states, consisting of Illinois, Kentucky, New York, Oregon, and Texas and 

utilized resources including state documents and other materials that assisted preparing 

the students and schools to perform well on the tests. Additionally, he completed 

interviews with more than 60 teachers and more than 20 administrators or supervisors in 

six school districts in each state (Hillocks, 2002). 

Over the 20 years that existed between Applebee's study and Hillock's study, 

there were considerable changes in the teaching of writing (Hillocks, 2008). One such 

area involves the amount of time spent on writing pieces with one paragraph or more. 
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While Applebee found that only 3% of the time spent on writing was devoted to such 

practices, Hillocks found that nearly all of the teachers interviewed expressed the use of 

multi-paragraph compositions (Hillocks, 2002). 

Another difference found between Applebee's (1984) study and Hillocks's (2002) 

study involves the issue of time spent on preparation of writing. An increase was found in 

Hillock's study that indicated an increase in time spent for preparing for writing as well 

as great attention being given to audience. Furthermore, Hillocks (2002) found that on 

average 78% of the language arts teachers utilized model pieces of writing, almost two 

and half times the number Applebee (1981,1984) found. Moreover, when Applebee 

asked his teachers what instructional procedures they felt were important, only 37% of 

the English teachers cited brainstorming as important. On the contrary, Hillocks (2002) 

found that an average of 71% mentioned using brainstorming as a prewriting activity. 

Finally, Applebee (1981, 1984) found that only 26.4% of English teachers allowed for 

time for students to read each other's writing, whereas Hillocks found that 65.8% of his 

educators reported utilizing peer response (Hillocks, 2002). 

A similarity that exists between the two studies involves revision. Applebee 

(1981,1984) conveyed that 59.3% of teachers of English thought that writing more than 

one draft was important in teaching, and Hillocks (2002) found similar results with an 

average of 60.4% reporting only utilizing one draft. 

Following Hillocks's (2002) study, Graham and Perin (2007a) conducted a 

systematic review of research on writing in order to create the document Writing Next 

where they identified the most effective research based instructional strategies for 



28 

writing. In this article they present 11 key elements of adolescent writing instruction 

ranked from most effective to least effective. These elements, in order of most effective 

to least effective, include: writing strategies, summarization, collaborative writing, 

specific product goals, word process, sentence combining, prewriting, inquiry activities, 

process-writing approach, study of models, and writing for content learning (Graham & 

Perin, 2007a). 

Evolution of Middle Grades Writing Instruction 

Instruction in middle grades written composition has advanced greatly since the 

1940s when instruction was almost completely nonexistent. Until the early 1970s, drill 

and skill activities that focused mostly on isolated elements of language structures were 

the main source of instruction, with systematic, research-based instruction being 

undetectable in the classroom (Simmons & Carroll, 2003). However, beginning in the 

early 1970s, a new focus emerged as a result of organizations such as the Bay Area 

Writing Project. 

James Gray, project founder, developed the Bay Area Writing Project, later to be 

known as the National Writing Project (NWP), in 1973 as an effort to demonstrate what 

successful writing teachers were doing in their classrooms, as well as address 

shortcomings in teacher preparation courses. The project developed after noticing that 

nearly half of the incoming freshman on the UC Berkeley campus, who were selected 

from among the top graduates across the nation, were being placed in remedial writing 

classes due to their deficiencies in the area (Simmons & Carroll, 2003). 
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Currently, over 200 National Writing Project sites are located throughout all 50 

states, the District of Columbia, Puerto Rico, and the U.S. Virgin Islands. These sites 

work with local school districts in order to offer professional development to educators 

(National Writing Project, 2012). The National Writing Project relies on inspection of 

inventive classroom practices that are successful and found across grades K through 

twelve. Their goals include: (1) Presenting writing as a process; (2) Having students write 

for different purposes and audiences, (3) Promoting writing as a way to learn, (4) 

Creating a culture of learners and writers, and (5) Being a practicing writer as part of 

being a teacher of writing (Smith, 1996). 

Since its conception, research studies and professional literature that are proving 

to be appropriate and beneficial for middle grades language arts classrooms have 

followed the efforts initiated by the National Writing Project which has impacted middle 

grades writing (Simmons & Carroll, 2003). One such report is Dipardo and Freedman's 

(1988) study Peer Response Groups in Writing Classrooms: Theoretical Foundations 

and New Directions. This study, completed in the Berkley area, found two distinct forms 

of peer response surfacing, including teacher-controlled and those featuring true peer 

interactions in larger learning situations. Additionally, they found trends involving the 

use of social constructivism theories supported by Vygotsky and Piaget in student 

activities and more impulsive peer discussions in groups rather than teacher-directed 

control. Thus, the researchers discovered that the more peer interaction was spontaneous 

and less teacher-centered, the better the outcomes were in their writing process (Simmons 

& Carroll, 2003). 
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Blau and Elbow's (1992) series Writer's Craft focuses on writing processes and 

how the processes can be made central to the field of English Language Arts as well as 

other content areas. Because of its focus on student-centered collaboration, its tactic 

seems ideal for middle grades curricula. This seems to support the National Writing 

Project Annual Report of 1996-1997 (Barber, 1997). St. John of Iverness Research 

Associates affirms: 

A concept that has grown in status and teacher appeal and which has become one 
of the main areas of study and application in NWP institutes is that of the writing 
process. The fundamental belief that the process of writing needs to be taught 
deliberately, systematically, and extensively in the classroom has deeply affected 
writing instruction at all levels during the decade of the 1980s. Whether its stages 
are identified as prewriting, drafting, sharing, revising, and editing (one common 
model) or by another set of labels is not terribly important. The fact is that this 
new concentration on how a piece of writing evolves has made significant 
changes in what goes on in English classes, across the middle grades and indeed 
across the curriculum, (p. 19) 

Tobin and Newkirk's (1994) anthology Taking Stock: The Writing Process 

Movement in the 90s summarizes the evolution of writing instruction over the past 30 

years towards a more process approach to writing across the curriculum. Essays 

demonstrating support of writing as a process were inserted by experts including: Donald 

Murray, James Moffett, Ken Macrorie, James Marshall, Wendy Bishop, James Britton, 

and Peter Elbow. 

Melanie Sperling's (1996) study examined the use of writing process techniques 

as implemented in some middle school classrooms versus other classes which utilized 

more traditional, grammar-focused approaches. Her findings suggest that a factor that 

inhibits the increase in use of rhetorical thinking at the middle grades writing level is the 

teacher control-manipulation factor. Thus, she discovered that the classroom in which the 
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teacher utilized a more process writing technique was more beneficial in terms of writing 

instruction and student success. Interaction and collaboration were found useful with 

critical thinking. 

Peyton and Seymore (1989) studied 12 limited English proficient (LEP) students. 

One teacher worked with these 12 students by leading them to write journal entries 

through different means. Results indicate that teacher interaction is deemed more 

effective when the students are allowed to write on self-chosen topics rather that teacher-

chosen. 

Farrell-Childers, Gere, and Young's (1994) Programs and Practices-Writing 

Across the Secondary School Curriculum focuses on various means by which Writing 

Across the Curriculum (WAC) has been utilized in the middle school and high school 

classroom context. This anthology offers applications that can be utilized as well as 

philosophical ideas related to WAC. Along the same lines, Maxwell (1996) wrote her 

book Writing across the Curriculum for Middle and High Schools in an effort to lead 

students to become active learners. This book presents various ways of incorporating 

writing into content areas for early and older adolescents. She encourages teachers to 

implement a workshop approach to incorporating writing as a tool for learning 

information, for understanding concepts both expressed and implied, and in order to 

retain knowledge. 

Kirby and Liner's (1997) Inside Out looked inside of the lives of adolescents of 

"nonacademic" students and determined the needs, concerns, fears, and aspirations. The 

authors offer activities geared towards motivating students to write through 
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implementation of the writing process. These suggested lessons consider the realistic 

problems that developing writers face when composing and how to overcome obstacles. 

Composing Process of Students in Intermediate and Middle Grades 

As students develop in the intermediate and middle grades, several changes occur 

to their sense of the functions of writing and to their actual composing process (Farnan & 

Dahl, 2003). According to McGinley and Kamberelis's (1996) study which involved 

third and fourth grade students, the researchers found that as children increase their 

writing repertories, they most frequently write about their individual experiences and use 

writing to imagine possible selves, think about personal interests, and participate in the 

worlds of imaginary characters (Farnan & Dahl, 2003). Ultimately, these students utilized 

writing as grounds for exploration of their personal identities and possible social actions 

they could take. 

Langer (1986) demonstrates changes in children's composing processes when she 

examined the strategies and structures of children's writing and reading at ages 8,11, and 

14. During this study, she explored children's think-alouds, a technique in which students 

verbalize their thoughts and demonstrate the strategies they are using to understand a text, 

while they were composing (Oster, 2001). Results demonstrate that intermediate-grade 

children focus on the ideas and concepts in their writing, also termed the content of their 

writing (Fernan & Dahl, 2003). Ultimately, the students' think-alouds illustrate their 

concerns for what to include in writing and how to clarify meaning. Langer found four 

categories of activity including: generating ideas, formulating meaning, evaluating, and 

revising. 
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Important Elements to Process Writing Instruction 

When considering the process approach to writing instruction, it is important to 

understand that the practices that are addressed should be implemented from the 

elementary setting and continue throughout one's schooling career, adapting the practices 

as needed (Pritchard & Honeycutt, 2007). The authors in Best Practices in Writing 

Instruction (2007) view the process approach as recursive rather than linear, which is not 

typically found in a more traditional approach to writing. 

In Best Practices in Implementing a Process Approach to Teaching Writing, 

Pritchard and Honeycutt (2007) discuss six elements that are characteristically found 

when implementing a process approach to writing instruction. The six areas include: 

addressing emotional issues surrounding writing, developing students' understanding of 

the writing process, modeling and teaching self-regulation strategies, training and 

monitoring peer partner and peer response groups, and guiding writing development 

through targeted strategy instruction (Pritchard & Honeycutt, 2007). 

The first of the six major elements deals with environment. Pritchard and 

Honeycutt (2007) claim that by providing a positive environment in which students are 

provided proper instruction in writing and allowed time for composing in class, many of 

the negative attitudes held by students will be eliminated. Negative attitudes often begin 

to fester when students lack comprehension of the processes for mastering a task in 

writing. In fact, four key factors often contribute to such attitudes, consisting of failure to 

understand and apply appropriate strategies when composing text, a flawed 

understanding of the writing process, confusion about what the assignment is asking them 
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to do, and unfamiliarity with the features of the assigned genre (Pritchard & Honeycutt, 

2007). These factors can cause students to be unsuccessful when trying to write. 

Stress can also often be associated with writing assessments administered to 

students, such as state writing tests. Negative emotions can be relieved by teachers 

providing proper background to students on the entire process of the assignment that they 

are about to encounter. For example, when addressing state writing tests, there are several 

mechanisms that teachers can follow in order to alleviate student stress. First of all, 

teachers can help students understand how to read and interpret writing prompts, provide 

them with strategies for organizing their writing and share rough drafts as students write 

throughout the process. Finally, teachers can help students celebrate the students' 

accomplishments through some form of acknowledgement (Pritchard & Honeycutt, 

2007). This celebration time is often a time when student writing is read among 

classmates in order to display their pieces that they have been composing in class. 

The second key element presented by the authors is helping develop students' 

understanding of the writing process. Pritchard and Honeycutt (2007) state: 

Teachers must demystify the writing process for students by teaching them that, 
regardless of how skilled they become, all writers will perform just like 
professional writers: they will utilize a process, adapted to their needs, to develop 
their manuscripts; they will go through several stages of revision; they will seek 
the responses of others; they will edit for errors at the manuscript level; and they 
will eventually realize that writing is never perfect and always open to revision, 
(p. 33) 

Ultimately, this implies that teachers should be assisting the students in 

understanding what is encompassed in the writing process and helping them think and 

write as professional writers do. 
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Another important best practice in writing deals with modeling and teaching self-

regulation strategies to students. Famous works such as Hayes and Flowers (1986) and 

Langer and Applebee (1987) show that successful writing requires the writers to utilize 

such strategies. Self-regulation is monitoring one's comprehension in the writing process 

and utilizing certain strategies in order to complete the task at hand (Pritchard & 

Honeycutt, 2007). With this, students need to activate schemas through brainstorming, 

prewriting, and reflection on their writing. This idea coincides with Hillocks's (1986) 

understanding that writers need specific "inquiry strategies" to help them through the 

writing process. 

Training and monitoring peer partners and peer response groups is the next best 

practice discussed. Process writing is considered a social activity that utilizes practices 

such as teacher and peer conferences and small-group work sessions (Pritchard & 

Honeycutt, 2007). This idea is supported by Hillocks (1986) who states that individual 

practice in writing does not improve writing but that having students evaluate and 

respond to others using specific criteria for response does. Many social benefits exist by 

allowing students the opportunity to work in small group settings, including having a 

nonthreatening audience, immediate feedback, reduced writing apprehension, help in 

development of positive attitudes about writing, increased motivation to revise, more 

individualized time from the teachers, and development of cooperation and social skills 

(Pritchard & Honeycutt, 2007). 

Finally, guiding writing development through targeted strategy instruction is 

important when implementing a process approach to writing instruction. Across all 
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grades, it is important for teachers to incorporate specific strategy instruction that 

identifies and targets weaknesses that exist in student writing. By providing background 

on implementing a specific strategy to students, the teacher is providing students the 

chance to learn how to accomplish a task that comes naturally to experts (Pritchard & 

Honeycutt, 2007). The authors feel that the best opportunity to utilize strategy instruction 

is during mini-lessons provided to the group and accompanied by writing samples that 

exhibit the trait that is being identified. Reinforcement of the lesson can be completed 

during individual conferences held with students (Prichard & Honeycutt, 2007). 

Implementing specific strategy instruction in writing often addresses the Six Traits of 

Writing including: ideas and content, organization, voice, word choice, sentence fluency, 

and conventions (Pritchard & Honeycutt, 2007; Spandel & Stiggins, 1997). 

The development of this trait-based approach to writing emerged in the mid 1980s 

(Kozlow & Bellamy, 2004). In 1983, research on the writing process and the emergence 

of analytic scales were combined to provide the foundation for the development of the 

Six Traits of Writing model. Researchers at the Northwest Regional Educational 

Laboratory (NWREL) worked with teachers and district staff in order to create a reliable 

scoring guide for the writing traits that could also be used to guide classroom instruction 

(Kozlow & Bellamy, 2004). 

Several research studies regarding the effectiveness of the Six Traits of Writing 

model have been completed. One such study involves Jennie Wilson Elementary School 

in Kansas. The school conducted a pretest of student writing skills and then taught the Six 

Traits model as an intervention. Researchers reported improvement in all grade levels, K 
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through 5, ranging from 40% to 92% (Jarmer, Kozol, Nelson, & Salsberry, 2000). 

Another study in the Kent school district in Washington state tracked student growth in 

writing achievement in third grade over a period of three years, with the Six Traits 

training taking place in the second year. This study shows an increase in the number of 

students meeting benchmark standards in all traits, ranging from 8.6% to 32.2% 

(Bellamy, 2000). 

Research Studies on Process Writing Instruction 

The 1970s can be considered a pivotal point in history in regards to writing 

instruction. Prior to the 1970s, writing instruction maintained a focus on the product that 

was produced by the writing (Freeman, Dyson, Flower, & Chafe, 1987). Additionally, 

during this time period, important skills were determined, taught, and assessed in a 

sequential manner (Nagin, 2003). Correctness of syntax and sentence structure was found 

most important rather than rhetorical, social, and cognitive functions of writing for 

critical thinking (Nagin, 2003). 

During the 1970s, a shift occurred in writing pedagogy as researchers began 

studying old and young writers. This new direction was accompanied with a move away 

from the written product being the most important aspect to the process that the writer 

utilizes in order to reach that point being of the utmost importance. Researchers such as 

Hillocks (1982), Emig (1971), Graves (1983), and Calkins (1986) began to study and 

report on writers' processes. These researchers' findings would continue to shift the 

pedagogical view in the direction of what is considered the process approach to writing 

(Hillocks, 2008). 
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One pivotal study is Emig's (1971) The Composing Processes of Twelfth Grades 

which sought to understand the cognitive processes of the student writers she utilized in 

her study. She studied high school students' impressions of elements related to the 

process of writing rather than the traditional final written product. In addition to studying 

high school students, Emig also examined the habits of professional writers to determine 

not only their perspectives on writing but also how they made choices in their writing. 

The results of this important study demonstrate how writing is a recursive process, rather 

than linear, and must be learned through experience (Emig, 1971). 

When Emig (1971) interviewed high school students, the topic on which the 

students were to write was essential in reference to motivation of the students. When 

students were provided the opportunities to pick their topics, their writing pieces were 

longer, motivation and care about their work was greater, and they were more likely to 

revise and modify their drafts. Ultimately, their choices allowed them to have more 

meaningful and personal experiences with their writing (Emig, 1971). 

In the late 1970s, elementary classrooms began seeing this new idea for writing 

pedagogy filter into the classrooms. Graves (1983) demonstrates the importance of 

utilizing a process approach to writing and allowing students choice in their writing 

topics in his book Writing: Teachers and Children at Work. In this book, he qualitatively 

demonstrates how students are willing to write when provided choices for their topics, are 

provided safe environments to write, and are provided the opportunities to determine 

final decisions made in order to improve their writing. 
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In 1986 George Hillocks completed a study in which he reviewed writing research 

from 1963-1983. This meta-analysis reviewed every experimental study published 

between those particular years, nearly 500 quasi-experimental studies (Hillocks, 2008). 

The results conclude that it is the responsibility of educators to make use of instructional 

techniques that have proven most effective. When considering modes of instruction, 

Hillocks discovered that the most effective mode was the environmental mode. 

According to Hillocks (1984), the environmental mode is characterized by three factors. 

First, there must be clear and specific objectives. Next, the materials and problems 

selected to engage students socially must be vital to a particular facet of writing. Finally, 

the instructor should organize and use activities that require more student engagement 

concerning issues that students encounter in writing. Therefore, lecturing should be at a 

minimum. In relation to ways teachers can effectively focus instruction, inquiry was also 

found to be more valuable than free writing and two-and-a-half times more successful 

than the traditional study of model pieces of writing. Inquiry instruction presents students 

with strategies that can be directly utilized in writing (Hillocks, 1984). 

Even though the results of Hillocks's (1984) study indicate the importance of 

using the environmental mode and inquiry, he does imply that the less effective 

techniques can still be considered helpful in the writing classroom. However, Hillocks 

claims that the publicly funded National Assessment of Educational Progress (NAEP) 

reported tips on writing in 1983 which aimed teachers in a different direction than what 

the research indicates. 

The Writing Workshop 
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The Writing Workshop is one instructional format that encompasses utilization of 

the process approach to writing. Contributors to this field, such as Donald Graves, Nancy 

Atwell, and Lucy Calkins, provide teachers with qualitative, professional literature which 

offers their personal experiences and reflections on the employing of this method in the 

classroom with students. According to Atwell (1998), the Writing Workshop consists of 

mini-lessons, frequent writing time, a conference with the incorporation of self-

evaluation, and sharing or celebration time. 

Mini-Lessons 

Mini-lessons are short lectures at the beginning of class that can encompass a 

variety of topics or strategies including procedures for the Writing Workshop class, 

conventions, craft, and genre (Calkins, 1986). The lessons typically range from anywhere 

between ten minutes on some days and thirty minutes on others (Atwell, 1998). During 

this short period of time, the teacher can focus his or her attention on areas of need for the 

students based on what the teacher has observed in students' writing or for that particular 

age group (Atwell, 1998; Calkins, 1986). It is a time for the teacher to share his or her 

knowledge while also highlighting good student writing where successful choices have 

been made by a particular student or decisions have been made that experiment with a 

particular craft presented. Finally, it can also be used as a means for the teacher to 

demonstrate his or her own processes for writing through modeling thinking, responding, 

creating, and changing of writing (Atwell, 1998). It is important for children to hear their 

teacher discuss her personal writing and what she is doing so that the students may 

observe the teacher's metacognitive processes (Graves, Tuyay, & Green, 2004). 
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As Atwell (1998) elaborates with detail in her book In the Middle: New 

Understanding About Writing, Reading, and Learning, mini-lessons can serve a variety 

of purposes. The first type of mini-lesson that she deems of great importance involves 

procedures for the Writing Workshop. Writing Workshop procedures and routines must 

be taught to students in order for the flow of the workshop to be fully operational. 

Procedural mini-lessons that can be taught include procedures for writing in a workshop 

setting. Atwell (1998) provides thirty-four mini-lesson topics that she has covered with 

her students. These lessons range from expectations, rules, and routines, to location and 

utilization of materials for Writing Workshop, to where, when, and how to conference 

with peers and the teacher, to self and peer evaluation of writing, to possible 

opportunities of publication (Atwell, 1998). 

Another important form of mini-lesson highlighted by Atwell involves lessons 

regarding literary craft. These lessons attend to techniques, styles, genres, authors, and 

works of literature (Atwell, 1998). As the students learn appropriate times to use 

particular literary craft strategies and practice this craft, it becomes second nature to them 

(Atwell, 1998). When considering lessons for literary craft, Atwell finds it of great 

importance to highlight what authors do when writing. Some of the possible mini-lessons 

include lessons on: characteristics of genres, revising, organization of information, 

focusing on a topic, drafting alternative leads and conclusions, creating a good title, 

utilizing transitional words and phrases, generating examples that show rather than tell, 

crafting dialogue, poetic techniques, main characters, consulting resources and 

references, and many more (Atwell, 1998). 



42 

Convention lessons are another significant topic to bridge during mini-lessons. 

Atwell (1998) claims that a convention is an agreement made between writers and 

readers about how something will be accomplished in texts. She maintains: 

We do our students a big favor by approaching rules and forms not as a minutiae 
to be mastered, but as a means of helping them make their writing look and sound 
as they wish it to and in order that readers will engage with a text and take it 
seriously, (p. 185) 

So, when forming mini-lessons, one can view it as a way of giving readers what they 

need (Atwell, 1998). Topics to be covered in convention mini-lessons can entail: what 

conventions are and do for the reader, how and why to edit, paragraphing, play writing 

format, capitalization, poetic forms, appropriate use of contractions, semicolons, comma 

rules, hyphens, use of dashes, and many more (Atwell, 1998). It is important for the 

sequence and ideas for convention mini-lessons to come directly from the needs of 

students based on what the teacher observes in students' writing (Atwell, 1998). 

Mini-lessons can be viewed as a time for specific strategy instruction. According 

to Graham and Perin (2007b), strategy instruction involves explicitly teaching strategies 

for planning, revising, and editing their compositions. In 2007, these researchers 

completed a meta-analysis for writing instruction for adolescent students in grades 4 

through 12 and found strategy instruction to be of great influence. With an effect size of 

.82, this type of instruction was found especially influential with struggling writers (effect 

size=1.02) as well as with the general population of students (effect size =.70). 

Frequent Writing Time 

A synthesis of research was completed by MacArthur, Graham, and Fitzgerald 

(2006) on the most highly effective writing classrooms in grades kindergarten through 
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twelfth grade. It was found that within these classrooms, at least 40 minutes of the class 

was set aside for writing time. Writers need regular time allowed to them for writing. 

This time should be pre-planned in such a way that students foresee its coming and are 

able to plan for it. Atwell (1998) believes that only by allowing frequent time for students 

to write will they be able to develop the habits of good writers. Recommendations 

concerning the amount of time range from three to five days a week for the Writing 

Workshop with four or five days being ideal (Graves et al., 2004). By making this time a 

top priority in the classroom, students will be allowed ample time in order to reflect on 

what they've written and will most likely include habits embraced by good writers, 

consisting of voice, conventionality, logic, and clarity (Atwell, 1998). 

Time for writing typically follows the completion of a whole-group mini-lesson. 

However, it is not uncommon to see students at different stages of the writing during the 

writing time. While some students might be in the drafting phase of writing, other 

students may be revising, conferencing, editing, or working on publishing. This is mostly 

due to the fact that student writing does not develop in a linear process but instead 

matures through a recursive process. Therefore, students need to progress and work at 

varying phases, allowing them to take risks and work through trials and errors in order to 

improve (Calkins, 1986). However, even though the students are working through their 

compositions at varying paces does not mean that the writing class is chaotic. Instead it is 

structured around the process stages of writing. As students work through their pieces, 

they are working through the various components of the processes and are expected to 

follow expectations set forth by the teacher and self-monitor their progress (Lewinski, 
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2010). This aspect of instruction can be a challenge to teachers who are accustomed to 

students completing the same assignment at the same pace. 

Choice in Writing Topic 

In order to help maintain students' attention, involvement, and enjoyment of the 

writing process, it is helpful to allow the students choice in what they are writing. Harvey 

(1998) maintains this when she claims that "interest and curiosity breed engagement" (p. 

12). Students will typically develop their topics for writing from their background 

experiences (Calkins, 1986; Graves, 1983). However Graves (2004) believes that 

educators need to show students all the places writing can develop from and that often 

topics are prompted by everyday events. Also, content area knowledge of interest to 

students can be incorporated, causing a deeper involvement with those particular areas of 

learning (Hansen, 2008). As a result of allowing choice to occur, students will be more 

motivated to achieve in their writing (Reif, 2005). 

Conferencing 

The purpose of conferencing is to help students think about their writing pieces at 

hand. Graves (2004) feels that children need regular response to their writing from peers 

and the teacher. The teacher is able to bridge topics such as purpose, audience, language, 

format, and ideas. By addressing these needs, the teacher is helping the writer discover 

what he or she does not already know and how to experiment with his or her writing in 

order to make advances (Atwell, 1998). This time allows the student to judge what is 

working in his or her piece and how improvements can be made. The teacher circulates 

around the room, conferencing with one writer or a certain group of students while other 
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students in the classroom continue to work independently or in small groups. Ultimately, 

writers have been found to enrich their compositions with the helpful responses and 

insights provided by the teacher (Lewinski, 2010). 

When beginning a conference, it is often recommended to start with open-ended 

questions such as How's it coming? (Calkins, 1983, p. 132). Other questions that guide 

the conference include: Where did this piece come from? Where is the piece now? and 

Where will the piece be going? (Graves, 1983). The format of the conference begins with 

this teacher initiated conversation then allows the student adequate time to respond as the 

teacher listens, paraphrases what the writer has said, asks questions for clarity, suggests 

ideas that help the writer based on what the student has said, and asks what the writer 

plans to do next with the piece (Atwell, 1998). 

According to Calkins, Hartman, and White (2005), the traits of conferencing can 

be placed into categories such as: research, decide, teach, and link. In the research phase, 

the teacher is observing and interviewing the child to determine what the student is doing 

successfully, what he or she needs additional assistance on, and what he or she is not 

doing. The teacher must then decide what she sees the child doing well, what she will 

teach the child, and how she will teach that concept. In the teaching phase, the teacher 

demonstrates and provides guided practice to the student regarding a particular craft 

element. Finally, linking involves the teacher identifying what the child is able to do and 

encouraging the student to continue to use those skills in the future. 

While the conference is occurring, a teacher has the option of recording 

conference notes. Including the student's name, date, title of student writing, the strategy 
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discussed, and concise notes on the conference, the teacher's records can serve as a tool 

for the teacher to remember previous conferences and to track discussions on strategy use 

(Fletcher & Portalupi, 2001). Other recommendations for conferencing involve meeting 

with as many students as possible, building on what the writer knows and has done rather 

than what is incorrect with a piece, being specific in student praise rather than offering 

generalized commendations, demonstrating a solution to a problem that the writer cannot 

solve, and being patient (Atwell, 1998). Finally, by maintaining a collection of each 

student's work and conferencing in reference to previous demonstrations, the teacher can 

use the samples as a medium for individual evaluation (Graves et al., 2004). 

Wallis (2010) completed a qualitative case study involving two third grade 

students in a suburban elementary school. This case study focused attention on 

conferencing and feedback provided to the students while writing four pieces of narrative 

writing. Data collection included student-generated written text, interviews, and oral 

conference and interview transcripts. The results of this study demonstrate that the 

teacher feedback had an impact on the students' final written products as well as their 

perceptions of their writing. 

Focus Correction Areas (FCA) is a method that can be used for conferencing and 

feedback developed by Collins (1997). When utilizing this approach for conferencing, the 

teacher selects up to three critical areas that need improvement and works toward 

correcting only those areas (Anderson, 2005; Collins, 1997). Three or fewer critical areas 

are identified so that the students will spend more time during revision improving the 
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content of their papers (Pritchard & Honeycutt, 2007). This can be used on an individual 

basis, in small groups, or as a whole class (Collins, 1997). 

In order to effectively know how to select critical areas of need for FCA in 

student writing, the teacher must be knowledgeable about individual student skills and 

abilities. This aligns with Vygotsky's (1978) zone of proximal development which is the 

distance between the actual developmental level and the level of potential development as 

determined through problem solving under adult guidance, or in collaboration with more 

capable peers. By considering Vygotsky's ideas in relation to writing conferences, 

students should be able to set writing goals with teachers and be able to meet them first 

with teacher scaffolding and then on an independent basis (Vygotsky, 1978). 

Sharing 

The last major component of the Writing Workshop involves sharing. During this 

time, the ideas presented in the mini-lessons are discussed again (Calkins, 2005). The 

teacher can choose to call attention to an individual's writing piece that exemplifies the 

mini-lesson or that demonstrates past strategies that were employed well. This allows the 

sharing component of Writing Workshop to also be a teachable moment (Mermelstein, 

2007). It is also during this time that the teacher allows students the opportunity to share 

their personal work of choice. Celebration time can be organized in various ways such as 

having each student share on a particular day, and it can be found in multiple forms such 

as reading a piece from the "Author's Chair", producing a computer printed piece, 

displaying a piece, or placing a piece in a portfolio for viewing (Atwell, 1998). 
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It is also essential to develop a positive climate in the classroom where students 

feel safe to share their compositions without ridicule from other students. Instead of 

negative criticism, the audience would serve to provide comments or feedback that would 

allow the writer the occasion to hear a peer's perspective that might result in making 

constructive changes to the writing piece. Also, the student audience would help the 

student feel appreciated and gain confidence in his or her own writing, and, as a result, 

boost enjoyment of the overall writing experience (Mermelstein, 2007). 

Concerns with Writing Workshop 

A major concern with Writing Workshop is classroom management (Pollington et 

al., 2001). Coming from a classroom environment where the teacher is the central focus 

in the classroom and then attempting to move towards a more social approach can be 

intimidating. Many teachers have difficulty losing their sense of control in the classroom 

(Illig, Elliott, & Bieger, 1995). 

Another concern directly links to the testing agenda that has quickly advanced in 

recent years. With writing assessments and standardized testing becoming priorities, 

concern from teachers, administrators, and parents has surfaced relating to students' 

participation in Writing Workshop. These stakeholders feel that the students will not be 

exposed to the vast number of skills that will be included on standardized tests (Sudol & 

Sudol, 1991). Also, the state of Georgia is currently implementing the Common Core 

Georgia Performance Standards (CCGPS). Georgia joined with 47 other states to develop 

a set of core standards for K through 12 in English language arts and mathematics 

(Georgia Department of Education, 2012a). Teachers are required to learn a new set of 
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standards to implement in the classroom along with dealing with the associated changes 

in the standardized testing movement with the CCGPS. 

A final concern relates to motivation of teachers and students. The structure of the 

Writing Workshop environment can appear less structured than in an environment that 

uses a more traditional approach in writing. While some students approve and function 

well in a setting such as the one in the Writing Workshop other students prefer the 

atmosphere and methods used in a more traditional environment (Knudson, 1995). Thus, 

in a situation in which students are responsible for the pace of their work while the 

teacher is conferencing with individual students or groups, both the teacher and students 

must be motivated to see a change in writing and continually work and revise writing. 

This type of structure requires all students to be focused on their tasks, otherwise even the 

most efficient and effective teacher cannot maintain order and be successful (Lensmire, 

1994). 

Nature of Struggling Writers 

Christensen (2002) notes several important characteristics of struggling writers 

including their inabilities to effectively and efficiently use strategies before, during, and 

after writing. Additionally, he asserts that struggling writers typically demonstrate 

difficulty going through the process of writing. Thus, they characteristically create 

shorter pieces of writing and lack logic and organization in their writing. Because such 

skills are absent, struggling writers generally tend to leave out important information and 

details and exhibit deficiencies in spelling, capitalization, punctuation, and other 

grammatical concepts (Romeo, 2008). Finally, self-regulatory skills are not manifested 
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throughout their writing process (Tomkins, 2002). Students become easily frustrated due 

to their lack of vocabulary to express themselves, as well as their inabilities to problem 

solve in writing. Stress, resistance to writing, and sensitivity to feedback from peers are 

other traits that Christensen (2002) found to be noticeable. 

Nature of Good Writers 

Wansart (2003) claims that while it is important for teachers to understand the 

nature of struggling writers, it is more important to be aware of the characteristics and 

actions that make up and are performed by good writers. Romeo (2008) evaluated the 

works of Butler and Turbell (1987), Faigley, Cherry, Jollifee, and Skinner (1985), Paris, 

Calfee, Filby, Hiebert, Pearson, Valencia, and Wolf (1992), Tomkins (2002), and De 

Vries (2004) which contrasted students who were struggling with students who 

demonstrated success in writing. As a result, eight characteristics of good writers 

emerged including their ability to: (1) tap and use prior knowledge about a topic, 

previous reading, and writing experiences, (2) plan, vary, organize, and adapt their 

writing based on the purpose, form, and the intended audience, (3) use the writing 

process and strategies in a flexible manner, pausing to reread, elaborate, and reflect as 

they plan, draft, rewrite, revise, and edit, (4) show concern about content, ideas, and 

language style, (5) make changes to their writing as they revise their work in an effort to 

increase meaning and clarity, (6) collaborate to provide support and encouragement for 

others and gather feedback and revision ideas from their own writing, (7) proofread for 

paragraph structure, spelling, grammar, capitalization, punctuation, and format, (8) assess 
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their writing regularly, enjoy and take pride in their writing, write frequently, and write 

independently in school and in their daily lives (Romeo, 2008, p. 28). 

Nature of Exceptional Teachers and Schools 

Graham and Perin's (2007c) study dedicates a section to understanding qualitative 

research that examined the writing practices of teachers and schools judged by the 

performance of their students as providing effective writing/literacy instruction (p. 324). 

Pulling from the literature searches conducted for Writing Next (Graham & Perin, 2007a) 

and from their single-subject design meta-analysis, the researchers identified five 

qualitative studies that examined the nature of effective writing instruction in grades 4 

through 12. Their findings identify ten common themes that were apparent throughout all 

the studies in regards to what effective teachers are doing including: (1) Dedicating time 

to writing and writing instruction, with writing occurring across the curriculum, (2) 

Involving students in various forms of writing over time, (3) Treating writing as a 

process, where students plan, draft, revise, edit, and share their work, (4) Keeping 

students engaged and on-task by involving them in thoughtful activities, (5) Teaching 

frequently to the whole class, in small groups, and with individual students, (6) 

Modeling, showing examples, and providing guided assistance when teaching, (7) 

Providing support so that students can make progress or carry out writing tasks and 

processes while encouraging students to act in a self-regulated fashion, doing as much as 

they can on their own, (8) Involving teachers who are enthusiastic about writing and 

work to create a positive environment where students are constantly encouraged to try 

hard, believe that the skills and strategies they are learning will permit them to write well, 
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and attribute success to effort and the tactics they are learning, (9) Setting high 

expectations for their students, encouraging them to surpass their previous efforts or 

accomplishments, and (10) Adapting writing assignments and instruction to better meet 

the needs of individual students (Graham & Perin, 2007c, p. 325). 

Georgia Writing Assessment 

High-stakes testing has rapidly increased since the late 1990s. Educators, 

students, and parents are becoming more stressed concerning passing every grade level 

due to the assessments, while many politicians view high-stakes testing as a redeemer for 

schools through the use of accountability (Shelton, Fu, & Smith, 2004). During the 2011-

2012 academic school year, the seventh grade students being observed will be in the 

eighth grade and take the Georgia Writing Assessment. This writing assessment tests 

students' writing abilities in the persuasive and expository genres. During the Georgia 

eighth grade writing assessment, students receive a randomly assigned expository or 

persuasive prompt and are allowed 100 minutes to write their essays. 

In evaluating the papers, two trained raters read and score each paper using a 

standardized rubric scoring system. The raters of the essay must hold a four-year college 

degree, have completed a ten-hour training program, and passed a qualifying training test. 

Raters score papers individually. If discrepant scores occur among raters for a paper, the 

two discrepant scores are averaged or a discussion is held in order to come to a consensus 

score (Johnson, Penny, Gordon, Shumate, & Fisher, 2005). 

Student assessments are scored using an analytic scoring system. Four domains 

are evaluated, including ideas, organization, style, and conventions. Additionally, these 



domains are scored on a range of one to five, with five being the highest score or 

exceeding. According to the Georgia Department of Education (2012b), the domain of 

ideas describes the degree to which the writer establishes a controlling idea and 

elaborates the main point with examples, facts, illustrations, or details. Organization is 

the degree to which the writer's ideas are arranged in a clear order and the overall 

structure of the response remains consistent with the assigned genre. Style addresses 

control of the language to engage the reader, and conventions attends to the degree to 

which the writer controls sentence formation, usage, and mechanics. 

Once scores are obtained from each of the individual domains, raters combine the 

scores to acquire a total score for each individual student. The weighting of the domains 

varies. The category of Ideas is weighted at 40% with the domains of organization, style, 

and conventions at 20% each. Thus, ideas in a student's composition are emphasized 

more in scoring than the other domains. The average of the two raters' domain scores 

becomes the final domain score. 



CHAPTER 3 

METHODOLOGY 

Introduction 

Reports commissioned by organizations such as the National Assessment of 

Educational Progress (NAEP) state that close to 70 percent of students in grades four, 

eight, and twelve performed at or below the basic writing level, classifying them as "low-

achieving" writers (Persky et al., 2003). Therefore, it is necessary to implement teaching 

practices that promote students' writing achievement. 

In one suburban school in Middle Georgia, the administration made the decision 

to implement the Writing Workshop. This endeavor transpired in an effort to provide a 

consistent and systematic approach to teaching writing across the sixth, seventh, and 

eighth grades. The school hopes to see improvements in students' writing abilities as well 

as in the writing test scores for the Georgia Writing Assessment given in the eighth grade 

in January of every year. The purpose of this qualitative case study will be to provide an 

in-depth understanding of the implementation and effectiveness of the Writing Workshop 

in sixth and seventh grades at a suburban middle school in Middle Georgia. 

The research questions include: In what ways does a suburban middle school in 

Georgia implement the Writing Workshop in the sixth and seventh grades? and In what 

ways does the teachers' implementation of the Writing Workshop demonstrate its 

effectiveness? The research methodology employed to address the research questions 

54 
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utilized qualitative data collection methods. This provided me with rich data concerning 

the social environment of the school's writing culture. According to Creswell (2007), a 

case study is an exploration of a bounded system over time using detailed, in-depth data 

collection involving multiple sources. For the purpose of this research study, a school's 

implementation of the Writing Workshop was selected for the case to be studied. 

The following data sources were collected: (1) classroom observations of writing 

instruction, (2) audio recordings of teacher interviews, (3) student writing samples, and 

(4) Georgia Writing Assessment scores. 

Setting 

The School 

The classrooms in which this study was completed are in a suburban middle 

school in Middle Georgia. The school contains 65 classrooms including 12 science labs, 

and a band and art room. First opening in 2007, the school now serves 685 students in 

grades six through eight with 89 faculty members. Demographically, the school consists 

of 72 % White, 18% Black, 4% Asian, 4% Hispanic, and 2% other students. Six different 

special education programs exist in the school: severe and profound (SID/PID), moderate 

intellectually disabled (MOID), self-contained emotional behavior disorders (EBD), deaf 

and hard of hearing (D/H), speech (SI), and interrelated (IR). A total of 73 students are 

included in those six categories. 

The school is located across from a field and down the street from a small 

residential neighborhood. When you enter the school, the main office is on your left. 

Continuing forward you will in encounter the media center on your right. Five main 
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hallways are utilized in this school including the front hallway which connects to the 

office, the sixth grade hallway, seventh grade hallway, eighth grade hallway, and 

connections hallway which leads to the gymnasium and cafeteria. On each of the main 

grade hallways are two teams. A team consists of a language arts, science, math, and 

social studies teacher. Additionally, special education and gifted teachers can be found on 

each of the three hallways. Some of the gifted and special education teachers teach 

multiple grades. 

Regular Education Classroom 

The regular education teacher's classroom is located on the seventh grade hallway 

on the far end of the hallway towards the cafeteria. When you enter her room you 

immediately notice that the desks are coupled together. The two desks that are pushed 

side-by-side serve as the location for a writing pair. The desks all face the front of the 

room where the teacher's projector faces the white board and pull down screen. There is 

one window in the classroom, on the wall behind the teacher's desk, which is on the 

adjacent wall of the white board, directly across from the door. Additionally, beside her 

desk are two book shelves with young adult literature. At the back of the room on the 

wall with the main door to the classroom are thirty lockers for her homeroom students. 

The walls are covered in teacher-created anchor charts with revision strategies 

posted and notes to remember. The phrase "Writers are Never Finished" is displayed on 

the back bulletin board. Additionally, there is a shelf composed of paper, notebooks, 

dictionaries, and thesauruses. 

Gifted Education Classroom 
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The gifted education teacher's classroom is located two doors down from the 

regular education teacher's classroom, on the same side of the hallway. Like the previous 

teacher, the gifted teacher has her student desks set into writing pairs which are all facing 

the white board and screen where the projector can project images such as PowerPoint 

presentations. Only one window exists in this classroom, and the teacher has positioned 

her desk in front of it like the previous teacher. This is mostly due to where the network 

cable plugs are located. Unlike the regular education teacher, the gifted education teacher 

does not have a homeroom. Because her lockers are not occupied by students, she has 

placed four bookshelves directly in front of them. These bookshelves, along with the ones 

lining the back wall and standing beside her desk, are filled with young adult literature 

with one shelf holding student writing notebooks, dictionaries, and thesauruses. 

Finally, similarly to the other teacher, but with her own style and content, the 

walls are covered in teacher created anchor charts concerning revision strategies, student 

reading goal charts, and student writing samples. The phrase "Writers are Never 

Finished" is again found on the back bulletin board, which is located over two student 

computers. 

Special Education Classroom 

Directly across the hall from the gifted education classroom is the language arts 

resource classroom. Instead of desks, this classroom has three large tables and one desk. 

Like the other classrooms, the desk and tables face the front white board where the 

projector displays. The back wall is lined with eight computers for student use. Like the 

gifted education teacher, the special education teacher does not have a homeroom and has 
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covered the thirty lockers that exist in her room with bookshelves filled with young adult 

literature as well as juvenile literature for her struggling readers. A shelf in the front of 

the room contains students' writing notebooks, dictionaries, and thesauruses. 

Charts for revision and critical thinking are found on anchor charts around the 

room as well. A chart is located on the door connecting to the next classroom, which is 

empty, documenting student reading progress with stickers. Finally, "Writers are Never 

Finished" is proudly displayed on the back bulletin board, as in the other two classrooms. 

Problem and Purpose 

This study focuses on the importance of writing instruction in the middle grades 

setting. A report commissioned by the National Assessment of Educational Progress 

(NAEP) states that close to 70 percent of students in grades four, eight, and twelve 

performed at or below the basic writing level, classifying them as "low-achieving" 

writers (Persky et al., 2003). Another study completed by ACT (2005) found that one-

third of high school students planning to attend college did not meet the requirements for 

college composition courses. These reports illustrate the need that exists to improve 

student writing ability. In order to improve student writing ability, methods of writing 

instruction must be examined (Graham & Hebert, 2010). 

The purpose of this case study is to provide an in-depth understanding of the 

implementation and effectiveness of the Writing Workshop in sixth and seventh grades at 

a suburban middle school in central Georgia. This framework was put into place in order 

to increase writing achievement for students in a suburban school in Middle Georgia. The 
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study will answer the following research question: In what ways does a suburban middle 

school in Georgia implement the Writing Workshop in the sixth and seventh grades? 

Research Questions 

1. In what ways does a suburban middle school in Georgia implement the Writing 

Workshop in the sixth and seventh grades? 

2. In what ways does the teachers' implementation of the Writing Workshop 

demonstrate its effectiveness? 

Population and Sample 

This study involves a middle school in Middle Georgia. According to the 2010 

U.S. Census, the county in which this study takes place has a population of 

approximately 139,900 people. The middle school utilized in the study has 685 students 

enrolled in grades 6 through 8. The entire school's ethnicity computes to 72% White, 

18% Black, 4% Asian, 4% Hispanic, and 2% other (U.S. Census Bureau, 2012). 

According to Maxwell (2005), purposeful sampling is a strategy in which the 

sample is deliberately chosen in order to provide information that cannot be gotten as 

well from other choices. The seventh grade subjects were purposefully chosen for 

observations for several reasons. The first major reason that the seventh grade subjects 

were purposefully chosen is because this is one of the grades in which the Writing 

Workshop was being piloted in the school setting. Secondly, by utilizing the seventh 

grade as the sample population, I was able to look at the Georgia Writing Assessment for 

that same group of students during their eighth grade year. 
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By including a special, regular, and gifted education classroom, I was provided 

the opportunity to ensure that the conclusions drawn represent the variation that exists in 

the school population (Maxwell, 2005). Finally, this grade level detached me from my 

current level in which I teach, helping aid in the elimination of researcher bias. 

In addition to observations being held in seventh grade classrooms, one special, 

regular, and gifted education teacher was interviewed from the sixth, seventh, and eighth 

grades in order to provide rich data in which to offer a fuller understanding of how the 

Writing Workshop is implemented in those grades and if it is improving student writing. 

A total of six teachers were interviewed. 

Data Collection and Instrumentation 

According to Mathison (1988), triangulation is typically recognized as a strategy 

for improving the validity of research or evaluation findings. Therefore, in order to 

enhance persuasiveness and credibility to the findings, data triangulation was used. The 

following data sources were employed: (1) classroom observations of writing instruction, 

(2) audio recordings of teacher interviews, (3) student writing samples, and (4) Georgia 

Writing Assessment scores. 

Observations and Field Notes 

During the spring of the 2010-2011 academic school year, I observed three 

different seventh grade classrooms including a regular education, gifted education, and 

special education classroom. Each class was observed three times a month for the months 

of February, March, and April. Each observation lasted for one complete class period, 

which was 70 minutes in length. In sum, I observed 31 hours and 50 minutes for a total of 
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27 observations. Additionally, because I am a teacher in the school that is being utilized 

for the study, observations took place during my personal planning period. 

I occupied a desk in the back of each room so that I could see every student in 

each of the classrooms. Assuming the role of nonparticipant observer, I was sensitive to 

record as much rich data from the classrooms as possible. I recorded my observational 

notes in a notebook and later transcribed those notes on my computer. This allowed me 

the opportunity to fill in any gaps from the observations as well as add anecdotes about 

the observations for an analytic perspective on what occurred in the classrooms. The 

notes contained conversations and quotes between students, conversations and quotes 

between the teacher and individual students, and conversations and quotes between the 

teacher and the whole class. 

Interview and Conversations 

In addition to numerous emails and informal interviews before and after an 

observation to discuss what I was detecting in a classroom, to ask questions for 

clarification, or to get additional information, formal interviews were conducted with 

teachers in sixth, seventh, and eighth grades. Multiple perspectives were integrated by 

interviewing one gifted, regular education, and special education teacher from each grade 

concerning how the Writing Workshop functions in each teacher's classroom. This 

study's interviews helped to explain the processes used by the teachers to instruct 

students in writing as well as to develop units in the Writing Workshop. 

These interviews occurred in the spring of 2011 with pre-generated questions 

based on providing me with rich information on how that teacher conducts the Writing 
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Workshop in her class and professional development elements. See Appendix A for 

teacher interview questions for each set of teachers. All interviews were audio-recorded 

using an Olympus digital voice recorder. Notes were also taken during the interviews. 

Finally, interviews were transcribed in their entirety for accuracy of the data. 

In order to avoid field issues that could occur during the interviews, I arrived 

early at each interviewing site to test the audio recording device in order to guarantee that 

it was working properly. Next, I positioned a sign on the door outside of the school 

conference room in order to indicate that an interview was taking place. I hoped that the 

sign would help reduce the number of interruptions that could have occurred. Before 

beginning the interview, I engaged in casual conversation with each interviewee to help 

set the purpose of the interview, as well as to ease the interviewee about the interview 

being audio recorded. 

Audio Recordings of Interviews 

It appeared that participants were at ease when I audio recorded the interviews. 

One regular education teacher from sixth grade, a special education teacher who teaches 

sixth, seventh, and eighth grades, a gifted education teacher who teaches sixth and 

seventh grades, a regular education teacher who teaches seventh grade, a gifted eighth 

grade teacher, and a regular education eighth grade teacher were all privately and 

formally interviewed. 

Audio recordings were stored on my laptop computer and copies were backed up 

on an external drive. These recordings were organized into folders by speakers or 

teachers. I listened to each speaker's audio recording multiple times and each of the 



63 

interviews was transcribed in its entirety using HyperResearch software. I personally 

transcribed each of the interviews in order to become familiar with the interview data. 

After the interviews were transcribed, I validated the accuracy of the transcriptions by 

listening to the audio versions and cross-checking them with the written transcriptions. 

Additionally, while listening to the interviews, I kept a record of the speaker's 

name, which was assigned a number, and notes about the recording, such as Teacher #1: 

Teacher talking about the importance of providing students individualizedfeedback on 

writing. This method proved useful when searching for particular topics and when 

determining emerging themes that linked to the field notes and student writing samples. 

HyperResearch software assisted in developing and organizing themes. 

Student Writing Samples and Georgia Writing Assessment Scores 

Photocopies were made from a sample of students' writing from sixth, seventh, 

and eighth grades. Reflections were written on these pieces in order to analyze the 

writing and the context in which they were written. This document collection allowed me 

to see how Writing Workshop mini-lessons were incorporated and if suggestions and 

feedback provided from the teacher and other students were employed by the writers. 

Confidentiality was maintained when collecting student writing samples by providing 

students with numbers rather than using their name. 

Furthermore, student Georgia Writing Assessment scores were collected from 

previous years including 2007-2012. Previous scores are reported in order to demonstrate 

the school's achievement on years when the Writing Workshop was not employed and 

for the year when it was. Reporting the students' scores, however, is not intended to 
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claim a causal correlation between the Writing Workshop framework practiced by the 

school and the test scores on the Georgia Writing Assessment. 

Data Analysis 

The analysis is based on Glaser and Strauss' (1967) procedures for open coding 

and method of constant comparison. Constant comparison is typically used when a 

researcher utilizes data to identify themes presented through the data (Leech & 

Onwuegbuzie, 2007). Case study and grounded theory methods distinguish that a 

researcher comes to a study with a personal background that can influence her point of 

view towards the study. Considering this, it is important to note that I teach in the eighth 

grade at the school setting for this particular study. However, multiple pieces of data were 

utilized in order to support conclusions drawn. 

Collecting data from three different seventh grade classes, three times a month, I 

began data analysis immediately following the first observation. Data was coded as it was 

collected. Categories were generated until no new major findings emerged. Field notes 

were coded inductively and deductively. 

In order to analyze the data, I first reread through the entire set of data that was 

collected, including teacher interviews, observation field notes, and student writing 

samples. Next, I chunked the data into smaller meaningful parts and labeled each chunk 

with codes that emerged throughout the data analysis process. Some of the codes consist 

of social collaboration between students, social collaboration between teacher and 

student, teacher modeling, time spent writing, brainstorming, revision, positive feedback, 

class discussion on craft, major components of Writing Workshop, professional 
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development, and construction of frameworks. Next, I compared each chunk of data with 

other similar chunks and grouped them under the same code. Finally, themes were 

identified and documented based on the groupings and coding of data chunks (Leech & 

Onwuegbuzie, 2007). 

In order to enhance the descriptive validity (Maxwell, 2005) of this study, I 

utilized member checking which includes going back to the participants in the study and 

having them review the themes, arguments, and assertions made from the codes 

(Merriam, 1998). 

Summary 

This chapter has provided a description of the setting, problem and purpose of the 

study, research questions, population and sample, data collection and instrumentation, 

and data analysis procedures. The classrooms in which this study was completed are 

located in a suburban middle school in central Georgia. Three seventh grade classrooms 

were utilized for field observations including a regular, special, and gifted education 

classroom. Teachers representing the special, gifted, and regular population students were 

interviewed and student writing samples were collected from all three grades. Finally, in 

order to analyze the data collected, constant comparison analysis will be utilized (Leech 

& Onwuegbuzie, 2007). 



CHAPTER 4 

RESULTS OF DATA ANALYSIS 

The purpose of this qualitative case study is to provide an in-depth understanding 

of the implementation and effectiveness of the Writing Workshop in the sixth and 

seventh grades at a suburban middle school in Middle Georgia. The following questions 

guided my research: 

1. In what ways does a suburban middle school in Georgia implement the Writing 

workshop in the sixth and seventh grades? 

2. In what ways does the teachers' implementation of the Writing Workshop 

demonstrate its effectiveness? 

Evidence for Research Question #1 

While analyzing data several themes emerged that assisted in the understanding of 

how the Writing Workshop is implemented in the sixth and seventh grades. First, all of 

the teachers demonstrate that they share a community of writing instruction beliefs which 

allow them to create lesson frameworks closely aligned to those beliefs. Within the 

frameworks, the teachers include a mini-lesson which they feel is a time to teach, model, 

and provide examples. Next, the students are provided a work-session, which is their 

individual time to write. Within the work-session, the teachers promote social 

collaboration among students and between the teacher and students through use of 
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conferencing. Finally, the teacher sets aside time for the celebration and sharing of 

writing. It is during this time that the students are able to share their pieces of writing. 

A Community of Writing Instruction Beliefs 

In the spring of 2011,1 interviewed six teachers from the school regarding the 

Writing Workshop implementation in their classrooms. Formal interviews were 

conducted with teachers in sixth, seventh, and eighth grades. Additionally, teachers 

represented the gifted, regular, and special education populations from each grade. See 

Appendix A for interview questions. Informal interviews before and after an observation 

to discuss what I was detecting in a classroom, to ask questions for clarification, or to get 

additional information were also utilized. From these interviews it became evident that 

the teachers and school exist as a community that shares the same writing beliefs. 

The conversations I had with the teachers demonstrate evidence that all of the 

teachers feel that the Writing Workshop is a framework of teaching writing that has many 

different components that should be included. In each of the interviews all of the sixth 

and seventh grade teachers mentioned the following components: creation and 

modification of frameworks, mini-lessons, student work sessions, social collaboration 

between students, teacher-student conferencing, and sharing student writing. 

Additionally, these components were exhibited throughout the seventh grade class 

observations as well. The frameworks created encompass the components mentioned and 

guide the direction of the classroom lessons. 

Creation and Modification of Lesson Frameworks 
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In this particular county, a unit of lesson frameworks for the Writing Workshop 

was written and shared with teachers by the middle school county literacy coach. The 

frameworks that the teachers create follow a very specific format. What is written is not 

to be followed verbatim, but should be used to provide guidance for the teacher for that 

particular lesson. As a whole, the teachers desire to expose the students to different types 

of writing within a particular genre, as well as give them opportunities to generate lots of 

ideas for writing. Thus the lessons are typically set up in the following fashion: Title, 

Georgia Performance Standard (GPS), Essential Question, Opening, Mini-Lesson, Work 

Session, and Closing. See Appendix B for the sample seventh grade Writing Workshop 

rubric, Appendix C for the pacing guide, Appendix D the lesson frameworks, Appendix E 

for texts that are utilized as examples of genre, Appendix F for mentor texts, Appendix G 

for the editing rubric for a personal opinion essay, Appendix H for the peer feedback 

form, and Appendix I for the peer editing sheet. All of the items contribute to the created 

frameworks and class implementation of the Writing Workshop. 

After the creation of the first set of frameworks for the first nine-weeks in the 

sixth and seventh grades, the literacy coach encouraged the teachers to assist in the 

creation of frameworks for the rest of the year and for other grades. It is obvious that the 

teachers at this particular school feel that it is their responsibility to take initiative to help 

create frameworks for the Writing Workshop that would benefit their students and expose 

them to the genres, craft, and techniques that they need in order to be successful writers. 

In all of the interviews, the teachers shared that they assisted with the construction 

of the Writing Workshop frameworks that they utilize in their classrooms in one manner 
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or another. Specifically for the sixth grade teachers, one regular education teacher shared 

that the sixth grade level teachers continued to develop the frameworks by using the first 

set that was created for them as a guide. This particular teacher interviewed claimed that 

the initial lessons were bare lessons that needed to be augmented. So, the teachers work 

together to consider the genres and skills that need to be addressed and then create 

frameworks for those concepts. 

Similarly, all of the seventh grade teachers that were interviewed claimed that 

they, too, look at their county curriculum map for the nine weeks period and then 

determine how they want to teach that particular genre of writing. Next, the teachers 

divide the lessons that they think will be important to include in mini-lessons in the 

Writing Workshop and then individually or in pairs work to develop appropriate 

frameworks. In the past the teachers felt that their individual writing lessons lacked 

variety and became repetitive. By dividing the lessons, the teachers feel that they are able 

to utilize their co-workers' varying perspectives. However, they also feel free to modify 

the created lessons for their personal classrooms as needed. See Appendix D for an 

example of a seventh grade unit of frameworks. 

Two of the seventh grade teachers expressed that they understand that the 

frameworks are not perfect and that they will constantly need modification and revision. 

Thus, they make sure that they reflect as a group, in pairs, or individually on the strengths 

and weaknesses of the lessons and work to make meaningful revisions that will improve 

their instruction in the future. Not only that, but they understand that their lessons are not, 

as one teacher implied, "timeless." Lessons change as the needs of their students change. 
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However, because they are required to cover particular genres and concepts within 

certain nine-week periods due to the county curriculum map, they feel that the creation of 

the frameworks is the best way to manage their writing instruction within the given 

parameters. 

During the opening of a lesson, the teachers integrate grammar and editing into 

the lesson through use of Anderson's (2007) Invitation method. This segment is a short 

five to eight minute lesson that demonstrates grammatical and editing concepts in the 

context of writing. Next in the opening session, the framework typically has a time of 

modeling a genre. This is where articles, essays, lyrics, stories, and other forms of text are 

shared with the students to demonstrate craft and genre. After modeling, the teachers link 

what they have modeled by having the students pick the article of their choice from a 

supplied sample of examples and then respond to that article. The response time is 

considered the student work session. After several sessions of responding to various 

works and utilizing the craft and grammatical mini-lessons that are taught, the students 

are given the opportunity to pick one of their pieces, enhance it, and see it through to the 

final copy. 

Mini-Lessons: A Time to Teach, Model, and Provide Examples 

Through inspection of the frameworks, interviews, and observation of the classes 

themselves, it is obvious that all of the teachers at this particular school find mini-lessons 

an important aspect of the Writing Workshop. Mini-lessons are short lectures at the 

beginning of class that can encompass a variety of topics or strategies including 

procedures for the Writing Workshop class, conventions, craft, or genre (Calkins, 1986). 
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The lessons typically range between 10 minutes on some days and 30 minutes on others 

(Atwell, 1998). Typically the lessons are based around the needs of the student writers. 

During these mini-lessons, all of the teachers focused on lessons of craft for 

writing (i.e. organization, idea development, style, word choice, sentence fluency). Also, 

as previously mentioned, grammar was integrated through modeling in context rather 

than isolated instruction. Some of the craft lessons that were observed in the frameworks 

and in the classrooms include: (1) elaboration strategies (e.g., anecdotes, statistics, 

figurative language, dialogue, quotes, and examples), (2) transitional words and phrases, 

(3) sentence variety, (4) sentence structure, (5) engaging leads, (6) engaging conclusions, 

and (7) thesis statements and supporting details. When observing the seventh grade 

teachers, I noticed that they did not necessarily follow the same craft lessons as other co-

teachers. When I informally asked a seventh grade, regular education teacher about this 

observation, she responded that each teacher felt that it was important to use their 

observations from their students' pieces when determining which craft lessons to teach. 

The teacher felt that the students' needs should dictate the forthcoming craft lessons. 

Additionally, these teachers utilized different resources that exposed the students 

to different text types and examples that the students were able to respond to and generate 

ideas for further writing. For example, during the nine-week period for personal essays 

that I had the opportunity to observe, the seventh grade spent writing time employing the 

craft elements that had been taught while also responding to different texts such as: (1) I 

believe poems, (2) I respect poems, (3) pictures and illustrations, (4) news articles, (5) 
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song lyrics, and (6) poetry. See Appendix E for examples of genre and Appendix F for 

mentor texts used during the Writing Workshop classes. 

All of the teachers provided examples of their own generation of ideas regarding 

these texts in order to help jumpstart their students' thinking about their own feelings and 

responses to the texts. The examples provided are important because they demonstrate a 

form of teacher modeling which helps scaffold the students for the task at hand. The 

following are examples of brainstorming that were created in advance and discussed with 

students during class. 

Table 1 
Teacher Brainstorming/Generation of Ideas to I Believe Poems 

Myself Others World 
God Be compassionate to others Violence should be used as 
Love of my parents 
Love of nieces and 
nephews 

Be a friend 
My friends love me 

a last resort 
The death penalty might be 
appropriate 
Respecting others 
Doing away with 
homelessness 
Consequences 
Bullying is dangerous 

Always do the right thing 
Always do your best 
Always give 100% 
Getting an education 
Reading for enjoyment 
Writing is an essential 
form of communication 
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I believe that my parents love me no matter what I do. 
I believe that my love for my nieces and nephews is powerful. 

I believe that my friends love me and cherish our friendship 
1 believe that reading for enjoyment is time well spent 

I believe that writing is essential for communication in the real world 
I believe that everyone should have the opportunity to communicate their thoughts in the 

written word. 

I believe that life is what you make of it 
1 believe that teachers and students should treat each other with respect. 

1 believe that there are consequences for bad behavior 
I believe that bullies are immature and dangerous. 

I believe in God 
I believe in doing my best in all situations 

1 believe in education as a way to succeed. 
I believe in punctuality 

I believe in compassion, humility, and self reflection 
I believe in the power of words. 

I believe that I am responsible for myself 
Figure 1. Teacher modeling/example of I Believe poem. 

A fireman and a tiny baby. A tiny life saved by a man who was just doing his job. A job I 
know I couldn't do. Many times when people think about firefighters, they think about the 
fire engine, the siren, the heat of the fire; we don't automatically think about what a huge risk 
they are taking when they are called to a fire. I remember one time when I was about five, my 
dad was a volunteer fireman. One night he was called to a fire in a nearby town. My mom 
was not home so my dad put my sister and me in the car and took us with him to the scene. I 
remember the heat the fire; I remember the smell. I don't remember thinking my dad could 
die. Now, as an adult, I think about that. I was fascinated by what I saw, not thinking about 
the lives that could have been lost. 

Firefighters are heroes. They put their lives on the line every day, every time they walk 
into a building that is on fire. When I think about how firefighters affect the lives of all of us 
I am grateful for the men and women who chose the profession. 

During the disaster of 9-11, the New York Fire Dept. lost many of its front line 

firefighters. Even though I was not directly affected by the loss, I have such respect for those 
men and women who had to pick up the pieces of their colleagues after such a horrible 
tragedy. 

Figure 2. Teacher generation of ideas example in response to the fireman picture. 
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I think a geek is a negative word; whereas, I think that nerd is a term of endearment. The 
stereotype for geeks is scientific paraphernalia: pocket protectors, black horn-rimmed classes, 
too short khakis, a total disheveled look, etc. When I think of a nerd, I think more of the 
person's interior- what the person is passionate about. I have friends I consider nerds. Each 
of them has a passion for something. Mona is definitely a trivia nerd. Kenny is definitely 
nerd when it comes to athletic facts. I know that I have called them nerds at one time or 
another. I don't think I have ever called them a geek. Hopefully, I have not hurt their feelings 
when I have called them a nerd. As for myself, 1 know that people call me a nerd because of 
all the juvenile fiction novels I own, talk about constantly, and read veraciously. 

I think there are some people who use geek and nerd to deliberately hurt others. In some 

schools, using those nicknames is considered bullying. My opinion is that these nicknames 
can be hurtful. 

Figure 3. Teacher generation of ideas example in response to Are You a Nerd or a Geek? 

I never want to stand aside and let the water slip away. I always want to be a participant. 
When I was a teenager, I let peer pressure and the fear of failing or being embarrassed keep me 
from doing things. When I went to college, I vowed never again will I sit back and let others 
do the work, have the fun, reap the rewards. I joined a sorority, won the positions of treasurer 
and vice president of the student government, and represented the student body on the judicial 
court. The experiences I had are unforgettable. I made a decision about not sitting back, and it 
has paid off for me. Sometimes I think about how my life would have been different if I 
hadn't made the decision to get involved. Maybe I wouldn't have become a teacher; I do 
know that I would not have had the confidence to be a teacher leader. I think I can say I sailed 
my vessel. I may not have accomplished everything I really wanted to do in my life, but I 
didn't sit back and wait for things to happen for me. I put myself in positive situations that 
helped me be an active participant in my own life. 

I had some friends in high school that didn't go out and sail their vessel. They waited 
around for something to happen to them. Well, I can name two that are still waiting. They just 
stayed on the shore waiting. I just spoke with one of them a couple of weeks ago. She is so 
negative about her life. I feel sorry for her; I wish she had ventured out into life. I tell my 
nieces and nephews all the time: Go out into the world and make your place. My hope is that 
they can use me as a role model for that mantra. 

Figure 4. Teacher generation of ideas example in response to Garth Brooks's The River. 
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Table 2 
Teacher Brainstorming of Ideas Example in Response to Poetry 

What is 

beauty 
sunsets at Cumberland Island 
my nieces because of their character 
pastries 
the bridge at Sidney Harbor 

fear 
lizards 
roller coasters 
the darkest nights on Cumberland 
living longer than my siblings 

competition 
• give 100% 
• sibling rivalry 
• wanting my students to score the best on 

the tests 
• our society has been too competitive 
• athletics paid much more than others 
• competition has led to some suicides 

prejudice 
• thinking a student will perform 

poorly academically because 
he/she comes from a certain 
school 

• bullying people because you think 
you better than they are 

• hurtful and can be avoided 
• a learned behavior 
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I have been told that I am a very competitive person. I don't like to lose at anything: board 
games, athletic events, student test scores, grades etc. My father taught me to give 100% at 
everything and to have the expectation that you will win when you do. I am not sure that 
competitive is a really great trait to have. Some people are too competitive. Some people put 
too much emphasis on being the best. A few years ago a student at WRHS killed himself 
because he didn't score high enough on a test to be the valedictorian. I believe someone put 
too much pressure on him to be the best. 

I have always wanted my students to be the best. When I was coaching cheerleading, I 
wanted by cheerleaders to have the highest score. When my students took the writing test, I 
wanted them all to exceed. Whichever schools I teach in, I want those schools to be considered 
the best. I think most people do; however, I take things personally when people talk about 
negatively about my school because the scores are not at the top. 

Our society has become too competitive. Some of us would do anything to be at the top of 

our game. Some people are willing to hurt others to be the best. If competition is taken too far 

and people are hurt, the competition wasn't worth it. 

Figure 5. Teacher generation of ideas in response to a poem. 

Work-Session: A Time to Write 

Another important theme that developed over the course of the interviews and 

observations is the idea that students need time to write. When interviewing the teachers, 

one sixth grade, regular education teacher made reference to the importance of having 

students "try it out," meaning that they want their students to have time to experiment 

with the craft and genre that is focused upon (personal communication, March 15, 2011). 

Another seventh grade, gifted education teacher expressed that they like the "quite 

structured practice time" (personal communication, March 15, 2011). A third teacher, 

who teaches special education, deemed the mini-lesson and student writing time as a 

"teach a little, practice a little" component (personal communication, March 15,2011). 

Regardless of their individual definitions of this writing time, the main idea is that the 
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teachers find student writing time essential and thus build it into their lesson frameworks, 

making it a predictable staple in their Writing Workshop classrooms. 

When you walk into the classrooms of each of the teachers, it is obvious that the 

teachers believe that students should spend time writing. One of the many mottos of the 

teachers at this school is "Writers are Never Finished." This phrase emphasizes the 

importance of students not giving up, throwing in the towel, and claiming "I'm finished" 

when there is more that could be accomplished through a closer look, feedback and 

evaluation, and expansion on ideas. Another mantra that the teachers have is to "Write for 

Volume and Stamina." When students are given the opportunity to generate ideas by 

responding to text, the teachers feel that it is important for students to write for extended 

periods of time and frequently. They want their students to build up their writing strength 

and understand that throughout their writing they can revise all of what has been written. 

They also feel that the more the students write, the more the writing will spark the 

students' minds. In the same sense, many of the teachers discuss with the students the 

importance of understanding when the appropriate times are to remove information that is 

not essential to the piece. Yet, the students will not be able to eliminate information if it 

is not first written. 

Thus, it is obvious that while the teachers want their students to write for volume 

and stamina, they do not expect their students to create perfect, final drafts on the first 

try. They are given ample opportunities to generate ideas and write freely on those ideas. 

From those generated ideas the students are able to select pieces in which they would like 

to continue working on in hopes of creating a final work. In the seventh grade 
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frameworks, the students spend five to six days responding to texts and generating ideas. 

This provides the students with many different options of personal writing in which they 

feel a connection and that they can choose from when determining a sample to carry 

through to the end. 

Finally, all of the teachers shared their belief regarding the importance of 

students working on their elaboration strategies during their time for writing. Some of the 

elaboration strategies are figurative language, statistics, quotes, dialogue, vivid verbs and 

adjectives, and anecdotes. In the classes observed, the teachers were found to support 

student elaboration. Below are some of those instances where one special education 

teacher references the importance of elaborating while conferencing with different 

students. 

Teacher A: I really like this particular section of your writing. It was very 
interesting and kept my attention throughout the whole thing with lots of 
examples and anecdotes that you described. I specifically loved the anecdote 
about your dog. It was so heart-felt. I could really sense your close relationship. 

Teacher A: This seems really nice so far, but I think that some figurative language 
might make it a little more interesting. How do you think you could describe this 
portion using figurative language? Think about that and see what you can come 
up with. 

Teacher A: Ok, now that I've read your piece, one thing that I think would add 
some pizzazz is including vivid verbs. You know... something to make it a little 
punchy. For example, here you said the word said, why don't you look at our list 
of words to use instead of said and figure out which one is a vivid description of 
your feelings at that point. 

Throughout the observations and when analyzing student samples, it was clear 

that this concept was discussed frequently so as to embed this idea as an important 

element for writing in the students' minds. In fact, in another classroom, the regular 



79 

education teacher said to her students, "By adding elaboration techniques such as 

statistics, expert quotes, facts, and figurative language, you are making your writing more 

valuable to the reader." The teacher continued and provided a sample of her own writing 

without elaboration and then collaborated with her students to determine areas where 

elaboration would be beneficial. 

Social Collaboration between Students 

While observing the seventh grade classrooms, it was apparent that social 

collaboration was an important factor that the teachers felt was necessary for student 

growth as a writer. In many of the framework lessons, this aspect was explicitly written 

so as to remind the teachers of the importance of this element and encourage them not to 

skip over it while in class. The type of social collaboration used varied across the 

different classrooms. Also, the purpose of the social collaboration differed as well. For 

example, on some days I observed students offering constructive feedback on partial 

pieces of writing. On other days they offered constructive feedback on full pieces of 

writing. Also, there were days when students were asked to collaborate on particular 

elements of their writing such as a certain elaboration strategy used, leads, conclusions, 

generation of ideas based on reading responses, or even their thesis statements. The 

example below is a conversation that occurred between two gifted education students 

regarding one student's conclusion paragraph. 

Student A: Ok, so, like, it pretty much seems like you are repeating yourself in 
this paragraph. I've already read all of this, and the teacher said 
that she didn't want us to just repeat what we've already said. So 
you might want to think about changing some of it. 
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Student B: I know. I know. I had a really, really hard time with that, but I 
don't know what to write. I can't think of anything! [Sigh]. Can 
you help me with that? 

Student A: Well, why don't you look on that example page she gave us for 
conclusions? I think that one thing she said was that you could use 
an anecdote or scenario. Or, oh-oh, she said you could use the 
strategy looking to the future. So right here, [points a paper] you 
could talk about what might happen in the future if talking on the 
cell phone while driving was made illegal while driving. 

Student B: Maybe, I could maybe make it like a scenario, slash, looking to the 
future type thing. Kind-of combine the two, you know? 

Teacher-Student Conferencing 

Another form of feedback that is regarded as highly important is teacher feedback 

through the form of teacher-student conferencing. When interviewing teachers, four of 

the teachers listed feedback from teachers through conferencing as an important element. 

However, even if teachers did not emphasize the concept of feedback in their formal 

interview, this idea was frequently present in each classroom observed. 

Similarly to the student-student interaction previously discussed, feedback in this 

setting was observed in several different ways at different times. One way observed 

involved when teachers offered feedback for particular concepts, just as previously 

mentioned in the student collaboration section. However, I also observed all of the 

teachers conferencing with students about the organization of their pieces, particularly on 

sentence structure, flow of ideas, and qualities that engage the reader. 

The following segments display several teachers' thoughts regarding teacher 

feedback in the Writing Workshop. These responses come from a regular education sixth 

grade teacher, regular education seventh grade teacher, and gifted education seventh 
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grade teacher. The question that I asked each of the teachers was What do you consider 

the major components of the Writing Workshop? See Appendix A for interview 

questions. Each of the teachers was interviewed individually and responded as follows: 

Teacher A: The feedback. The... being able to work on one concept and then the 
immediate feedback on that concept. The students don't feel pressured to 
have a fully developed, perfect piece because they know that concept is all 
I'm looking at. It helps me as a teacher because that's all I'm focusing on 
and then I think it helps the students focus just on that one thing (personal 
communication, March 15, 2011). 

Teacher B: Feedback. Because if a teacher doesn't offer feedback, the students 
won't attempt or be as motivated to improve on their writing (personal 
communication, March 15, 2011) 

Teacher C: I believe that feedback after modeling is important. It allows the 
student to know that I'm here to support you and I'm going to walk around and sit 
with you and help you think through your writing. It has been very good 
for them and it's a non-threatening kind-of-thing so I see kids trying things 
that in early years they might not have tried because of "oh is this right is 
this right," you know? And now they just jump right in (personal 
communication, March 15,2011). 

Celebration and Sharing of Writing 

Finally, all of the teachers expressed the importance of celebrating student writing 

which was observed throughout the observation sessions. The concept of sharing writing 

did not just occur after a final piece was written, but was seen in various fashions. 

For instance, in the seventh grade special education class, the teacher shared 

student work on several occasions. One occasion occurred at the end of one class, the 

teacher shared several statements that she noted while conferencing with students about 

their "I Believe" writing. The segment below demonstrates what she read. 

Teacher: I want to share some of the statements I noticed when conferencing. I 
won't say who wrote them, though you are free to tell the class if it is your 
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writing. Ok. I believe colors don't show. I believe bullying can leave 
emotional scars for the bully and one being bullied. I believe in myself. 

On another observation day, this same teacher's students were found sharing their 

final drafts of their personal essays. During this time, the teacher discussed the 

importance of being a good listener and being respectful while someone is sharing. All of 

the students demonstrated this appropriate behavior and were supportive of the sharing. 

In the seventh grade regular education classroom, sharing of writing was also 

found on several occasions. On one such occasion the students were asked to share their 

responses to a piece of literature. Their responses were one of the short samples that the 

students wrote for generating ideas. On another day, students were asked to share their 

writing with a partner and then write their favorite line from their partner's piece on a 

sticky note. Each student then shared his or her favorite line with the class and expressed 

why it was his or her favorite line from their partner's writing. A third instance of sharing 

was a celebration session where students were allowed the opportunity to share their 

entire personal essays with the class. 

Similar situations were observed in the gifted education classroom. One situation 

in which the teacher provided student-student sharing occurred as follows: 

Teacher: Ok, Partner A-read some of your "I Believe" poem to your partner. 
Partner B, listen, then tell your partner a few things you learned about 
him or her. Partner B, read some of your "I believe" poem to your partner. 
Partner A, listen then tell your partner a few things you learned about him 
or her. 

On another day, the teacher felt that students needed to not only share their thesis 

statements, but that they also should receive student feedback in the process. The 

following instructions were provided by the teacher: 



Teacher: Partner Time. Alright. What I want you to do is turn and talk to your 
partner because it may influence their statement or yours and you'll get 
feedback on changes that you might want to make. 

Finally, just as the other two teachers demonstrated, this gifted education teacher 

found it important for students to celebrate final drafts of their personal essays when they 

were completed. A day was set aside for all of the students to share their personal essays 

and celebrate their hard work and dedication to improving their pieces. 

Evidence for Research Question #2 

Data was analyzed for my second research question utilizing the characteristics of 

good writers according to the findings of Romeo (2008) who evaluated the works of 

Butler and Turbell (1987), Faigley, Cherry, Jollifee, and Skinner (1985), Paris, Calfee, 

Filby, Hiebert, Pearson, Valencia, and Wolf (1992), Tomkins (2002), and De Vries 

(2004). These studies contrasted students who were struggling with students who 

demonstrated success in writing. As a result, eight characteristics of good writers 

emerged including their ability to: (1) tap and use prior knowledge about a topic, 

previous reading, and writing experiences, (2) plan, vary, organize, and adapt their 

writing based on the purpose, form, and the intended audience, (3) use the writing 

process and strategies in a flexible manner, pausing to reread, elaborate, and reflect as 

they plan, draft, rewrite, revise, and edit, (4) show concern about content, ideas, and 

language style, (5) make changes to their writing as they revise their work in an effort to 

increase meaning and clarity, (6) collaborate to provide support and encouragement for 

others and gather feedback and revision ideas from their own writing, (7) proofread for 

paragraph structure, spelling, grammar, capitalization, punctuation, and format, (8) assess 
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their writing regularly, enjoy and take pride in their writing, write frequently, and write 

independently in school and in their daily lives (Romeo, 2008, p. 28). 

The evidence for the second research question is organized according to Romeo's 

(2008) eight characteristics of good writers. 

Demonstrating Effectiveness through Classroom Practice and Student Writing 

Students Use Prior Knowledge, Previous Readings, and Writing Experiences 

The Writing Workshop frameworks were designed in such a manner that the first 

several days were spent generating ideas for possible future writing pieces. It was during 

this time that students were asked to use their prior knowledge to make connections with 

model reading pieces that they were provided and with previous genres that they had read 

and written. 

I had the opportunity to observe the seventh grade students throughout their nine-

week experience with expository essays. During the first day of the Writing Workshop, 

the students were provided the opportunity to immerse themselves with a variety of 

expository essays. However, before they did such, they were given the chance to connect 

their prior knowledge regarding narratives, the genre they studied form the previous nine-

week period, to their upcoming genre. During this time, the teachers and students were 

able to discuss elements such as the fact that narratives have components such as plot 

including exposition, rising actions, climax, falling action, resolution, conflicts, and 

theme. On the other hand, they discussed that an essay's organizational structure involves 

thesis statements and supporting details for that that thesis. 
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While comparing narratives to essays, all of the classes observed generated the 

following table together that demonstrates the comparison. The creation of this chart 

required the students to pull from their prior knowledge, reading passages read, and 

writing experiences of narratives in order to provide the information. 

Table 3 
Chart Generated by Comparing Narratives and Essays 

Narratives/Stories Essays 
Tell a story Provide information 

Are sequenced Organized structure with thesis and 
elaborated supporting details 

Use a storyboard Built and revolves around ideas 

Revolves around character and plot Written so the reader can think and learn 
about the ideas 

The next several days were spent reading passages that students could utilize in 

order to help generate ideas for future writing pieces. Additionally, these essays and texts 

provided students with various examples of expository writing. The students were 

prompted to recognize some of the organizational patterns they had discussed previously 

for the texts. Some of the pieces that the students were provided time to read individually 

or in pairs include: (1) Hero, (2) Cheating in America, (3) If They Only Knew, (4) 

Internet Plagiarism, (5) What Do I have to Look Forward to? (6) This is Why I Write, (7) 

An Education Lasts a Lifetime, (8) Time for Miracles, and (9) Second Chances. See 

Appendix E for a list of examples of genre. 
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During the first day of generating ideas, the students from all three level classes, 

regular, gifted, and special education, were asked to read different I Believe poems as 

well as read the lyrics to Dolly Parton's song "I Believe." Next, having read the reading 

samples and after the teacher modeled her brainstorming, the students were asked to 

brainstorm their own I Believe statements. Below are student samples of this generating 

of ideas. 

I bd'iVie I- woiG by 6>c& 

I beliVkt "Hnefe fhirw) 
beW|£ wg- vj\(| t\\\ go to 

X beMie <£>JcXp)e~ ck -^^0+ 
X beli^ V>OvS £<\uo\ r^h-h5 

X <3Je<yofte is Ji-ffeW f aur\ VYfc« 

fo ene. i ^ fecteci-
S- vbel / \i j£ tpt'e-s oiu cfju-op stfa/V) Iffie4hrir 
T belivie jY&z \6w CUTelfy 

X b^ic- no one fS . 

bclj \/ii£ ck, viholev^ev fhty 
"£beVi\/ie- ei/e/jenc haS fHade 
X bcline ev^ryi^B. ho6 bobb/<sS 
X teliWe o\jc(yoc£ uUl bs fcefn ag>^ 

f^liV/e. vpecpts c^n express tn-h^r wy 

I bcli [j jc ,  every fmj 'ml Xssa^ lu- ' i /  )o<e. c^feci 
J bfliv^ C\/sfy/e kuS er^i»/55i'^ sxfca 
I beliWC KiAfe U)\\\ b^cPt-tne && ^ & "feftouSc^cfYp 
I is r& bo^yin3 

I telive Ho ok 16 fbjitaf 

Figure 6. Student #1 example of generation of ideas for / Believe poems. 
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Be l ive. . . .  
J_ bt-l'Xie- <yi Jesus 0>vd God* 

bchxll |V» plfiov faett hopt 

be''V£.nolfoi^j <5 impostib(Q. 

_ Z L  b e ( < V £ .  t o u  • i k w l f '  p & p k b p u  b - c .  i r r o  t e c / .  
. . .  ('••• •—••/ 

X- bch'vt-. y°<J zbouic* respect ei^// 

JZ.pC (iVe-^yeo Ar/T/ty' yjQU(-...<*-fctmr. 

n roc .'5*v> tonAtth:«*)h me.ltf fun. ot 

JL foelA/g PiKf^mn-t ,'% Stent <>_. J^e/' 0«v». W/Ca^ff^ 

- 3^ bej7ue. every e, r<. -e^uoUy , 

f r e ) f  i > e  i  f t  ^ + 1 ^ e  

T" be!'ye. Q.\jtf/oDx e^*ier v*c ec/Uc of' . • 

 ̂fĉ eJ/Ve iV> F A1 ;£. uX.lCj' / 

Figure 7. Student #2 example of generation of ideas for / Believe poems. 

On the second day of generating ideas, the students, from all level classes, were 

asked to respond to illustrations and photographs. The first photograph that the students 

saw was of a homeless woman with a sign and someone providing her a donation. Next 

the students were shown a picture of people on a roller coaster. The third photograph was 

a firefighter with a baby, and the fourth was a close-up picture of a wrinkled, homeless 

man. After viewing the pictures, the students were asked to quickly respond to a 

photograph. The teacher then provided an example of her generation of ideas/responding 
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to a photograph and then asked the students to elaborate on their generation of ideas 

using their prior knowledge. Students were encouraged to write freely in order to 

articulate all of their thoughts and feelings regarding the photo. They were encouraged, as 

usual, to write for volume and stamina but not perfection. Below are examples of 

students' initial generations of ideas regarding the photographs shown in the class. These 

samples demonstrate how the students were able to connect the pictures to their prior 

knowledge. 

- — ; -

i thinki. Uqhkjr miqM. 

kavc Wcfe or a loh j>k fezdhusS 

_ ftooJc -

icx&s k^A-s) i± CQkll hsu a 

stag's ckiUtLhi^c.-- way.. fmn.. .ih&— 
puJtu:££__-} ..JOaan -A.a\i.ir ^joh-jaJeuL 

Aoirxoj. ijh&'t Lei pinq 3fi.ll: ^ 

Figure 8. Student example of generation of ideas to firefighter photograph. 
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t Pho -h I the-
.QOJJ^L £ ~jCC- a 'nr̂ wt fax ?6rSCh 

o/i tht brno-k i}\£ deiS J*?e 

03 if.. he j£ Kcosii/. Mmd&S £r... iK 

J M t  P i t  \ c i O d ' i v §  • ! & . . . Q e t .  S o m e  M i o n e y -  .  

i?Qt £Mc$..JW..>C .Ccxrc &r.. . i fcwefeSS r€.6p)C, 

L..±h{mc  ̂ htm^kss they 
' O'Mj-ft- tpeopr /a 9jyz„Sh04/\ ^C//ey,_ 

Figure 9. Student example of generation of ideas to homeless lady photograph. 

The third day of generating ideas required the students, from regular, gifted, and 

special education, to respond to reading news articles. Students first read the article, Are 

You a Nerd or a Geek? After the students were shown their teachers' writing samples, 

they were asked to choose an article and respond. The articles that they were asked to 

choose from consist of: (1) Is a Candid Camera the Key to Safer Teenage Driving? (2) 

Tattoo Ban (3) 3D Movie Tickets Set for Epic Price Hike (4) 25 Students Arrested for 

Middle School Food Fight (5) Two different I Believe pieces and (6) A Hero. See 

Appendix F for list of mentor texts. Below is an example of a portion of a student's 

generation of ideas after having read the article A Hero. Again, the sample shows that the 

student was challenged to connect his prior knowledge to the news article read. 
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ah'^o . 
/ • / 
/ ;  

To pqs 6Jhat tmf&> o\ Y)&fo 

i6> a person viho )5 Ofcey Mpfrl/ 
O/ef)  s t fWg#/^^ psef£ fce' ivi-e  - th^t  

rt-he. (jJ/flOffcSf- K/'d AligVlt" H0+- b£ o-Yp(o. 
%>V vilnvt do irh?y ^Hou^ThAf feT-S^o 

co,n ^NC-Jfoe\C IT^E. Ae-X-f wseK, ~X . 
l^rtW every<5it^ <?&o be o. hs/b. 
; i D 6cmê  w> y. Jn op'ribn o hefc 

doeSo'f hove to b£ ;> o- SKort),-foil, 

Vcxrfem orjU anutoi/ c\ hef&< 

Figure 10. Student example of generation of ideas in response to the article A Hero. 

On the fourth day of generating ideas, the regular, gifted, and special education 

students responded to lyrics of songs. The students in one class read the lyrics while 

listening to Frank Sinatra's "My Way" and then Garth Brooks's "The River." Another 

teacher had the students listen to Rihanna's "Take a Bow" and Rascal Flatts's "Stand." 

See Appendix F for a list of mentor texts. Again, each teacher provided a sample of her 

own generation of ideas. Next, the students were provided writing time to write their 

responses to the song lyrics. Below are examples of students' initial generations of ideas 

after having read the lyrics and listened to the song "Take a Bow" and "Stand." 
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S6VI0 ?I "\oVi a boo" 

RdalSoir^V^ otct v& ^ Wr 

v£ -jOVJ \cnl SDKxbo^ \jov sKooU 

W f(A\Vb£\A ay\d %Vnow VV\em fV^ 

^av) \oJt Vhe.^. 

Figure 11. Student #1 example of generation of ideas in response to the song Take a Bow. 

... f>OYX>^ M °5Vcxy^" 

lOKen £c&\ \\V-c "A00 c^vf?v-

<3)0 furtViev, -^ovj 

ipo^Vi ^jO\J , because X\ts)Oc 

VYx>O voV>CXV OOA\ 

do-

Figure 12. Student example of generation of ideas in response to the song Stand. 
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l-HEoSpQLcSilSw 

w'-'-w i-v.----. vjui t IL "/,« <•1- ^j,.XLlCiX 
A AOU C\k\(S -4-rg hyfVO h SA-vr^e -to CT 

^lLxo/"_JD£ CC\C\ii A 

Soc\ \S G v̂aq tV c\l\\irx\^ P .CkV\d.\ifS 
*\f (h <sf\rtVM- ^ A i  rr'x <m ~. ! - • -

y ' 

Figure 13. Student #2 example of generation of ideas in response to the song Take a Bow. 

On the fifth day of generating ideas, all of the students were guided in 

understanding how to generate ideas regarding particular ideas and concepts. The 

teachers in each of the classes introduced this idea by reading a portion of a picture book 

to the students titled Wilfred Gordon McDonald Partridge by Mem Fox. Making 

connections from the story, each teacher generated ideas regarding particular 

concepts/ideas. After creating a chart, the students were asked to try out their ideas and 

write based on one of their areas they generated ideas on. Below are student samples 

from this workshop experience. 
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^ i t i )  3 - 7  c o r e « ^ s £ \ & f l &  

W h a t  i s . ; , .  

friendship' 

loya\Kx| -

* (K 00 A \\w\£5 

* ^Wjir^ 

* kW^ ^HJCN^ ^ 

VcxW "fo LiW 
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'W^- &N&VA. CW\i 

' bor\0 Yvtvt IAMM 
ru> OM t\^L is 

ns^-

' U)roj Vwx^vr 
4 ^ jrut f 0 

\Jntnr i^orA-

•^Gweone ujho df&L~ 
K\e>V ^-Vckya^ VO\\VN 

jV^t orc>v>)^. 

V Ojt\ Ofdi^y 

1 doi <,jsmHw^ -H-dct.. 

IVMLOM, (AjOUli 

VWaV-

^ Icu^ya 

<K 

d ifferc^v 

Loua l"KT 

VW\v\V of vLaja\\\j" \ 

\Q\c^La\\^^bl cm (J hj2oo H*-y 

0/ vjoWNA \ \do^ -£W ih 

^ CM\ kd in SQ> /nexrty 

sWp« c\Acl Site?- -Wm, c®oU Ue M^vx 

Savjih0 'Sh. jkd uj1 1) Rj^Jtv lit of 

. 4'CAV- , i V C0u\^> Wo V^cxjy cjvrVjW^ 

.^T\OAC\ savj\n^ Hiy WJrvV 6\j^ <^«AV qys v^g. 

iW^V^vjOjVs \fY\bx\\] ^0|)\£. c\t)rvV I^Viqvkj "YVC 

LOhS^t, ^0 (And 4W is \j0V4 \ vjOOaV Vo 

Spend 1^ li^V Vi\Vv-

. U)Wa 

c£ rvsA 

Aty fVUL 

W\SMxLcm(X\ 

Figure 14. Student #1 example of generation of ideas for concepts and ideas. 
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I.dv£ 

• iryivri^UfdftfalVinq 

YiQ h-V 1 SOOUfKlWi 

. 1Mb .«aw.m.srni iaiaiiiMiaiai 

rhiW Jflti to W ...d ..... 

t i M f i t t o  . . % L \ b r < c a . . _ . _  . . .  

iMl&la _ ®0Qfcai^ 

Figure Student #2 example of generation of ideas for concepts and ideas. 
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/  vuf^i  r>v /~IV_ tS is \JW fv- WUts* ygv facii/j _CL__ _ 
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r> ^/// /r?cfe„ /»& & 
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/ y7?u yx̂ i<3 &ef <c* t*£f y&\j> '/• tfyiJuj , C 
yDo* 

Figure 16. Student #3 example of generation of ideas for concepts and ideas. 
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It is clear that with each of the student writing samples, the students were 

challenged to apply what they already knew, using their prior knowledge, regarding a 

topic that they had read about and write freely on that topic. 

Students Vary, Organize, and Adapt Their Writing 

As previously mentioned, this particular school system provides the teachers with 

a curriculum map that they are to follow for each of the four grading periods. The grading 

periods are broken down into two semesters with different units. The units are: (1) 

Launching the Workshop, (2) Reading and Writing Narrative Texts, (3) 

Nonfiction/Expository Writing, (4) Testing as a Genre, (5) Persuasive Writing, and (6) 

Research/Technical Writing. 

During these different segments of the year, the students participating in Writing 

Workshop are guided through the writing process and asked to write within that 

particular genre. It is through this division of genres that the teachers help students 

understand their purpose, form, and intended audience for their writing. The following 

tables illustrate how the units are divided according to each grade and semester. 
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Table 4 
Curriculum Map Units for 6th Grade 
6th grade Curriculum Map Units 

First Semester Unit Launching the Workshops 

First Semester Unit Reading and Writing Narrative Texts 

Second Semester Unit Nonfiction/Expository 

Second Semester Unit Testing as a Genre 

Second Semester Unit Persuasive Writing 

Second Semester Unit Research/Technical Writing 

Table 5 
Curriculum Map Units for 7th Grade 
7m grade Curriculum Map Units 

First Semester Unit Narrative Text 

First Semester Unit Research and Expository Text 

Second Semester Unit Expository Essay Writing 

Second Semester Unit Persuasive Text and Propaganda 

Second Semester Unit Testing as a Genre 

Second Semester Unit Technical Writing 
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Table 6 
Curriculum Map Units for 8th Grade 
8 grade Curriculum Map Units 

First Semester Unit Narrative Text 

First Semester Unit Expository Text 

First Semester Unit Persuasive Text 

Second Semester Unit Writing to the Prompt/Oral Presentations 

Second Semester Unit Research 

Second Semester Unit Testing as a Genre 

Second Semester Unit Technical Writing/Georgia Authors 

Additionally, students demonstrate their abilities to plan and organize their 

writing throughout these different genres through their brainstorming. They are guided in 

determining their audience and purpose for writing based on the genre in which they are 

brainstorming. By analyzing the previous student samples for generation of ideas, 

evidence is provided that the students had much practice with brainstorming for purpose; 

however, little is demonstrated in reference to audience in their samples. Below are 

samples of a seventh grade regular education student's brainstorming for purpose and a 

rough draft from that particular brainstorm as well as several other samples of 

brainstorming for purpose. 
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Figure 17. Student #1 brainstorming for purpose. 



100 

^C-W\\VvVe-VvXr *v IVVv W'X^i "3piY "r*A\3-^. 
«cxT>n> •^..ViV \NW 

_^S3J e>HL\ N>cA Q £ ri-r.rv.1 PFflm i 
LW\be t- Ot grygn gboYn^^^cr: NOJ. AL£Vj~ 

r*o-<o W\cd c££ejcA. ^vi SrOft'i-s -W.^^ 
(\ryy\? ~T£ ^XJ W>-e V^o. VWnvio^ rw ruvrac \v ^oo 

VrxoX x\ . 5^Z5x5Z3cve, ..xfcttak-
JdaaCiQ Vfr 6£>y?ft^ XXQ <><x& 

• Tv^vXVA. Vy€^\<\\ .AX^VcNVx.Q.rfAj2GUL Vv^^K ~fv\£fc>c^. V>F»-VfV\ .AX^^ V.vQ.-o: 
d\^q WeA p VV-.-fi people o:'DVj o c\ ^O'U 
X^r Mpo Yv*Ae£-..cv- vr \<c\ Vcv&V. ^ 
-A lA V \r\_«,\ T—. £> VkTV dfijObv^ip aeV c^oY . c£ 

i WoJt \ CM~N 
rsvv. ̂  CXI:S£X \OQXnV '.^pVe1 

Qvt-\\ > Aj,pl ^^uvCiix .. \r^e\\s0,ei?A AJO^ 
pe\:p . hO.xJ c\eV -^oVi -crs.^-,\^gA or-d 

|fe>.^\e.y , \Oy) t\^Y,>V\ .^vg/c-
T^\e-Yv\ou:x vo\^e _cx£xA^, _. 

r^JDCC :phL^fki.jg*£-< cvf-rXal> 
\nb^ ttr*-) Wvnie^upLi wVtU YK». i 

ey\ 
\\ 

-QpO&. jDLTiA-
vOP>rK\\vW v.:y\VV.. V^oV "rfc yvvor^j 

""tk-ecf ckt-t nw:a ,yf\oxv'o. v ' \XL\T- IK\ -T 11 y-AX ^ vt\ V.-.VA v •-< .. '<• J 
W, \c\WX\\cyevNA- \r\ Y£^-r\i-g^ v^V-e vx ^oO'fc. 

\v\^drw >\ > -gftv; rK WxrA iirvi ix.- wwd -~ r . 
•V v^u adcd_ix jlAcs 3cl ^gj'ki JzixdcuJL 

AX (Xn.^1XTiVL OtN^ \,)f'££lT"fc. ^0J^£i£uj t2CXV^_ 

^A» 

£» be- vcAi 

fU0aCdj\& oxo^m^^Sdh j^N_yov2re. 
^AoPnrr\£» w>, \,£e » 

Figure 18. Student writing draft from brainstorming. 
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Figure 19. Student #2 brainstorming for purpose. 
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Figure 20. Student #3 brainstorming for purpose. 

Currently, frameworks are being created for the eighth grade teachers and 

students in the same format as the sixth and seventh for Writing Workshop. However, 

when the teachers were interviewed they discussed the importance of the factors of 

purpose and audience. In fact, the teachers in eighth grade shared that they use what is 

called T.A.P.S. before writing so that the students will focus their attention on these 

elements. T.A.P.S. stands for the topic (T), audience (A), purpose (P), and style (S). 



Below are some regular education eighth grade students' writing samples that were 

collected from their unit on Writing to a Prompt. The students below use T.A.P.S. 
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Figure 22. Student #2 example of TAPS. 

Students Use the Writing Process in a Flexible Manner 

In each of the classes observed, the students were not only provided a rubric to 

show the students exactly what the teachers would be looking for when assessing their 

final piece, but they were also provided a self-assessment editing rubric for their writing. 

When I asked the gifted education teacher for seventh grade about this editing rubric, she 
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said that she felt that it helped the students think through their writing and include all of 

the elements that they had been discussing throughout the course of the unit. See 

Appendix G for a copy of the self-editing rubric for a personal opinion essay. 

When revising, students thought through their writing in regards to several 

aspects. First of all, the students reread their introductions to determine if they had used 

an elaboration technique that would engage the reader from the very beginning. The 

elaboration techniques that were suggested are anecdote, question, quote, simile, and 

analogy. The introduction section on the self-editing rubric also required the reader to 

ensure that they included a thesis statement. 

In the second section of the rubric, the students were asked to analyze their body 

paragraphs. The first thing that I noticed concerning this section was that there were only 

three paragraph segments under this heading, implying that there were only three body 

paragraphs. When I asked the different teachers, from all levels, about this format due to 

its similarity to a five paragraph essay format, each teacher was adamant that they were 

not just encouraging three body paragraphs. The regular education teacher elaborated that 

when you look closer at these sections they are exactly the same and that she informs her 

students to add a piece of paper with the same information for further body paragraphs 

past the initial three. She went on to say that paper is limited and that you cannot always 

provide the exact number of paragraph check-points for each student, so three becomes 

the standard. 

Another area of concern regarding these sections is the fact that each of the body 

paragraph editing rubric sections asked the writers to determine if their paragraphs were 
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at least five sentences in length. I immediately wondered if this would cause the students 

to only reach for the bare minimum. I asked the gifted education teacher about this aspect 

and she immediately agreed that this was one area that they would improve on next year. 

She did not feel that it prevented her students from writing more because she had worked 

with them and constantly encouraged them to elaborate in their writing; however, she, 

too, felt that it might prevent students from writing all that they could. Her intention, 

when she created the rubric, was merely to ensure that students not take the usual teacher 

comment "Write until you are finished" and say that they were finished after three 

sentences or so. 

Students Proofread Writing 

The third section of the rubric encouraged the students to reread and edit for 

mechanics. The rubric focused on capitalization and punctuation. In regards to 

capitalization, the rubric posed questions such as Does every sentence begin with a 

capital letter? Are all proper nouns capitalized? If the pronoun I is used, is it capitalized? 

If the student found himself responding "no" to any of the questions, he was given 

prompts to help him go back and make the corrections. For punctuation, the same format 

applied. The students were prompted with questions such as Does every sentence end 

with a punctuation mark? If a quote is used in the essay, does it have quotation marks at 

the beginning and the end? and If you used a complex sentence, is your comma in the 

right place (if you need one)? See Appendix G for a copy of the editing rubric for 

personal opinion essays. 
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After reading the mechanics self-assessment section, I asked the gifted education 

teacher why these particular concepts were placed on this rubric. She replied that over the 

course of the unit the teachers had noticed many of their students struggling with these 

particular concepts. So, the teachers incorporated them into their mini-lessons and thus 

only felt it appropriate to include in their rubric. She continued to explain that during the 

next unit, other editing concepts would be added to this section of the rubric as covered in 

class. 

Finally, the rubric asked two questions that caused the students to reflect on their 

writing. The first question was What part of this essay do you think is well-written? The 

second question was What part of this essay do you think needs improvement? See 

Appendix G for a copy of the editing rubric for personal opinion essays. I asked each 

teacher what occurred next when the students answered these questions and the entire 

rubric. Each of the teachers said that it helped them with conferencing. It provided them 

with a guide to help students in the area that they found themselves weakest. It also 

helped facilitate the conversation during conferencing regarding choices that the students 

made. Below is a student sample, from a gifted student, of a self-evaluation form. 
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F PRODUCTION 
Place a check beside the type of introduction used : 
A. anecdote/story: 
D. question: 
C. quotes: 
D. simile/analogy 
E. None of the above: 

sL 

• Does the introduction contain a thesis statement (opinion statement)? (jfVES/ NO o whatiSit? gveru Tvuia •tmiLLMx 
n6(7 ^ynficm life; 

II. BODY OF ESSAY-SUPPORTING DETAILS AND STYLE 

• Body Paragraph #1 ,fvc«; 
o Is there a main idea statement? (1 sentence that tellsyMWvhat that whole paragraph is about.cs; 
o Is the paragraph at least 5 sentences in length? (TyES/ NO 
o Do you have at least one complex sentence in your p&ragraph? (highlight it in blue) 
o How did you support the main idea statement? 

• Expert Quote: / 
• Statistic/Numbers: 
• Anecdote (short personal story): 
- Other: What? ^ 
• No Support Given: 

• Body Paragraph #2 
o Is there a main idea statement? (1 sentence that tells 
o Is the paragraph at least 5 sentences in length? 

Do you have at least one complex sentence in your 
How did you support the main idea statement? 

• Expert Quote: 
• Statistic/Numbers: V 
• Anecdote (short personal story): 
• Other: What? 

o 
o 

what that whole paragraph is about.) ( 
NO 

;raph? (highlight in blue) 

No Support Given: __ 

• Body Paragraph #3 
o Is there a main idea statement? (] sentence that tells 
o Is the paragraph at least 5 sentences in length? 
o Do you have at least one complex sentence in your 
o How did you support the main idea statement? 

• Expert Quote: V 
• Statistic/Numbers: 
» Anecdote (short personal story) 
• Other: What? 

No Support Given: 

hat that whole paragraph is about. 
NO 

raph? (highlight in blue) 

ESj 
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'MECHANICS 

Capitalization 
o Does every sentence begin with a capital letter? YES/ NO 

• If you circle no, go into essay, and place 3 ImSSunder the letters that need to be capitalized. 

o Are all proper nouns capitalized? (TYEa) NO 
• If you circle no, go into essay^ja place 3 lines under the letters that need to be capitalized. 

o If the pronoun I is used, is it capitalized? vLYES NO 
• If you circle no, go into essay, and plaCr*} lines under the letters that need to be capitalized. 

• Punctuation 
o Does every sentence end with a punctuation mark? fYESj NO 

• If you circle no, go into essay and place a pulS^Bfmion mark where one is missing and circle it. 

o If a quote is used in the essay, does it have quotation marks at the beginning and the endwYE&f' NO 
• If you circle no, go into essay and place quotation marks where they are missing anJrcircle them. 

o If you used a complex sentence, is your comma in the right place (if you need one)? NO -

III. OTHER 

What part of this essay do you think is well-written?_ 

What part of this essay do you think needs improvement? M i j  f l m c t i h r r o n  I  m m ?  

Figure 23. Student example of self-evaluation form. 

Students Collaborate to Provide Support 

The gifted education teacher actually provided the students with two copies of the 

self-evaluation rubric. See Appendix G for a copy of this document. The first copy was 

for the student to complete on himself. After the student individually analyzed his own 

writing and also revised and edited the piece, the teacher gave each student a second copy 

that was attached to the rough draft and given to a peer-writer to complete. The teacher 
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shared that she feels this provides each peer with a guide in order to check for major 

organizational and content items. Additionally it prevents the students from reading an 

essay and giving the writer surface level response such as "It was good" or "I didn't like 

it." Instead, the peer editor looks for the elements listed. 

Once I learned that the teacher utilized this form to promote social feedback, I 

immediately planned an observation in order to understand how students responded to 

this concept. The students were first provided time to read their peer partner's essay and 

fill out the form. Next, each partner went through the essay and explained why they 

marked particular elements or where they felt certain concepts were left out of the essay. 

During one student-student conference, I observed a student editor explaining to 

the writer that he felt that an anecdote would benefit the writer in a paragraph. The writer 

sighed and seemed to be struggling with how to insert it; however, the editor provided 

several suggestions of anecdotes that could augment that section. While the writer did not 

use one of the editor's suggestions, the conversation did immediately spark an idea that 

he decided to use. I could note excitement from both parties; the writer seemed excited to 

see how the anecdote could enhance his piece, and the editor appeared proud that he had 

caused the writer to make a meaningful change. Both students seemed a little more self-

confident as writers from that point forward in the conference. 

Similarly, the regular education teacher used a different peer editing sheet. This 

peer editing sheet was found online and created by Slotkin (2012). It caused the students 

to think through their thesis statements, structure, style, and provide other final 

comments. Like the other teacher claimed regarding her self-revising form, this tool 
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seemed to provide students a starting point for their peer conferencing as well as a 

conversation checkpoint for the teacher-student conferences. See Appendix I for a copy 

of Slotkin's (2012) peer editing sheet. 

Students Show Concern about Content, Ideas, and Language Style 

This particular area was observed and addressed in the seventh grade through the 

form of an expository rubric for the students' personal opinion essays that they wrote. 

While students were working on their drafts, they were provided a rubric that would be 

used when grading their personal essays. This helped the students, on all levels, to think 

through their essays in terms of organization, content, engagement, and conventions. 

When considering organization, the teachers were looking for the students to 

establish clear patterns of organization appropriate to essay structure. They were also 

looking for an introduction that engages the reader in the lead and that is dynamic and 

contains a well-developed thesis. Finally, in reference to organization the teacher was 

looking for the writer to provide a satisfying sense of closure. Concerning content, the 

teacher was reading to see that the writer's content contained a valid thesis statement and 

for the writer to use a variety of elaboration strategies to support the thesis statement. The 

teachers hoped to find the text engaging to the reader through creative style and language. 

This implies that the teachers were looking for thoughtful word choice and sentence 

structure throughout the piece. Finally, in regards to conventions, they looked for the 

piece to have no or few mistakes. See the Appendix B for the expository rubric for 

personal essays. 
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In addition to the rubric being provided at the beginning of units for students to 

utilize while writing, all three teachers observed were noted to have spent time with 

students individually or in groups conferencing about the content. It was during these 

moments that the students really appeared to come to life and show enthusiasm about 

their writing. On several occasions, students were observed elaborating what they had 

written to the teacher in verbal form. They were passionate about what they were writing 

but needed guidance and support in order to know how to put those words into writing. 

At that point in time, the passion for the content was obvious, but the students had to 

learn how to write what they were verbalizing. Below is one conversation that occurred 

between a teacher and student, in the special education classroom, where the student 

appeared passionate about her topic but just needed direction in structuring her thoughts 

and feelings into her writing. 

Teacher: Ok. So, tell me about this section right here [teacher points to a 
paragraph in the student writing sample]. 

Student: That part is telling you about when I went on a roller coaster at the 
fair. 

Teacher: Tell me little bit about that time. 

Student: Well, It was really cool. I had always been scared of roller 
coasters. I mean, like, I hated going with my friends to the fair and 
Six Flags and stuff because they always wanted to ride the rides 
and I didn't. So, one day I decided was going to try it and beat my 
fear. My brother was with me and kind of helped me through the 
whole thing. We were at the fair and decided to ride the one that 
flips upside down like this [student motions with hand]. I was so so 
so scared and tried to back out, but my brother told me not to be 
such a whimp and suck it up. I went on it because I was kind of 
mad at him for saying that, but it ended up ok because I figured out 
just how awesome the rides are. Now when I go, I ride each of 
them like 10 times each! 
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Teacher: Wow, it really sounds like you overcame your fear of rides. Right? 

Student: Yeah, it was pretty awesome! You should have seen it! 

Teacher: Well, why don't we reread this section of your writing? You told 
me a lot more detail just then and I think you could include some 
of what you said into your piece. I especially think you could 
capture your emotions in there as well. You are so enthused when 
you talk about that experience. I want your reader to feel those 
same emotions. 

It also appeared that the students were interested in what they wrote because all 

of the classrooms observed rarely had to be redirected when the student work session for 

writing occurred. In part this could be because the students were provided some 

structured topic choices in writing. As previously discussed, students spent several days 

generating ideas in relation to their lives and prior knowledge. Because the students were 

allowed to choose their topics, they seemed to have more interest in the topics and 

content that they were writing about. Below is a sample of a gifted education student's 

thesis statement and supporting ideas. This topic was chosen from several that the student 

had generated ideas about; however, this topic resonated with the student the most. 
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Thesis Statement ] 
Write the thesis statement you have created for your personal 
opinion essay in the space provided below: 

ftM-nenu ftamt \o ne\p qu\a?. 
-mrm vYMn\Kh^ \\fr 

Supporting my Thesis Statement with details 
Once you have choscn your thesis statement, fill in the supporting 
details that you might use in your paper: 

VcmoWxs divorce, (h<r* -tfrnoc^ bccomc 

cuh- for +nc 

<X<W< Vfwrwjvx \noiY-'s . 

3.^-KpftA+nerir o<it qooa for cY\\\A(cn. 
nov- +t> T-ep\5\ce,-rtnai' , to-v-
-vo v^i \ \ -m-e vo'v=\. 

Figure 24. Student example of thesis statement for chosen topic. 

Students Revise Their Work for Meaning and Clarity 

While students in all of the classes were observed constantly rereading and 

revising their rough drafts for writing, this particular element for good writers was not 

one that was consistently addressed in the regular education and gifted education classes. 

When I informally asked the gifted education teacher and regular education teacher about 

this, they responded that they hoped that through their interaction with the piece, the 
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writer's interaction, and peer collaboration that clarity and meaning would be addressed 

and changes made. While they understand the importance of helping students write for 

clarity of meaning, these teachers, who have larger classes, were having difficulty 

balancing their instruction and conferencing time. Thus, they hoped that the social 

interaction that occurred during conferences would address issues of meaning and clarity. 

On the other hand, the special education class seemed to have a different stance 

on this idea. It was observed that during conferencing the teacher focused a lot of 

attention on helping students increase the meaning and clarity of their writing. When I 

asked her to expound, she explained that her students are often a "hodge-podge" of ideas. 

Their ideas and the ways in which the students transition in their writing make complete 

sense to the writers, but she claims that as a reader she is often lost. 

During one particular observation, I noted the special education teacher 

prompting a student to tell the teacher about her writing piece before she read it. The 

teacher later confided that this provides her with the background she needs in order to 

make sense of sections that are unclear. She feels that this knowledge helps her guide her 

students into making changes that are meaningful and that help clarify their thoughts. 

Below is part of the conversation that was observed. 

Teacher: Well, I like what you just told me about your piece. I think that you 
make some solid points as to why people should not give up on 
their dreams. I especially like your use of the anecdote in this area, 
but let's take a look at it and see if we can't help the reader out by 
providing a little more description of the situation. You are telling 
me about your cousin in high school and how he wanted to make 
the baseball team, right? 

Student: Yes. 
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Teacher: Well, you tell us that he didn't make his dream and then the next 
time he did. That can be a little confusing because you left off a lot 
of the great details that you just told me about. What type of things 
do you think your reader would want to know about that situation? 

Student: Umm. I don't know. What? 

Teacher: Well, how about how he didn't make the team in ninth grade. 
That's what you mean by he didn't make it his dream, right? And 
then he did make the team in tenth grade. That would be important 
for them to know that timing. Let's see what else. Oh, what about 
the sport? 

Student: [Student reads through some of the paper]. I didn't say what sport. 
Duh. I should say it was baseball. 

Students Assess and Enjoy Their Writing and Write Frequently 

Each class of students are provided frequent and predictable time for them to 

write every day of the Writing Workshop. After writing frequently and working hard for 

an extended period of time, the teachers and students plan a celebration day where 

students share their work. This can come in different forms. First of all, students 

sometimes celebrate their work by having a swapping session with other students. The 

gifted education teacher provides her students with a piece of paper with two boxes. The 

top box is larger than the lower one and says Things I think are great! The bottom box 

contains the caption Things I might like to see more OR less of next time. See Appendix H 

for a copy of this form. 

On some celebration days, she will have the class spend time swapping papers 

and providing their final comments on this feedback page. However, one observation is 

that most students do not provide as meaningful of feedback as on the peer-assessment 

form because the students who are commenting end up copying previous comments. 

Additionally, at this point in time, the students also do not want to hurt another student's 
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are feelings regarding their final copy that took much time and effort. The following; 

examples of feedback sheets where students either reiterated points already written or just 

wrote surface level comments for the writing pieces. 

Things I think are GREAT!! 

\Nfl\f 01 CjTOtt pitC&[ 

qvjcAC VJ(A\T q vctj-ft 
T 'wV-e. ^y-ior+-
TO read oro\-C- UK*. <^auJion "i s 

(A)0^ VG<"Mj re(S\ £ ri* 
TIJL Cj^bUs, V-'cji c.-~KDCy-<f - /*!&. 

r tCivvic-Hj (x^res 5c 

q ooa oiuo-K' 
-ch 

v? Things I might like to see more OR less of next time! jVncill, 

\ coiv.-w11 sowu. 
' "X rli, j <7 5"I'' tV "~"j iriio « Soft- jV-I, A', K,vv n^y r^-t' • 

pw-jt-pk^ :aHT"T6 C
' 
c-

V<*V} ,(-0U\A V-I&vt vMViVtn vwy-ft —T& 
Qjo^'* srrxx^ v'-cad. - fyv7 

X GzX «"/ •>  ̂̂ -too tfhor-v I -CH 

ClyiU- r-t^d ,J- Wwr^iKhHrtxy^^WV^V^^V^yxvN^^^ 
—• -1 O • 

C c* n o n F\-ead y c? ̂  / 
M c?l >? civ vf '' 1 n y1 

Figure 25. Student #1 example of peer feedback sheet. 
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Things I think are GREAT!? 

lOMED ijowf ux\c\om^MA tfne i^you 

\t +o o.9Me(- -cw 

1st ~'!i 
c.F.- r ••••« *'- .'H. i h , * . ! )  , » »  i . , . . .  >n ;l if... 

gorw\on \s vw^opth! 
N\00\^Mr ̂ Our pan t 

\3ecvf ^>ro\f<Vot i ^ TartWs %1-rer^h - Cte l f jQ 
. A. a...h.. i.ii„ l. tA«v *rort\ MflH' "£• C-/ Ac/+Uolllfin»y VfciAl) b«,OV" fr£>+-c<>"i f\fc< tr°m KiStlj-

«ood +Ke.si -i •h&si * anA.itA'Oi 

1tj 0^' A 

Great- c^ufyor,1.^*-* s 

-fiyt-W ' ^ji PCg- jgK V •* 

Things I might like to see more OR less of next time! 

we %m\ not v -OA 
t , 

Figure 26. Student #2 example of peer feedback sheet. 
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Things I think are GREAT!! 

{m>|I m J 

c~t - v»k - qcfcd \co£\ \ 
Kw - Y$tepV\)X<V\ \3lt tV1C ltM!  ̂  ̂

— 

-B^SadQ)6 vft\^o\ ^jQ/vypte rbA 

Ctostoa 
. Aoc^^ 4- otiXt W--5' wM ^eo4 

^ ^ „ J <••">•••'/ ,t,vV 

-mil •*. UM «»<' 

Things I might like to see more OR less of next time! 

U* 

Figure 27. Student #3 example of peer feedback sheet. 

Another way that I observed this teacher and the other teachers celebrate is by 

holding a day where students orally read their pieces. During this time there was no 

feedback provided to students because of limited timing. However, in two of the 

classrooms the teachers asked their students to write comments on a sticky note that 

would be provided to the writer. This kept students engaged with what they were 

listening and provided the writer with positive reinforcement for their writing pieces. 
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Ultimately, students enjoyed this day and the applause that they received for their hard 

work. Students who were walking out of the classroom that day were overheard saying 

how engaging the class was with the sharing. 

Georgia Writing Assessment Scores 

Each January the eighth grade students in the state of Georgia are assessed on 

their writing ability concerning either persuasive or expository genres. During the 

Georgia eighth grade writing assessment, students receive a randomly assigned 

expository or persuasive prompt and are allowed 100 minutes to write their essays. 

In evaluating the papers, two trained raters read and score each paper using a 

standardized rubric scoring system. The raters of the essays must hold a four-year college 

degree, have completed a ten-hour training program, and passed a qualifying training test. 

Raters score papers individually. If discrepant scores occur among raters on a paper, the 

two discrepant scores are averaged, or a discussion is held in order to come to a 

consensus score (Johnson et al., 2005). 

Student assessments are scored using an analytic scoring system. Four domains 

are evaluated including: ideas, organization, style, and conventions. Additionally, these 

domains are scored on a range of one to five, with five being the highest score or 

exceeding. According to the Georgia Department of Education (2012b), the domain of 

ideas describes the degree to which the writer establishes a controlling idea and 

elaborates the main point with examples, facts, illustrations, or details. Organization is 

the degree to which the writer's ideas are arranged in a clear order and the overall 

structure of the response remains consistent with the assigned genre. Style addresses 
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control of the language to engage the reader, and conventions attends to the degree to 

which the writer controls sentence formation, usage, and mechanics. 

Once scores are obtained from each of the individual domains, raters combine the 

scores to acquire a total score for each individual student. The weighting of the domains 

vary. Ideas is weighted at 40% with the domains of organization, style, and conventions 

at 20% each. Thus, the ideas in a student's composition are emphasized more in scoring 

than the other domains. The average of the two raters' domain scores becomes the final 

domain score. 

One goal of the administrators for implementing the Writing Workshop 

framework into this particular middle school setting is to see gains over the next few 

years in student Georgia Writing Assessment scores. One truly needs at least three years 

of data from an implemented program in order to claim a causal relationship; however, 

the scores over the past several years are still important pieces of data that are being 

analyzed by the school. 

Also, the data demonstrates information from years in which the Writing 

Workshop was not employed in this particular setting and data when it was implemented. 

When data for this research project was collected, the students were in seventh grade 

(2010-2011). The 2011-2012 scores reflect those students' Georgia Writing Assessment 

scores. Table 7 shows the Georgia Writing Assessment scores for this particular school 

from 2007-2012. 
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Table 7 
Georgia Writing Assessment Scores 

Georgia Writing Assessment 

Academic Year Did Not Meet Meets Exceeds 

2007-2008 18% 72% 11% 

2008-2009 16% 73% 12% 

2009-2010 12% 84% 5% 

2010-2011 5% 83% 12% 

2011-2012 4% 75% 21% 



CHAPTER 5 

DISCUSSIONS, CONCLUSIONS, RECOMMENDATIONS 

Review of Study 

The purpose of this case study is to provide an in-depth understanding of the 

implementation and effectiveness of the Writing Workshop in sixth and seventh grades at 

a suburban middle school in central Georgia. This framework was put into place in order 

to increase writing achievement for students in a suburban school in Middle Georgia. 

The research questions that this study answers include: 

1. In what ways does a suburban middle school in Georgia implement the Writing 

Workshop in the sixth and seventh grades? 

2. In what ways does the teachers' implementation of the Writing Workshop 

demonstrate its effectiveness? 

Chapter 1 set forth to provide the reader with an overview of the study by 

presenting information on the background of the theoretical framework utilized, 

background of writing instruction, understanding writing as a process, the Writing 

Workshop, statement of the problem, purpose of the study, research questions, rationale, 

significance of the problem, overview of the methodology, and limitations, assumptions, 

and design controls. 

Chapter 2 provides a review of literature related to the research questions. In this 

section, both qualitative and quantitative research studies are reviewed. 
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Chapter 3 explains the research design for the study. The population and sample 

utilized are described as well as the data collection and instrumentation. 

Chapter 4 presents the analysis of the data collected including interviews, 

observations, and student writing samples. 

Finally, Chapter 5 provides findings, conclusions, and implications of the 

findings for future practice and research. 

Discussion of Findings 

From the class observations, teacher interviews, and student samples collected 

and analyzed, several findings were identified. The data was viewed using the theoretical 

framework for this study including sociocultural theory. Vygotsky (1978) embraces 

sociocultural theory which exists on two levels. First, through interaction with others, and 

then integrated into the individual's mental structure. Much of the Writing Workshop 

revolved around social interaction and then individual writing which required 

metacognitive and cognitive practices. All of the findings surfaced from the multiple data 

collection measures that were employed. 

A major theme that emerged regarding the first research question is that the 

teachers at this school are a community of professionals who share the same writing 

instruction beliefs. The following findings directly relate to this first theme and help 

answer the first research question: In what ways does a suburban middle school in 

Georgia implement the Writing Workshop in the sixth and seventh grades? 

1. Teachers construct and modify lesson frameworks to provide guidance while 

teaching writing in the sixth and seventh grades. 
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2. Mini-lessons are utilized as a time to teach craft, model writing, and provide 

examples of genre. 

3. During the work sessions, students are frequently and predictably provided a time to 

write and implement what has been discussed in mini-lessons. 

4. Social collaboration between students is encouraged in order to assist students in 

thinking through their writing as well as to receive feedback to help improve their 

writing pieces. 

5. Teacher-student conferencing is utilized frequently to bridge topics such as purpose, 

language, format, ideas, and craft. 

6. Celebration of student writing is typically found at the end of nine-week unit. 

The following findings directly relate to the second research question: In what 

ways does the teachers' implementation of the Writing Workshop demonstrate its 

effectiveness? 

Student samples, along with teacher interviews, and class observations were 

analyzed according to the findings of Romeo (2008) who evaluated the works of Butler 

and Turbell (1987), Faigley, Cherry, Jollifee, and Skinner (1985), Paris, Calfee, Filby, 

Hiebert, Pearson, Valencia, and Wolf (1992), Tomkins (2002), and De Vries (2004). 

These works contrasted students who were struggling with students who demonstrated 

success in writing. From this study, Romeo (2008) determined eight characteristics of 

good writers. These eight characteristics were utilized in order to analyze the data for the 

second research question. 
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From the results of this study, a theme that emerged is that students in this school 

are exhibiting characteristics of good writers, but improvements can be made in the area 

of understanding audience. The characteristics utilized to support this theme include: 

1. Good writers tap and use prior knowledge about a topic, previous readings, and 

writing experiences 

2. Good writers plan, vary, organize, and adapt their writing based on the purpose, form, 

and the intended audience. 

3. Good writers use the writing process and strategies in a flexible manner, pausing to 

reread, elaborate, and reflect as they plan, draft, rewrite, revise, and edit. 

4. Good writers proofread for paragraph structure, spelling, grammar, capitalization, 

punctuation, and format. 

5. Good writers collaborate to provide support and encouragement for others and gather 

feedback and revision ideas from their own writing. 

6. Good writers show concern about content, ideas, and language style. 

7. Good writers make changes to their writing as they review their work in an effort to 

increase meaning and clarity. 

8. Good writers assess their writing regularly, enjoy and take pride in their writing, and 

write frequently. 

Relationship to Literature 

The major findings for the first research question suggest that teachers at this 

particular site hold similar beliefs in regards to how writing instruction should occur. All 

of the teachers reveal through their words and actions that they believe in a process 
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approach to writing instruction. They display that they do not just value the end product 

as the most important aspect of writing, but instead find it important to focus on the 

process or development of writing (Freedman et al., 1987). Process writing instruction 

involves modeling and support for students by the teacher and other peers as the students 

work through the various recursive phases of process writing such as: prewriting, 

drafting, revising, editing, and publishing. It is during this time that students are provided 

the opportunity to write regularly on topics of their choice while working through and 

revisiting these processes (Boone et al., 1996). 

Specifically, the teachers share the common belief in the Writing Workshop 

method for implementing a process approach to writing. This structure embraces a 

predictable schedule for writing instruction. According to Atwell (1998), this uniformity 

in schedule is necessary because the consistency of writing time encourages students to 

adopt habits of good writers. Thus, in order to provide stability in this model, there are 

basic components that this school has implemented that coincide with the Writing 

Workshop framework including: (1) whole group instruction through mini-lessons, (2) 

time to experiment with writing, and (3) time for structured response or conferences 

(Fletcher & Portalupi, 2001). 

The first finding that supports the theme that the teachers share a community of 

writing instruction beliefs is that teachers construct and modify lesson frameworks to 

provide them guidance when teaching writing in the sixth and seventh grades. These 

frameworks appear to help the teachers encompass the different elements that they find 
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essential for including during the Writing Workshop, which brings about the other 

findings that support the major theme. These will be elaborated upon in the following. 

Teachers utilize mini-lessons to teach craft, model, and provide examples of 

writing. As previously mentioned, mini-lessons are short lectures at the beginning of 

class that can encompass a variety of topics or strategies including procedures for the 

Writing Workshop class, conventions, craft, or genre (Calkins, 1986). These lessons were 

found to typically last around fifteen minutes on some days and longer on others 

depending on what was being taught (Atwell, 1998). During this time, teachers often 

included grammar integration, modeled their own work, and provided examples of the 

writing that they were focusing on during that time. 

The next finding is that teachers felt it important to provide students with 

frequent, predictable work sessions where the students would write to generate ideas, 

implement concepts utilized in the mini-lesson, or work on expanding their writing. 

Atwell (1998) found that writers do need a regular time allowed to them for writing and 

that this time should be pre-planned in such a way that the students foresee it coming and 

are able to plan for it. The work sessions employed in the Writing Workshop classrooms 

adhere to Atwell's finding. The teachers make sure that when planning their lesson 

frameworks, they implement time for independent writing. It is the hopes of the teachers 

that by making this a priority in their classrooms, the students will develop habits of good 

writers (Atwell, 1998). 

The fourth finding suggests that the teachers deem social collaboration between 

students important so that the students are able to utilize their peers to assist them in 
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thinking through their writing. During this time, the teachers promote students to provide 

feedback to one another that will encourage positive changes to their writing. Vygotsky 

(1978) claimed that learning is a social process. Schools and classrooms can promote 

social processes best by supporting social interaction including formal and informal 

interactions and conferences among students themselves (Larson & Maier, 2000). 

The fifth finding also relates to social interaction but with teachers instead of 

students. According to the teachers at this school, teacher-student conferencing and 

providing feedback to students is deemed a very important component of the Writing 

Workshop. The purpose of conferencing is to help students think about the writing piece 

at hand. This time allows students regular response to their writing from the teacher or, as 

previously mentioned, their peers in which they are able to bridge topics such as purpose, 

language, format, ideas, and craft. By addressing these needs, the teacher is helping the 

writers discover what they do not already know and how to experiment with their writing 

in order to make advances (Atwell, 1998). 

Next, students and teachers celebrate student writing; however, as large an 

emphasis is not placed on this component of the Writing Workshop as it is on the others. 

Through the means of peer-to-peer or whole class sharing, the concept of celebration is 

evident at the end of the genre unit of focus. However, the teachers do provide a positive 

climate in which the students are able to share without feeling that they may be ridiculed 

(Mermelstein, 2007). 

In order to answer the second research question, the data collected was analyzed 

according to the findings of Romeo (2008). His research and synthesis found eight 
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characteristics of good writers. As a result, findings emerged that support the theme that 

students are exhibiting the determined characteristics of good writers. 

As demonstrated in Chapter 4, students are exhibiting the following 

characteristics of good writers including the habits that (1) Good writers tap and use prior 

knowledge about a topic, previous readings, and writing experiences, (2) Good writers 

plan, vary, organize, and adapt their writing based on the purpose, form, and the intended 

audience, (3) Good writers use the writing process and strategies in a flexible manner, 

pausing to reread, elaborate, and reflect as they plan, draft, rewrite, revise, and edit (4) 

Good writers proofread for paragraph structure, spelling, grammar, capitalization, 

punctuation, and format, (5) Good writers collaborate to provide support and 

encouragement for others and gather feedback and revision ideas for their own writing, 

(6) Good writers show concern about content, ideas, and language style, (7) Good writers 

make change to their writing as they review their work in an effort to increase meaning 

and clarity, and (8) Good writers assess their writing regularly, enjoy and take pride in 

their writing, and write frequently (Romeo, 2008). 

While evidence was provided to support each of these characteristics, there is still 

room for some improvement. First of all, little was observed in the classroom and in the 

writing samples in regards to addressing audience during mini-lessons and during 

brainstorming. While it is evident that students are writing to an audience, more attention 

needs to be provided on how to address audience and the proper language to use for 

different types of audiences (Atwell, 1998). 
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Next, the teachers assisted the students' understandings of the process approach to 

writing by helping them view it through a flexible manner. They encouraged students to 

pause to reread, elaborate, and reflect as they plan, draft, rewrite, revise, and edit. 

Additionally, they worked to help students proofread for paragraph structure, spelling, 

grammar, capitalization, punctuation, and format (Romeo, 2008). In order to make this 

process seem manageable to the students, the teachers provided them with several 

documents that help them think through these different processes. However, it is 

important for the teachers to continually explain that these documents should be utilized 

consistently and frequently throughout the writing process and not just viewed as 

something to complete with after their final copy. This concept seems to be one that 

many of the students understood and utilized as a tool; however, many students saw it as 

a future assignment that was due. 

Implications 

The idea of Writing Workshop is not a new idea that recently evolved. It has been 

around for many years; however, because we are in an age of accountability with high-

stakes testing and standards, such as the emerging Common Core standards, many 

teachers throughout the nation find it difficult to determine how to mold this type of 

framework to fit their current boundaries. Thus, this study demonstrates that despite the 

fact that we are in a data and test-driven nation, teachers do not have to abandon their 

personal philosophies regarding education, but instead can find ways to effectively teach 

within their given parameters. 
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The findings of this study further inform fields of study regarding middle grades 

writing instruction, specifically teachers and schools with similar student populations. 

This study highlights one school's method for implementing the Writing Workshop as 

well as how it demonstrates its effectiveness. None of this would have been possible if 

the school and class environments had not been of a positive nature. This supportive 

environment provided the context from which the students were able to advance as 

writers. 

Teachers who teach similar students can benefit from this study by understanding 

one way in which the Writing Workshop is managed and implemented in a middle school 

context. While much professional literature is provided for teachers regarding Writing 

Workshop, each state and county typically have their own curriculum guidelines and 

maps. It can quickly become a daunting task to implement the Writing Workshop and all 

that it entails in the agenda set forth by one's state and county. This study presents how 

one county and school took the time to do just that. They created manageable frameworks 

that fit the demands of the curriculum map, while also maintaining the basic structure of 

the Writing Workshop concept which encompasses a process approach to writing 

instruction. Hopefully, this will allow other teachers to not only see how one school 

tackled such an endeavor but also encourage them to borrow, model, improve upon, and 

implement their own Writing Workshop to fit the needs of their county and school. 

Also, it is important to note that the frameworks and implementation of the 

Writing Workshop are not flawless. The teachers openly admitted that they are learning 

as they go and detect areas that need improvement on a daily basis. However, regardless 
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of the challenges they face, the teachers did not abandon their methods and were found to 

continually reflect on and update what they do, improving upon it for the betterment of 

their instruction and student writing. It is a time consuming task to create frameworks; 

however, the teachers feel that these frameworks benefit them by keeping them on target 

with what they need to accomplish according to their curriculum map as well as helping 

them maintain the Writing Workshop framework that they approve of and find effective. 

It makes a method that can seem overwhelming at times appear and feel more 

manageable. 

Recommendations for Future Research 

It would be beneficial for a future researcher to examine the results that this 

school produces after at least three years of implementing the Writing Workshop. This 

would allow the researcher to make a comparison between the implementation of the 

Writing Workshop in this school and the school's eighth grade Georgia Writing 

Assessment scores. One of the goals of this particular school is to improve student 

writing and as a result of this improve their scores on this assessment. In order to ensure 

that they are reaching their goal, it is essential for the teachers to continue utilizing their 

frameworks created and collect data that is needed to demonstrate its effectiveness 

through writing samples as well as through future test scores. 

Additionally, it would be valuable to study the training and support that is 

provided to these teachers from in the past and over the course of the next several years. 

The results of this type of study could potentially inform habits and practices set forth by 

not only this county's school district but other school districts and likely many teacher 
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preparation programs where the art of writing instruction is a focus. It is the hope that 

studies such as these would potentially sway counties and policy makers from forcing 

teachers to employ prepackaged writing programs for purchase. 

Final Thoughts 

A continuously growing passion for reading, specifically young adult literature, 

throughout my life led me to my undergraduate degree in middle grades education with a 

concentration in language arts. Knowing that I wanted to teach reading, I accepted a job 

in a county in Middle Georgia where I would spend the next four years teaching language 

arts to sixth graders. Life was bliss. I taught reading and writing and though I always felt 

those tiny butterflies floating around in my stomach towards the end of the year, when the 

mandated Georgia Criterion Referenced Competency Test (CRCT) was administered, I 

never felt too much pressure because my students were not in a gateway year and always 

seemed to shine through in the end. Not to mention, the Georgia Writing Assessment is 

administered in the eighth grade, not the sixth, so that was one less load off my teaching 

plate. 

Fast forwarding in my career, I have been placed in an eighth grade language arts 

class where the pressure is astronomical. In January the students are faced with a state-

mandated writing test in which my name is associated with their achievement or failure. 

Being a new teacher in this grade, I quickly realized that even though I had incorporated 

writing in my classes when I taught sixth grade, I did not emphasize craft and technique 

in ways that would help my students truly become effective writers. Nor did I provide my 

students with ample time to work through the recursive processes of writing that would 
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promote their success on the Georgia Writing Assessment in the eighth grade or as 

growing writers in general. Needless to say, my understanding of the importance of 

vertical alignment evolved over the course of time. 

I have learned a lot over the past years and through this research study regarding 

writing instruction. Thus, to all the teachers who are similar to myself and feel 

unprepared for the numerous responsibilities that a writing teacher must face, I hope this 

study demonstrates how one school accepted the challenge of improving writing in all 

grades. Continue to be advocates of students writing and absorb research based practices 

that have been proven to enhance student writing. Also, do not give up and remember to 

support one another. The students in this study reveal how they are growing as writers 

daily and the teachers finally feel they are not teaching for a writing assessment test, but 

are instead working towards having their students exhibit the qualities and habits of good 

writers over the course of their middle school career and beyond. This is a noble and 

necessary goal that we should all have for our students and work together towards 

achieving. 



APPENDICES 

APPENDIX A 

INTERVIEW QUESTIONS 

INTERVIEW QUESTIONS FOR 6th AND 7th GRADE TEACHERS 

1. How many years have you been a teacher? 

2. How many years have you taught in your current grade level? 

3. How many years have you implemented the writing workshop? 

4. In your own words, what is the writing workshop? 

5. What do you consider the major components of the writing workshop? 

6. Do you assist in constructing the lessons provided to teachers for the writing 
workshop? 

7. If not, do you make alterations to fit your needs or strictly follow the lessons as 
provided? 

8. What professional development have you had in the last two years on the writing 
workshop? 

9. When did the professional development take place? 

10. What have you gained from that professional development? 

11. Have you noticed a difference in students' writing while utilizing the writing 
workshop this year? 

12. If so, what differences have you noticed? 

13. How have the needs of students on differing writing levels, such as those that write 
below, on, or above grade level, been accommodated by the writing workshop? 
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14. Compared to your previous experience with writing instruction, how has utilizing the 
writing workshop this year altered your teaching? 
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INTERVIEW QUESTIONS FOR 8th GRADE TEACHERS 

1. How many years have you been teaching? 

2. How many years have you been teaching 8th grade language arts? 

3. Have you taught other grade levels? 

4. What other subjects have you taught? 

5. How do you currently teach writing in your classroom? 

6. What do you think is most important when teaching students how to write? 

7. Do you feel that previous students entering the 8th grade have come prepared for 
the Georgia Writing Assessment? 

8. Why or why not? 

9. What are your expectations for students who will enter 8th grade next year having 
been taught using the writing workshop in the 7th grade? 

10. Do you feel that these students will come better prepared for the Georgia Writing 
Assessment than in previous years? 

11. Why or why not? 
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MULTI-PARAGRAPH EXPOSITORY RUBRIC 

Multi - Paragraph Expository Rubric 
Performance Task: Personal Essay 

Assessed Standards: ELA7W2 The student demonstrates competence in a variety of genres. 
The student produces writing (multi-paragraph expository composition such as description, 
explanation, comparison and contrast, or problem and solution) 
a. Engages the reader by establishing a context, creating a speaker's voice, and otherwise developing reader 
interest. 
b. Develops a controlling idea that conveys a perspective on the subject. 
c. Creates an organizing structure appropriate to purpose, audience, and context. 
d. Develops the topic with supporting details. 
e. Excludes extraneous and inappropriate information. 
f. Follows an organizational pattern appropriate to the type of composition. 
g. Provides a conclusion 

Exceeds Meeting 
Expectations Expectations Developing Beginning 

4 3 2 1 

Organization Establishes a clear Establishes a Attempts to Demonstrates 
pattern of pattern of establish a pattern minimal 
organization organization for of organization for organization for 
appropriate to structure of structure of structure of 
essay structure personal essay personal essay personal essay 

The introduction The lead is The lead is The essay lacks a 
engages the reader sufficient and somewhat clear lead. 
in the lead. The contains a confusing. It has 
lead is dynamic simplistic thesis. little to do with the The essay lacks a 
and contains a thesis. clear conclusion. 
well-developed The writer 
thesis. provides a sense of The writer Due to brevity 

closure that may abruptly ends the organization can 
The writer not follow essay. not be assessed. 
provides a organizational 
satisfying sense of pattern. 
closure 
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Content Contains a valid 
thesis statement. 
Uses a variety of 
elaboration 
strategies 
(anecdotal stories, 
facts, details, 
quotes, cause and 
effect, etc) to 
support thesis with 
details. 

Contains a thesis 
statement. 
Uses some 
elaboration 
strategies 
(anecdotal stories, 
facts, details, 
quotes, cause and 
effect, etc) to 
support thesis with 
details. 

Thesis statement is 
weak. 
Details are 
supported with 
little elaboration. 

No thesis 
statement. 
Details are not 
supported with 
elaboration. . 
Due to brevity 
content can not be 
assessed. 

Engagement Engages the reader 
through creative 
style and language 
(word choice and 
sentence structure) 
consistently 
throughout the 
piece. 

Engages the reader 
through style and 
language (word 
choice and 
sentence structure) 

through most of 

the piece 

Attempts to 
engage the reader 
with minimal use 
of style and 
language (word 
choice and 
sentence structure) 
sparingly 

throughout the 
piece 

Demonstrates little 
or no engagement 
of the reader 
through use of 
style and language 

(word choice and 

sentence structure) 
Due to brevity 
engagement can 
not be assessed. 

Conventions There are no or 
few mistakes. 

There are some 
mistakes. 

There are many 
mistakes. 

No attention to 
conventions is 
evident in the 
piece. 

Due to brevity 
conventions can 
not be assessed. 
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7th GRADE PERSONAL OPINION ESSAY PACING GUIDE 

Lesson 1 
Immersion-
reading a 
variety of 
personal 
essays 
ELA7R1 The 
student 
demonstrates 
comprehension and 
shows evidence of 

a 
warranted and 
responsible 
explanation of a 

variety 
informational texts. 

Lesson 2-
trying it out 
(idea building) 
WN 
I Believe 
poems 
I Respect 
poems 
ELA7W2 b. 
Develops a 
controlling idea that 
conveys a 
perspective on the 
subject. 
ELA7W4 

a. Plans and 
drafts 
independently 
and 
resourcefully. 

Lesson 3- trying it 
out (idea building) 
WN 
Responding to 
pictures/illustrations 
ELA7W2 b. Develops a 
controlling idea that 
conveys a perspective on 
the subject. 
ELA7W4 

a. Plans and drafts 
independently and 
resourcefully. 

Lesson 4-
trying it out 
(idea building) 
WN 
Responding to 
news article 
ELA7W2 b. 
Develops a 
controlling idea that 
conveys a 
perspective on the 
subject. 

ELA7W4 
a. Plans and 

drafts 
independently 
and 
resourcefully. 

Lesson 5-
trying it out 
(idea building) 
WN 
Responding to 
song lyrics/poem 
ELA7W2 b. 
Develops a 
controlling idea 
that conveys a 
perspective on the 
subject. 
ELA7W4 
a. Plans and drafts 
independently and 

resourcefully. 

Lesson 6 
Trying it out 
(idea building) 
What 
is.. .beauty, 
fear, memory, 
patience, etc. 
WN 
ELA7W2 
b. Develops a 

controlling idea 
that conveys a 
perspective on the 
subject. 

Lesson 7 
Organizing-
thesis 
statement and 
supporting 
details for 
various essays 
WN 
ELA7W2 c. Creates 
an organizing 
structure 
appropriate to 

purpose, audience, 
and context, 
d. Develops the 

topic with 

supporting details. 

Lesson 8 Drafting 
YP 
Supporting with 
examples, reasons, 
and anecdote 
ELA7W2 c. Creates an 
organizing structure 
appropriate to purpose, 
audience, and context, 
d. Develops the topic with 
supporting details 
ELA7W1 d. Supports 
statements and claims with 
anecdotes, descriptions, 
facts and statistics, and 

specific examples. 

Lesson 9 
Drafting YP 
Using strong 
words, adding 
transitions 
review 
extraneous 
details 
ELA7W2 e. 
Excludes extraneous 
and inappropriate 
information. 
ELA7W1 a. 

Engages the reader 
by establishing a 
context, creating a 
speaker's voice, and 
otherwise 
developing interest 

Lesson 10 
Drafting- YP 
Using varied 
sentence 
structure 
review leads 
and 
conclusions 
ELA7W2 g. 

Concludes with a 

link to the purpose 
of the composition 
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Lesson 11 
Editing 
Mini-lessons 
reviewing 
mechanics 
taught 
ELA7W4 d. Edits 
writing 
ELA7C1 h. 
Produces final 
drafts/ 

presentations that 
demonstrate 
accurate spelling 
and the correct use 
of punctuation and 
capitalization. 

Lesson 12 
Editing 
Mini-lessons 
reviewing 
mechanics 
taught 
ELA7W4 d. Edits 
writing 
ELA7C1 h. 
Produces final 
drafts/ presentations 
that demonstrate 
accurate spelling 
and the correct use 
of punctuation and 
capitalization. 

Lesson 13 
Publishing 
ELA7W2 The student 
demonstrates competence 
in a variety of genres. The 
student produces writing 
(multi-paragraph 
expository compositions 

Lesson 14 
Celebrating 
our writing 
ELA7W2 The 

student 
demonstrates 
competence in a 

variety of genres. 
The student 
produces writing 
(multi-paragraph 
expository 
compositions 



APPENDIX D 

LESSON FRAMEWORKS 

IMMPERSION INTO PERSONAL ESSAYS 

Lesson Framework Expository Essays-Immersion 
GPS ELA7Rlc,d,e 

c. Applies knowledge of common organizational structures and patterns 
(i.e., logical order, cause and effect relationships, comparison and contrast, 
transitions). 
d. Recognizes and traces the development of the author's argument for and 
against 
e. Identifies evidence used to support an argument. 

Essential 
Question 

1. How do narratives and essays compare and differ? 

Connection: ITI or DGP 

Mini-Lesson/Teaching Points 
Different types of writing have a specific structure. Narrative/stories 
have a plot, characters, setting, etc. Essays have main ideas and 
supporting details. Let's compare and contrast narratives/stories and 
essays. 

Opening 

Teachers- you 
will need to 
create an 
anchor chart 
with the 
organizational 
structure that 
should be 
posted 
throughout the 
essay writing 
unit. 

Narratives/Stories Essays 
Tell a story Provide information 
Are sequenced Organized structure with thesis 

and elaborated supporting details 
Use a storyboard Built and revolves around ideas 
Revolves around character and 
plot 

Written so the reader can think 
and learn about the ideas 

Modeling: 
Read a short essay and discuss with the class the components of the 
essay. 
Link: 

To get familiar with essays, you will read some. In the folders on your 
desk are a variety of personal essays. During the work session, you will 
choose some to read. 

142 
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Work Session 
Student 
Read a variety of essays from the folder. 

Teacher: 
Monitor and conference with students who might be off task. 
Suggest a specific essay for a identified students with reading 
weaknesses 

Mid Workshop 
Different types of writing have a specific structure. When writers plan a 
narrative, they may use a storyboard. When writers plan essays, they 
use an organizing structure that includes a main idea (thesis), supporting 
details that are elaborated, and a conclusion. On the anchor chart is the 
structure of an essay 

Work Session 

Chart- Organizational Structure 
• Introduction with thesis 

• Supporting details with elaboration (facts, reasons, anecdotes, descriptive 
details, etc.) 

• Conclusion 

Work Session 

Student 
Continue to read and look for the different components of the structure 
of an essay 

Closing 
Teacher 
Review the teaching points of the lesson 
Students 
On a Post It answer the EQ 
Listen and learn 
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WHAT WE FIND IN GOOD ESSAYS 

Lesson Framework for What We Find in Good Essays 
GPS ELA7RlFor informational texts, the student reads and comprehends in order to 

develop understanding and expertise and produces evidence of reading that: 
b. Identifies and uses knowledge of common graphic features to draw conclusions and 
make judgments (e.g., graphic organizers, diagrams, captions, illustrations). 
c. Applies knowledge of common organizational structures and patterns (i.e., logical 
order, cause and effect relationships, comparison and contrast, transitions). 

Essential 
Question 

What do we find in good essays? 

Opening Connection: ITI or DGP 

Mini-Lesson/Teaching Points 
Read the essay "Be the First Penguin"(p. 148) or "Get People's 
Attention" (p. 150) from The Last Lecture by Randy Pausch. The 
students should have a copy of the text in front of them (SharePoint, 
PowerPoint, or photocopy). 

With the students discuss what you notice in the essays. Make a class 
list. 

Explain to the students that the handout for What We Find in Good 
Essays was developed by a group of 7th grade students in Maine. 
Compare and contrast your list. 

Link: 
Let's familiarize ourselves with this list by working with it and by 
connecting it to the essays in our example folder. 

Work Session Student: 
In groups, using the list What We Find in Good Essays handout 
categorize the components of the list. 

May use categories of the six traits of writing: ideas, organization, word 
choice, voice, sentence fluency, conventions 

Have the students chart the components on large paper. 

When the group has completed the task, the teacher conferences with the 
group. 
After the conference or while waiting for the conference, each student 
will choose one of the essays in the examples/mentor text folder. Find 
examples of the components of good essays. On the large index card 
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provided, write the title of the essay and component and the example 
from the essay. (This will be turned.) 

Teacher: 
Observe, monitor and confer when appropriate 

Closing Teacher 
We spent today reading or maybe rereading examples of essays. We 
have familiarized ourselves with what makes a good essay. I need for 
you to let me know where you are in understanding the genre of an essay 
(exit slip) 
Green-1 got it. 
Yellow-1 am still a little fuzzy. 
Red-1 am not sure what the essay. 

Students 
Exit slip (see above) 

"What We Find in Good Essays" is taken from Nancie Atwell's list on p. 68 in the text In the Middle 
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I BELIEVE POEMS 

Lesson Framework for "I Believe" poems 

GPS 
ELA7W4 The student consistently uses the writing process to develop, 
revise, and evaluate writing. 
Plans and drafts independently and resourcefully. 

Essential 
Question 

How do I record my thinking about my beliefs? 

Opening Connection: ITI or DGP 

Mini-Lesson/Teaching Points 
For this unit you will be writing a personal expository essay. The purpose 
of an expository essay is to present, completely and fairly, other people's 
views, your views or to report about an event or a situation. Expository 
writing, or exposition, presents a subject in detail, apart from criticism, 
argument, or development; i.e., the writer elucidates a subject by 
analyzing it. Such writing is designed to convey information or explain 
what is difficult to understand. 

Today we are going to create an exposition poem about what we believe. 
Each of us has beliefs about themselves, others, life, religion, etc. Before 
we begin writing essays, we are going to do some brainstorming and some 
getting our ideas down in other formats. 

Let's look at a couple of "I Believe" poems. (All are posted on 
SharePoint.) Your task is to listen for what the author believes in. What 
about family, the world, others, etc.???? 

Song lyrics "I Believe" by Dolly Parton, "I Believe" by Kayla Neil (it 
rhymes), "I Believe" by anonymous (all posted on SharePoint) 
Turn and talk to your partner about what you heard in the poems. Discuss 
for a couple of minutes what the writer believes in. 

Modeling: 
Before I begin to write, I have to think about what do I believe in? I need 
to think out loud about what I believe in. I believe in God, the love of my 
parents, how much my nieces and nephews love me, in doing a good job 
in everything I do, that some people are not always good, that violence 
should be used as a last resort, that the death penalty may be appropriate 
in some cases, that everyone should respect others, etc. 

Turn and talk with your partner. Tell each other what you are thinking 
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about what you believe in. 

Now, it is time to record our thinking. Before we try to put our thinking 
into poetry form we need to jot down our thinking. 
You may list any way you want. I have chosen to divide my paper into 
some sort of categories. You may just want to jot down a list in bullet 
form. 

Myself Others World 
God 
Love of my parents 
Love of nieces and 
nephews 
Always do the right thing 
Always do your best 
Always give 100% 
Getting an education 
Reading for enjoyment 
Writing is an essential 
form of communication 

Be compassionate to 
others 
Be a friend 
My friends love me 

Violence should be used 
as a last resort 
The death penalty might 
be appropriate 
Respecting others 
Doing away with 
homelessness 
Consequences 
Bullying is dangerous 

Link: Now it is your turn to list what you believe in. 
Work 
Session Student 

Record your thinking in your writer's notebook. Remember there is no 
right or wrong way to do this. 

Mid-workshop 
Teacher: 
Now, I am going to look at my thinking and begin to compose it poetry 
form. I think I will try to begin my sentences with I believe that... and 
another stanza of I believe in... 
I could have done stanzas by category. I could have rhymed; however, I 
am not good at that and I didn't want to spend my writing time agonizing 
over the rhyme. I wanted to spend my time getting my thoughts down on 
paper. 

Here is my poem. Remember, this is not my best writing. I am just 
getting my thoughts down. 

I believe that my parents love me no matter what I do. 
I believe that my love for my nieces and nephews is powerful. 
I believe that my friends love me and cherish our friendship 
I believe that reading for enjoyment is time well spent 
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I believe that writing is essential for communication in the real world 
I believe that everyone should have the opportunity to communicate 
their thoughts in the written word. 
I believe that life is what you make of it 
I believe that teachers and students should treat each other with respect. 
I believe that there are consequences for bad behavior 
I believe that bullies are immature and dangerous. 

I believe in God 
I believe in doing my best in all situations 
I believe in education as a way to succeed. 
I believe in punctuality 
I believe in compassion, humility, and self-reflection 
I believe in the power of words. 

I believe that I am responsible for myself 

Student 
Write your "I Believe" poem. 

Teacher 
Observe and confer when needed. 
Look for well-written statements to read aloud to the class as part of the 
closing. 

Partner Time 
Listen with stem... .What I learned about you.... 

Closing Teacher- Remember this is NOT a share out time. 
You share some well-written statements from a variety of students' 
pieces. 

Students 
Listen and learn 
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RESPONDING TO PHOTOGRAPHS 

Lesson Framework for Responding to Photographs 
GPS ELA7W4 The student consistently uses the writing process to develop, revise, and 

evaluate writing. 
Plans and drafts independently and resourcefully. 

Essential 
Question 

How am I affected by a variety of visual images? 

Opening 
Connection: ITI or DGP 

Mini-Lesson/Teaching Points 
Yesterday, we wrote some "I Believe" poems. In doing this lesson we 
wrote our thoughts about what we believe in. Today we are going to 
photos. As you are watching this video, think about what the images you 
are seeing. How are you affected by the images? Is it art or vandalism? 
(posted on SharePoint) 

Turn and talk with your partner. What did you see? What are you 
feelings about the controversy- is it art or vandalism? 

Modeling: 
Here are four photos from which to respond. (PowerPoint with photos 
posted on SharePoint. Homeless woman with sign with someone giving 
her donation, people on roller coaster, firefighter with baby, up close 
picture of wrinkled homeless man.). You may have students turn and 
talk after each photo or just do the thinking. 

I choose to respond to the photo with the firemen and the baby. Listen as 
I talk you through my thinking. I want you to know that as I writing, the 
piece about my dad just came to me. Maybe something like this will 
happen to you as you begin to write. 

Opening 

A fireman and a tiny baby, a tiny life saved by a man who was just 
doing his job. A job I know I couldn't do. Many times when people 
think about firefighters, they think about the fire engine, the siren, the 
heat of the fire; we don't automatically think about what a huge risk 
they are taking when they are called to a fire. I remember one time 
when I was about five, my dad was a volunteer fireman. One night he 
was called to a fire in a nearby town. My mom was not home so my 
dad put my sister and me in the car and took us with him to the scene. 
I remember the heat the fire; I remember the smell. I don't remember 
thinking my dad could die. Now, as an adult, I think about that. I was 
fascinated by what I saw, not thinking about the lives that could have 
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been lost. 
Firefighters are heroes. They put their lives on the line every day, 

every time they walk into a building that is on fire. When I think 
about how firefighters affect the lives of all of us I am grateful for the 
men and women who chose the profession. 

During the disaster of 9-11, the New York Fire Dept. lost many of 
its front line firefighters. Even though I was not directly affected by 
the loss, I have such respect for those men and women who had to pick 
up the pieces of their colleagues after such a horrible tragedy. 

Link: 
Now, it is your time. Choose one of the photos to respond to. 

Work Session Student 
In your writer's notebook, respond to one or more of the photos. 

Teacher: 
Observe and confer with those students needing a nudge. 

Partner Time 
Partner A- read your piece to your partner 
Partner B- listen and make a connection to the piece (did you write about 
the same photo, did something in the writing trigger something in your 
thinking, etc.) 

Teacher 
Observe and confer with partners as needed. 
Look for some well written sentences, anecdotes to share in the closing. 

Closing Teacher 
Later in the unit, you may choose to use this writing as a base for your 
essay. 
Let me share some well-written excerpts with you. 

Students 
Listen and learn 
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RESPONDING TO NEWS 

Lesson Framework for Trying it out with mini-lesson Responding to the News 

GPS ELA8W4 a. Plans and drafts independently and resourcefully. 

Essential 
Question 

How do I express my opinions about a topic I read about? 

Opening Connection: ITI or DGP 
Mini-Lesson/Teaching Points 
Today our trying it out will be from an article in the news. We all have 
an opinion about topics we hear about in the news. We may agree, 
disagree, or don't care, but we have an opinion. Today we are going to 
try out our writing by responding to articles in the news. One of these try 
it outs may or may not lead to your persuasive essay later. 

Modeling: 
I read the CNN article entitled "Are You a Nerd or a Geek". Listen and 
read along with me as I share my thoughts with you. Remember this is 
not my best writing. It is just my thinking about the article. I am trying 
it out for volume and stamina. 

Opening 

I think a geek is a negative word; whereas, I think that nerd is a term 
of endearment. The stereotype for geeks is scientific paraphernalia: 
pocket protectors, black horn-rimmed classes, too short khakis, a total 
disheveled look, etc. When I think of a nerd, I think more of the 
person's interior- what the person is passionate about. I have friends 
I consider nerds. Each of them has a passion for something. Mona is 
definitely a trivia nerd. Kenny is definitely nerd when it comes to 
athletic facts. I know that I have called them nerds at one time or 
another. I don't think I have ever called them a geek. Hopefully, I 
have not hurt their feelings when I have called them a nerd. As for 
myself, I know that people call me a nerd because of all the juvenile 
fiction novels I own, talk about constantly, and read veraciously. 
I think there are some people who use geek and nerd to deliberately 
hurt others. In some schools, using those nicknames is considered 
bullying. My opinion is that these nicknames can be hurtful. 

Opening 

Link: 
It is not your turn to choose an article and respond to it. 

Work Session Student: 
Choose one of the articles to read and respond to. Respond in the 
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writer's notebook. If you finish one, read another article and respond. 
"I won't Twitter my life away" by Leonard Pitts 
"Is a Candid Camera the Key to Safer Teenage Driving?" from the Wall 
Street Journal 
"Tattoo Ban" from Time 
"3D movie tickets set for epic price hike" by Ben Rooney 

Teacher: 
Observe and confer with students. 
Ask questions of students who are struggling. From the questions the 
students should then have some writing. 

Closing Teacher 
Read excerpts from a couple of responses that wrote for volume and 
stamina. 
Student 
On a post-it students will write their favorite sentence from their writing. 
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CONCEPTS AND IDEAS 

Lesson Framework for Concepts/Ideas 

GPS ELA7W4 The student consistently uses the writing process to develop, revise, and 
evaluate writing. 
Plans and drafts independently and resourcefully. 

Essential 
Question 

How do I effectively express my thoughts about a particular concept? 

Opening Connection: ITI or DGP 

Mini-Lesson/Teaching Points 
I want to read you an excerpt from a picture book entitled Wilfred 
Gordon McDonald Partridge (posted on SharePoint with parts to be read 
highlighted) 

When Wilfred asked the different people what a memory was, he got a 
different answer from each person. When he created the basket of 
memories for Nancy Allison Delacourt Cooper, she thought of different 
memories for each. Wilfred realized that a memory is personal. If he 
were going to write an essay about what a memory is I'll bet his thesis 
statement might be ... 

We have in our packet essays about hope, friendship, education, 
traditions, etc. Things are concepts/ideas that are considered abstract. 
Our thoughts about each are our own. Today, for our ideas we are going 
to record our thinking about different abstract nouns. 

There is also a poem entitled "Fear" by Ben H. in Linda Rief s book 
Quickwrites p. 68. 

Modeling: 

Here is my 4 square chart of concepts/ideas. 

Opening 

What is.... 

Opening 

beauty 
• sunsets at Cumberland Island 
• my nieces because of their 

character 
• pastries 
• the bridge at Sidney Harbor 

fear 
• lizards 
• roller coasters 
• the darkest nights on Cumberland 
• living longer than my siblings 
can be debilitating 
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competition 
• give 100% 
• sibling rivalry 
• wanting my students to score the 

best on the tests 

• our society has been too 
competitive 

• athletics paid much more than 
others 
competition has led to some 

suicides 

prejudice 
• thinking a student will perform 

poorly academically because he/she 
comes from a certain school 

• bullying people because you think 
you a 

• better than they 
• hurtful and can be avoided 

a learned behavior 

Link: 
Now it is your turn. In your writer's notebook make a 4 square chart. 
Think about some abstract nouns you would like to use for your thinking. 

Work Session Student 
Create a 4-square chart. Fill in the squares with your thoughts about a 
particular concept/idea/abstract noun. 

Teacher: 
Observe and confer when needed. There may some students who are 
slow in getting started. You may have to spend some time with these 
students asking them questions that would led to them writing their 
thoughts. 

Mid Workshop 
We are now going to try out our ideas. Listen as I read my trying it out 
for one my concepts. I chose competition. I began by thinking about 
what is the one thing I want to say about completion. I think it is that our 
society has become too competitive. Listen as I talk you through my 
thinking. 

Work Session 

I have been told that I am a very competitive person. I don't like 
to lose at anything: board games, athletic events, student test scores, 
grades etc. My father taught me to give 100% at everything and to 
have the expectation that you will win when you do. I am not sure that 
competitive is a really great trait to have. Some people are too 
competitive. Some people put too much emphasis on being the best. 
A few years ago a student at WRHS killed himself because he didn't 
score high enough on a test to be the valedictorian. I believe someone 
put too much pressure on him to be the best. 

I have always wanted my students to be the best. When I was 
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coaching cheerleading, I wanted by cheerleaders to have the highest 
score. When my students took the writing test, I wanted them all to 
exceed. Whichever schools I teach in, I want those schools to be 
considered the best. I think most people do; however, I take things 
personally when people talk about negatively about my school because 
the scores are not at the top. 

Our society has become too competitive. Some of us would do 
anything to be at the top of our game. Some people are willing to hurt 
others to be the best. If competition is taken too far and people are 
hurt, the competition wasn't worth it. 

Student 
In your writer's notebook write your thoughts about one of the 
concepts/ideas. Write for volume and stamina. 

Teacher 
Observe and confer when needed. There may some students who are 
slow in getting started. You may have to spend some time with these 
students asking them questions that would led to them writing their 
thoughts. 
Remind them about the essays they read earlier in the unit. If needed, 
you may have to pull one or two to review. 

Partner Time 
Partner A- read your piece to partner B 
Partner B- what connection can you make to your partner's thinking 
Exchange roles 

Closing Teacher 
Read a couple of good examples of well-expressed writing. 

Students 
Listen and learn 
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THESIS STATEMENT WRITING 

Lesson Framework for Thesis Statement Writing 

GPS ELA7W2 
c. Creates an organizing structure appropriate to purpose, audience, and 

context. 

d. Develops the topic with supporting details. 

Essential 
Question 

How is a thesis developed? 

How do I support my thesis with well-developed details? 

Opening Connection: ITI or DGP 

Mini-Lesson/Teaching Points: 
As we learned on the immersion day, an essay follows a certain 
organizational structure. 

Opening 

Chart- Organizational Structure 

Opening 

• Introduction with thesis 

• Supporting details with elaboration (facts, reasons, anecdotes, descriptive 
details, etc.) 

• Conclusion 

Opening 

Today we are going to look at writing well-developed thesis statements. 

Opening 

Why Should Your Essay Contain a Thesis Statement? 

Opening 

• to test your ideas by condensing them into a sentence or two 
• to better organize and develop your argument 
• to provide your reader with a "guide" to your argument 

Opening 

Read through the notes about a thesis statement as I read them aloud. 

Opening 

A Thesis Statement: 

Opening 

• tells the reader how you will interpret the significance of the subject matter 
under discussion. 

• makes a claim that others might dispute. 
• is usually a single sentence somewhere in your first paragraph that presents 

your argument to the reader. The rest of the paper, the body of the essay, 
gathers and organizes evidence that will persuade the reader of the logic of 
your interpretation. 

• directly answers the question asked of you. A thesis is an interpretation of a 
question or subject, not the subject itself. The subject, or topic, of an essay 
might be World War II or Moby Dick; a thesis must then offer a way to 
understand the war or the novel. 
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• is a road map for the paper; in other words, it tells the reader what to expect 
from the rest of the paper 

Let's look at some of the essays from our essay folder. 

Essay Thesis Statement 

An Education Lasts a Lifetime Education is a key element in 
developing the skills necessary for a 
successful life. 

Education from Letters to a Young 
Brother by Hill Harper 

Education can come in all shapes, forms, 
sizes and ways. (1st paragraph) 

Hero from Kids with Courage They (heroes) are not necessarily 
smarter, stronger, or braver than anyone 
else. 

Internet Plagiarism It may seem like just another helpful 
source of information, but the Internet 
has taken the theft of "intellectual 
property" to a new level. 

What Do I Have To Look Forward To? When I look around at the adults I know, 
growing up doesn't seem like much fun 

Second Chances- a My Turn Essay Teenagers change. Adolescents, even 
more than adults, have enormous 
capacity for redemption, (at the end of 
the piece not in the introduction) 

Some of the essays don't have a specific thesis statement in the 
introduction where we talked about most being found. However, the 
thesis statement in those essays can found in the conclusion. 

Modeling: 
Before we begin to develop thesis statements, we need to decide on what 
our topic will be for our essays. When I began the process, I went back 
into my writer's notebook to look over my writing for the past few days. 
I could write about a statement from my I Believe poem; I could write 
about the compassion or bravery or taking risks from the photo 
response; I could write about nerds or geeks from my response to news 
article; I could write about giving it my all in life from the song lyrics 
response; or I could write about any of the concepts in my 4-square 
(beauty, fear, competition, prejudice). 
I need to try out writing a thesis statement for the ones I am really 
interested in writing about. 

My examples include: 
• Depending on how they are used the words nerds and geeks can have positive 

or negative connotations. 
» Competition is a powerful force in our world. 
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Link: It is now your turn to compose thesis statements you might could 
use in your essay writing. Go back into your writer's notebook. Which 
of your idea building pieces would you like to develop more? Compose 
a couple of thesis statements for a few of your ideas. 

Work Session Student 
In your writer's.notebook, compose thesis statements. 

Teacher: 
Observe and confer as needed. During this time there may be students 
who need an extra push or further prodding. 

Partner Time 
Turn and talk with your partner about your thesis statements. (This 
might spur reluctant students to write more well-developed statements.) 

Mid Workshop 
Now that you have some well-written thesis statements to choose from, 
it is time to support your statement. I think I will do the one on 
competition. (Teachers, if you have not written your own support piece 
for your thesis statement, the essay by Hill Harper on education would 
be a great mentor text for supporting the thesis. It is short and not 
written in full paragraphs, but supported nonetheless.) 
Student 
Write in writer's notebook supporting their thesis. The writing should 
not be copied or an exact replication of the idea building writing from 
earlier. The thesis should enable the student to narrow his/her writing. 

Teacher 
Observe and confer when needed. 

Closing 
Teacher 
Review the reasons for a thesis statement. 
Students 
Exit slip- write your thesis statements on a Post-It note. (Teachers using 
these Post-its will assist you in knowing who needs a conference on 
writing better thesis statements.) 

Some information adapted from littD://www.indiana.edu/~-wts/DamDhlets/thesis statement.shtml 
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EXAMPLES OF GENRE 

Lewis, B. (1992). Kids with courage: True stories about young people making a 
difference. Minneapolis, MN: Free Spirit Publishing Inc. 

Unknown. A time of miracles. 

Unknown. An education lasts a lifetime. Retrieved from 
http://www.oppapers.com/essays/An-Education-Lasts-A-Lifetime/642146 

Unknown (2009, October 15). Second chances. Retrieved from 
http://www.thedailvbeast.com/newsweek/2009/10/15/second-chances.html 

Unknown. This is why I write. 

Unknown. What do I have to look forward to? 

Write Source. Cheating in America. Retrieved from 
http://thewritesource.com/studentmodels/ws2k-cheated.htm 

Write Source. If only they knew. Retrieved from 
http://thewritesource.com/studentmodels/wi-ifonlv.htm 

Write Source. Internet plagiarism. Retrieved from 
http://www.thewritesource.com/studentmodels/wi-plagiarism.htm 
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APPENDIX F 

MENTOR TEXTS 

Brooks, G. (1991). The river. On Ropin' the Wind [CD]. Capitol. 

Hoevel, A. (2010, December 2). Are you a nerd or a geek? Retrieved from 
http://articles.cnn.com/2010-12-02/living/nerd.or.geek 1 american-nerd-words-
nerd-and-geek-nerd-todav? s=PM:LIVING 

Parton, D. (2010). I believe. On Letter to Heaven [CD]. Sony Music Entertainment. 

Pleven, L. (2007, February 28). Is candid camera the key to safer teen driving? Retrieved 
from http://www.mail-archive.eom/medianews@cband.info/msg00045.html 

Rascal Flatts (2006). Stand. On Me and My Gang [CD], Lyric Street Records, Inc. 

Rihanna (2008). Take a bow. On Good Girl Gone Bad [CD]. Def Jam. 

Rooney, B. (2010, March 25). 3D movie tickets set for epic price hike. Retrieved from 
http://monev.cnn.com/2010/03/25/technolotiv/3D movie ticket price spike/ 

Saulny, S. (2009, November 10). 25 Chicago students arrested for middle-school food 
fight. Retrieved from http://www.nvtimes.eom/2009/l 1/11/us/1 lfoodfight.html 

Sayre, C. (2007, October 25). Tattoo bans. Retrieved from 
http://www.time.eom/time/magazine/article/0,9171.1675620,00.html 

Sinatra, F. (2008). My way. On Nothing but the best: The Frank Sinatra collection [CD]. 
Burbank, California: Reprise Records. 

Unknown: Graffiti vs. art 

Unknown: I believe. Retrieved from http://www.poemsonly.com/poems/fpbelieve.php 

Unknown: I believe. Retrieved from http://www.poemhunter.com/poem/i-believe-in-a-
second-chance/ 
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APPENDIX G 

EDITING RUBRIC FOR PERSONAL OPINION ESSAYS 

Check your rough draft for the following items. 
I. INTRODUCTION 

• Place a check beside the type of introduction used : 
A. anecdote/story: 
B. question: 
C. quotes: 
D. simile/analogy 
E. None of the above: 

• Does the introduction contain a thesis statement (opinion statement)? YES 
NO 

o What is it? 

II. BODY OF ESSAY-SUPPORTING DETAILS AND STYLE 

• Body Paragraph #1 
o Is there a main idea statement? (1 sentence that tells you what that whole 

paragraph is about.) YES NO 
o Is the paragraph at least 5 sentences in length? YES NO 
o Do you have at least one complex sentence in your paragraph? (highlight 

it in blue) 
o How did you support the main idea statement? 

• Expert Quote: 
• Statistic/Numbers: 
• Anecdote (short personal story): 
• Other: What? 
• No Support Given: 

• Body Paragraph #2 
o Is there a main idea statement? (1 sentence that tells you what that whole 

paragraph is about.) YES NO 
o Is the paragraph at least 5 sentences in length? YES NO 
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o Do you have at least one complex sentence in your paragraph? (highlight 
in blue) 

o How did you support the main idea statement? 
• Expert Quote: 
• Statistic/Numbers: 
• Anecdote (short personal story): 
• Other: What? 
• No Support Given: 

Body Paragraph #3 
o Is there a main idea statement? (1 sentence that tells you what that whole 

paragraph is about.) YES NO 
o Is the paragraph at least 5 sentences in length? YES NO 
o Do you have at least one complex sentence in your paragraph? (highlight 

in blue) 
o How did you support the main idea statement? 

• Expert Quote: 
• Statistic/Numbers: 
• Anecdote (short personal story): 
• Other: What? 
• No Support Given: 

MECHANICS 

Capitalization 
o Does every sentence begin with a capital letter? YES NO 

• If you circle no, go into essay, and place 3 lines under the letters 
that need to be capitalized. 

o Are all proper nouns capitalized? YES NO 
• If you circle no, go into essay, and place 3 lines under the letters 

that need to be capitalized. 

o If the pronoun / is used, is it capitalized? YES NO 
• If you circle no, go into essay, and place 3 lines under the letters 

that need to be capitalized. 

Punctuation 
o Does every sentence end with a punctuation mark? YES NO 

• If you circle no, go into essay and place a punctuation mark where 
one is missing and circle it. 
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o If a quote is used in the essay, does it have quotation marks at the 
beginning and the end? YES NO 

• If you circle no, go into essay and place quotation marks where 
they are missing and circle them. 

o If you used a complex sentence, is your comma in the right place (if you 
need one)? YES NO 

ii. OTHER 

What part of this essay do you think is well-written? 

What part of this essay do you think needs improvement? 



APPENDIX H 

PEER FEEDBACK SHEET 

Things I think are GREAT!1.1. 

Things I might like to see more OR less of next time! 
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APPENDIX I 

PEER EDITING SHEET 

Peer Editing Sheet — by Slotkin 

Peer Editor: Paper Writer: 

Please respond honestly and respectfully, and focus on helping the writer to improve this paper 
and future papers. Give the kind of feedback you would want. When you make an evaluation 
("this is good; this needs work"), always explain your reasons, give specific examples, and make 
suggestions. Make marginal comments on the paper itself as appropriate, and staple the paper to 
the back of this sheet. 

What is your overall impression of the paper? What are its main strengths? 

Thesis: 
Paraphrase the paper's main point here. 

Label the thesis statement in the first paragraph. Is it easy to find? Does it capture the paper's 
main point? 

Is the thesis sufficiently focused? If not, how would you alter its scope? 

Is the thesis sufficiently objective? Does it adequately account for opposing arguments? If not, 
what counter-arguments should it address? 

Do you find the thesis convincing? Does it pass the "says who" test? 

Do you find the thesis debatable and interesting? Does it pass the "so what" and "who cares" 
tests? 
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Structure: 
Does each body paragraph have a topic sentence which makes a claim that the then proves? 

Read the thesis, followed by each topic sentence. Do the claims collectively pass the "so what" 

and "who cares" tests? Do they form a coherent argument? Should they be reorganized? How? 

Can you easily determine how the topic sentences relate to each other (e.g. through clear 
transitions) and to the thesis? Does each paragraph build on the previous paragraph? 

Is the textual evidence in each paragraph sufficient, necessary, and well-explained? 

Is there a really good sentence buried somewhere which should be promoted to a topic sentence, 
or even to a thesis statement? 

Does the conclusion add something to the paper? Does it answer a "so what" question? 

Style: 
What could be cut from this paper? Look for digressions, summary of the text, and wordiness. 

What points in the essay are clearly written? Indicate any confusing points and suggest 

clarifications. 

Did the writer proofread? Can you find grammar, spelling, punctuation, style, or citation format 
mistakes? If so, mark them on the paper itself. 

Final Comments: 
List the three most important things the writer can do to improve this paper: 

2. 

3. 
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Try to formulate the "so what" question that seems most important to you as a response to the 

argument of this paper. In other words, if this paper were the beginning of a larger investigation, 

where do you think it could or should lead? What are the most interesting implications of the 

paper's argument? 
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INSTITUTIONAL REVIEW BOARD APPROVAL LETTER 

0t-Jarv-2011 

Ms. Cafttrine Bishop Gardner 
Mereer University 
Marcar University 
TiftCotege of Educator 
klaoon, GA 31207 

RE: The Mating Vforintopc A Mfeddf School's Effort to Improve Student Writing (H10122M 

Dear Ms. Gardner 

Yrnirafipiritinr rrtiflril TTir Hrillnci Iffnititrip fi Ifcfr TrtmnfT nfnftm fcnpmnir TtiiluilV<i*i "̂pnni"im«a ia iii miiI li| •• i hintodiiiil 
Review Beard far Human Subjects Research in accordance with Federal Rendaiwn 21 CfR 56. 1 IQflriand 45 CFR 46. 11Mb) flbr eanedted 
review) and was approved under Category 0.7 per 03 FR 00364. 

Yotrappfieafenwasappfowdfaroneytarefsfeidy on 0frJaii-2Q11. The protocol expire* 064art-2012. If tie study continues beyoad one ye*, it 
must be rr rfhî rd by tie RB Committee 

NewAppfeoaion 

Ptasae eompMe ft* stray far tie IRB and tie Office of Research Compfcanoe. To access to survey, cfck on tie faioan  ̂ M: 
htoJ7wewr-ZOorneragB.corTtfSurve»f?pgWEB227ljRK2RB8Q 

It has been a pleasure to wort: with you and nrneh success wit* your project! 

tf you need any further assistance, please feel tee to contact our office. 

Merer Unrventfy IRB & Office of Research Compfcance 
Phone (478) 301-4101 

Fai (478) X1-2328 
PRC WerceiOMeroer-Edu 

RespectfuNy. 

f -• Jji ^ 

An Chambfss-ftichanfcon. BA. OP. CM 
Ifcnta 

InsMkmai Review Board 
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APPENDIX K 

TEACHER INFORMED CONSENT FORM 

T ft College ct'Eiljvdv^on 

Informed Conncnt 

The Wruifig H'orkxivyr I MukUe Sclno! '.v Effort to /wprwvjjrjj Stutteitt 

Yihl tre bcin.i: asked ic pirtieipate in a research s.udy. Before \ov. give your conscnt to 

vuluiitcu. it is imp.mant that you read the fol.owing information and ask as many 

questions ?.s necessary .0 be sure you understand what \oti w\\\ be a •iked to do. 

InvmieiiHor* 
Cnthrrinc Gardm-r, n dncicmil siiuloiu ui Mercer I niversity in we Tilt College of 

Education, is the principal investigator for the research study. I he faculty adviser for this 

study is Dr. Kelly Reffitt. Both Catherine Gatdivr nnd Dr. Rcflllt enn Se located ut 1400 

Coleman Avenue, Macon CJA 3 12<i7. 

This rcsaxch study is designed 10 understand how Mossy Crcck Middle School 

implements the writing workshop n the 6'h and ? lh grodrc Thr data from this research 

will he used to evuluuic Mossy Creek Middle School's inpleme-UEtinn of the writing 

work-shop. The ie»cuiea will Ic completed ir order or the principal investigator K> meet 

the doctoral requirements of \'en:er 1 "nive*si:y. 

Procedures 
If yon vnlnntivr i:> participate in I hi* study. ycu will he asked 10 be intcivicwcd by the 

rescarcher lor ri> more than one limn. Yon will also be risked tr called stuccm samples 

tmn your .students ut the beeuming. middle, and end of the research .itmiy. 

II you are a 7* grade teacher, you w ill be ;i*ked 10 :dbv* the resecrche.' to observe your 

class for one to :wo hours, three limes 11 month. 

Potential Riska or Diseomfortx 
There nre no lireseeub e -ms us^ociaied with the slid). 

Potential Benefit* of the Research 
By participating, you will lx* providing Mossy Creek Middle Sc.wol. your employer, tlic 

opportunity to have access to data on their iewly implemented writing workshop. This 

will Hgilighi uiec.s in which t ic writing workshop is working well and niher areas where 

improvement might be needed in order .0 help your ^intents Iwonv nwn i  rffivrivr 

writer*. 

Confidentiality and Data Storage 
Confidentiality und privacy will he nuintancd during this reserrcn :>y not providing 

Mcn<rlniv?uviv nm 
topifwi u>\c OiLtutzOtl 
JnlomwdConvm ' 1 
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APPENDIX L 

PARENT INFORMED CONSENT FORM 

J'ift College of Education 

Thv M Workshop: A Mkhih School '.v l-A}ut{ imprvw Siiuk'tM Writing 

Parent or Gunrtliim 
Informed Consent Komi 

Dew Parcnll.i l or Gunrdiun- ?). 

Youi child lia* been iiskcd ;o jartK'iputc in a research MuJy crtiUcd Tiw Writing 
Worhhop: A Miikile $< hortf 4 EiUwi to Improve Student !f The study is being 

conduc:cc by Catherine Gardner. CathcrLnc.Bishcp.Qardneff/'live.tner^r.edn undor the 

ritTCCiion of L>r Kelly RclVilL 47K-MH-5389, rcffm ko'ouiwrcer.edu. The resists will be 
used to farther Catherine Gardner's understanding of hew Mossy Creek Middle School 

leachcs your child writing. Youi i>ou Vdaugl.ier's participation is voluntary . A decision u> 

participate in the research wil. not ulTcct hi&'hcr relationship with Mossy Creek Middle 

School, his/her relationship with other teachers. o j  his,•lie* a.iidemie standing. 

I. The nnrnosr of mv sttiriv is u> <•injure: 
This rcsenreh study is designed tn understand and dsuerih-e how Morwy Creek Middle 

School implements the writru; wok*hop in and 7L| yuuks. The data from this 

research will be used u> evaluate the benefit* of using the writing workshop in your 

child's class. I he i:scarcb will he completed in order ioi Catherine Cmrdner u niesi the 

Juciunil sudent r^qjiremcms ot'Meice/1 • uiversii\. 

II. Procedure*: 
If yoj dhivv y<»ur child to volunteer tor this «ud>. >otr child will He asked lo allow .VIiv 

Gut due. to tiUscrve hi< it her e ass period and make notes daring the writing workshop 

ch.ss session. Your child's ^aiticipation will take approximately one to two l ours ol class 

observations. three tines a month. You child will be nsked to allow the researclier to 

cullcct his ur he: writing samples for evaluation, linallv, test data from the Oeor^iL 

Writing Asv< issinoni will W viowod, hut the scores will be revealed as a whole group, no! 

individual lest s>eores-

Your child will be asked to assent, voh.nuriiy agree. to participate in this research. YOUJ 
sh:ld will tell the tcacher ihey wan to participate by answering yes or no after the teacher 

vcrbt.ll> reads to your child what the research is about and what he'stw wil. be a-sked ti> 

do, Yo.ir child will then be tiskeil to sign the sudenl assent form. 

farcnt/auardiuns who allow a sliidein to mirtkimitc must; 

Parents or guardians whe allow 4 student to participate uite»i read and complete a consent 

fomt for \our child 

08W'10 Pa«cl 

iiS'ih.i.i* < .M, Hj" -Oij OW 141 
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APPENDIX M 

STUDENT INFORMED ASSENT FORM 

. V N I V V. R s : T Y 

1 il\ College oiTducmion 

Doctoral Research Study 
liiftirnud Asstnt for Children Age 12-14 

7he Wrifi,)$> Workshop: A Middle Sciuml's Ejjort lo Improve Student Writing 

M.-v Gardner, a duel oral student at V.civer l. nivyrsi y .ind 8h ^rnde Kacher at Mossy C reck Middle 
School. is doin^ a research stud) where slfc w ill be iuvcN-igiUiiy how Mossy Cicck Middte School 
implements the writing worktop. 

The purpose of this siuly i> n> uxlcrsumd how you are tauybi writing,. 

You ar.- being ;^ked to jvtrucipule because sou nro cunviv.lv n studen! bctig tuught at Mossy Creek 
VI d*Jc Stluol iwing the wi'iuuj: workshop. 

1 he person in chary:- cf lhi« sludy i> Mrs. Liiird ler. :ii isV cir.tdc U'acher at your school. 

The study w ll take ikce in your ehbsruotn duimy t .e writing workshop sessions 

Mr«. <i,irc.(Kr ii. come uik! <vbicr-sc takv nous on youi elusrv lor one-two hoius a luvmih, iltiec times u 
month. 

Vouf parent'si lt:ive arid ln.il it U nkny tor von u> be m lh;.x e^e.ireh s.udy, Y.nt do not have to be ir thir. 
•Jiudy if you ;lo not waal. Von ean change yo.ir mind ui iuiyiintc by lellirg. yr».ir Vlorr.. Dad. Tejvher. cr 

the person coiui'J0im£ this >tudy 

No. I do n.n w;sn. lo fee in Uiw snudv. Yes, I wmt u» be in ihis >tudv 

Signature i>l' Piiti:ipunt Dale 

Signature olPerson Obtninint; Assent Di.te 

• • I " " 1 ' ' " ! ^  
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