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ABSTRACT

Learning disabled adolescents are expected to demonstrate more
effective use of written expression as they cope wich increased
curricular demands at the secondary level. To compound the problem,
repeated failures have helped develop strong negat ive affect toward
school and the writing process.

Statement of the Problem

This study was designed to teach writing and self-monitoring
skills to learning disabled eighth graders. Time for practice was
provided, and the effectiveness of the procedure was evaluated.

Methods and Procedures

Unlike other studies, this stud§ did not compare the learuing
disabled with non-learuning disabled:; instead, using appropriate
statistical technigues, student performances over different time blocks
were compared whereby students became their own controls.

rleven learning disabled eighth graders participated in the
vearlonyg study. In a self-contained classroom setting, the Learning
disabil ities teucher used materials designed and written by the
resenrchier. Strategies in capitalization, punctuation, sentence
formirion, error correction, and self-monitoring were intreduced and
practiced.

Pretest and postbteslt measures s well as weeklvy cvaluatious of
student writing documented performance. Spelling errors remainod

unmarked but were recorded. Student jouranals, classroom observations,
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and teacher interviews provided evidence of student affect. Data
c~llected were submitted to qualitative and statistical analytical
trecatments.

Results

Significant improvements occurred in vocabulary, thematic maturity,
and handwriting during the period of strategy instruction. Student
written products revealed a significant reduction in total words as the
number of strategies increased.

During the iast five-week time block a significant increase in the
total number of words written occurred. As self-monitoring strategies
were practiced, a significant reduction in spelling errors was found.

Punctuation errors increased siguificantly as total words
increased. Data revealed no significant main effects for capitalization
or organization as total words increased. Overall, the students were
able to write more words with fewer errors as nonitoring strategies
wore practiced.

Positive affect changes were evidenced in studeunt journal entries,
student written products, teacher obscrvations, and interviews.

Stugcnt behaviors demonstrated greatev class participation, added

ecagerness in using written expressicn, and increased time ou task.

.
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CHAPTER 1: INTRODUCTLON

The Learning Disabled

Who are the learning disabled? Volumes have been written on this
topic and the answer still remains unclear. Clements (1966) reported
over 99 characteristics which served as descriptors of this
population. The eight most frequently described were:

|. Hvperactivity: constant, purposeless motion;

2, Perceptual motor impairments: difficulty in organizing,
discriminating. and interpreting visual or auditory symbols;

3. Emotional lability: mood shifting;

4. GQeneral coordination deficits: awkward, uncoordinated, clumsy:

5. Disorder of attention: distractible, unable Lo maintain
attention;

6. Disorders of memory: deficits in suditory or visual memory:

7. Specific leurning disabilitics: inability in certain academic
areas such as veading, writing, ov arithmetict

8. language problems: deficits that altect receptive/expressive
fanguage.

with the many existing descriptors, it is not surprising that the
aumber identified in this population has prown. In 1969 there were
175,000 children enrolled in programs for tha leavving disabled. Over
the next 10 vears the enrollment ygrew to reach 1,000,000. By 1984 the

enrollment bad doubled to nearly 2,000,000 children. Approximately
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457 of the children enrolled in special educat ion were classified us
learning disabled (Kirk, 1986). In addition to the nationwide increase
in students classified as learning disabled. an additional 10Z% to 20%
had mild or moderate learning problemsg which interfered with educational
progress but did not meet criteria for special education programs. of
the 42,000,000 in public school during the 1984-85 school year at least
3.000,000 bad difficulty because of some tvpe of learuning problem
(Chalfant, 1987).

The term learning disabilities was among the categories included

in the definition of handicapped under Public Law 94-142 and may have
contributed to the increase in prevalence (Chalfant, 1989). As special
education came under closer scrutiny, emploving the concept of least
restrictive environment caused less separation of children into
separate classes (Linn, 1986). Educators continued to be mandated by
law to plan and provide appropriate intervention since all students

had the right to a free, appropriate education. learning disability
services could no longer be provided only in clementary prades
(Dushler, Lowrey. & Alley, 1979). '"This is a most difficult task since
many serious questions exist about how to proceced and (ew empirically
defined answers are available . . . professionals tend to use
instructional procedures that are based on their individual assumptions
regarding education and learning” (Wiederholt, 1978, p. 1}).

As the learuning disabled populatioun progressed through the
educational system, they were expected to keep up with aonhandicapped
peers (Dagenais & Beadle, 1984). As they reached the sccondarv schoot,
enrricular demands increased. It was expected thev would be able to

demonstrate their tnowledge of contenlt arcas through written rather
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than oral response. This meant a greater need existed for effective
and successful use of the written language (Moran, 1980). These demands
incliuded note taking and written tests as well as other forms of
written expression.
Weitten language Is the Core

Limited rescérch data are available on the ability of learning
disabled secondary students to use written language (Wiederholt, 1978).
Existing learning disabilities programs do not include writing as a
predominant option (Deshler et al., 1979). If the learning disabled
secondary students are in need of preater access to instruction in
written expression, Lt becowmes imperative tnat our options for them be
cxpanded to meet that need (Moran, 1980).

The learning strategies model was developed to assist learning
disabled adolescents in successfullv adjusting to the demands of the
secondary curriculum (Alley & Deshler, 1979). Thesc authors identified
learning strategies as ''techniques, principles, or rules that will
facilitate the acquisition, manipulation, integration. storage, and
vretrieval of information across situations und settings' (p. 13).

Lsing the Learning strategles model, necessary components in the
writing process can be taught tu Jearnine disabled ados - ents.
Providing ample strucinre, well-designed instructional goals,
sufficlent tiae to internalize the process, positive feedback, peer
involvement. and sufficient practice, the writine process can become
an effcetive communicative tool for Iuarniné disabled adolescents.
Througi, appropriate instructionasl means, these students can learn hew

to learn™ and effectively write in a meaningful wayv.




4

If one is to utilize the five basic abilities as {dentified by
Hammill and Larsen (1983) the learning disabled adolescent will develop
the abilities to:

L. Yorm letters, words, numerals, and sentences in a legible
manney s

2. Generate enough meaningful sentences to express one's tloughts,
feetings, and opinions adequately:

3. Write in compliance with accepted standards of stvle,
especially those governing punctuation, capitalization., and spelling;

-

4., Use acceptable English syntactic, morphological, znd semantic

elements: and
5., Express ideas, opinions, and thoughts in o creative and mature
Wav.

The adolescent disabled lcurner needs the ability to mouitor his
or her owa work in an effprt to attain preater success in sccondary
school. Self-mponitoring in error detection and correction has been
identified as a vecessary skill for this student (Alley, Deshler, &
Warner, 1979: Schumaker ct al., 1981). This process will also help
develop a sense of independence and positive affecs about the writinf
process.

Currently, statemonts have been made about Lhe need to reorder the
educational programming for the lcarninp‘disablcd which would inciude
minimizing the use of self-contained classes (Kirk, 1986; Revnolds.,
198557 Revnolds & Wang, 1983: Ysseldyke & Algozzine, 1982). With
reordering would come greater pressure for the learning disabled

adolescent to perforw and meet curricular demands. 1In an effert to

meet the escalating nerds of the learning disabled sceerndarv students,
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educators need to realign 'tow they teach writing skills to the learning
disabled adolescent with #an emphasis on the =riting process das the core
of learninp and performance.
Intention of Htudy

The purpose of this study was to evaluate the af fertiveness of
teaching writing and self-monitoring strategies to learning disabled
eighth gradevrs. Through the use of the learning strategics wmodel,
skills in the usec of cq,-xralization, punctqation. sentence formation,
and paragraphing would be taught to help these students meet the
curricular demands of the sccondary school. Further skills in
detecting and correcting errors in their written products would be
taught to help develop independence and success in written expression.

The teaching process would include these goals:

1. Threugh the use of specifically designed strategies, the
learning disabled adolescent would develop writing skills critical for
suceess in a secondary schoeol curriculum.

2. Error detection and correction strategics would be taught.

3. Adequate writing practice would aid the student in creatively
expressing thoughts, feelings, «nd opinions as newly lcarned stratoegies
would be internalized and actively implemented.

4. Through thie developmental procuess and Huquunr; af a=tivitics
he student would acquire wore positive affect recarding the use of
written language.

Major Questions to Be Studied

.

Pretest and pesttest data s well as student product data were
dnalvzed for each student. Student journals, eclassroom observation
13

Vivldnotes, and teacher interviecws were catalogned. grouped, and

T - e L R T SFE
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analvzed. The following major questions were among thosu agked:

1. As strategies are being taught what kinds of learuiing occur
as evidenced in the pretest and posttest scores of the Test of Written
Language (TOWL) (dammill & Larsen, 1983)"

2. During first scmester what changes occur among the stLudent
product variables of total words cenerated and spelling errors?

3. Do student performances in [luency. %lexibility. and
originality. as measured by the Torrance Tests of Creative Thinking
(TTCYT) (Torrance, 1974), change as the result of creative writing during
the second semester?

4. During the second semester what changes occur among student
product variables of total words, capitalization ecrrors, organizational
ervors, punctuation errors, and spelling errors? Do these learning
disabled students demonstrat@ the ability to self-monitor by detecting
and correcting their errors?

5. Do student performances in fluency, (lexibility, and
originality correlate with areas represcencing writing conventions as
evidenced by pretest and postiest measures on the TICT? 1V so. how?

6.  What evidence exists demonstratiag altered affect reparding
the use of written language?

Limitarions ol the Study

Pwo major limitations existed which needed to be considered as
resuits were analyzed: thbe size of th: sample ond the Jenpth of time
the study wuas In progress.

The wample was 'imited to the group.sizu assigned o wiven teacher
in the classroom. Rarely. did that number exceed (2. The second

factor related to the lenpth of time required by this population to
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. # ’
effectively internalize a concept «nd demonstrate the abllity to

implement strategies. Since cach st..dent would be auromat icasly placed

[ in another classroom setting at the close of the 3chool year,
circumstances prevented extension of the study beyend one academic

school vear.




CHAPTER 11: LITERATURE REVIEW

The present study was designed to evaluate use of the learning

strateples model in teaching writing and scl f-monitoring to learning

disabled adolescents. This chaprer will discuss literature relevant to

adolescent student nceds, the errvor monitoring concept, feedback and

motivation, pertinent asp2cts of wricten language instruction, specific

teaching strategies for the learning disabled, and will conclude with

selectel reierences pertaining to affect as it is related to the

P

writing process.
Student Necds

writing is central to the learning task of secondary school
students in American education. 1In a major study of schooling in- the
United States, Goodlad (1984) found language ATLS formed a strong
clement in the curricula. [Lmphasis was placed on teaching basic
fanguage skilis and writing mechanics. Work at the secondary level
freocuently repcated or extended materinls used in elemeutary prades.
A lack of emphasis on creative or fictional writing was evident with
much fdaily dnstructional material in worksheet or workbook form.
Lirections often asked the students to "copv," "cirele," or Yeombine."
The study revealed lower triack classes were alven greater emphasis on
riie m chanics of English usagpe and were not introduced to analveical
or wvalnative skills such as may huve been introduced in upper track

ciasses. Goodlad stated, "One wonders about the readiness of studoents
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in‘thc Jjowest tracks of the junior and senior high schools who were
still confronted again and again with these now familiar patterns'
(p- 207) .

yot another study lound the writing task central to teaching and
learning in American cducation with students averaging about 447 of
their classroom time in some Lype of writing activity. These
writing~related activities leaned heavily roward tasks involving
mechanical writing (Applebee, Lehr, & Auten, 1981). Teacher
expectations for writing performance increased at the secondary level
and.ihcludod note taking during lectures. reviewing the notes for
examinations, wricéng answers to gquestions, per{orming homework, und
completing essay examinations (Fulwiler, 19825 Moran. 1980).

Writing performances in American cducation have reached national
concerns.  An evaluation of the writinp achievement ol American students
in pra’es 4, 8, and 11 revesled writing periorminces improved from
grades 4 to 8 with less improvement from grades 8 to il. The assessment
showed Amer ican students could write at a minimal level enlv: analvtic
writing was difficult for astudents in all gzrades; when writing
persuasively, students h. difficulty expressing their points of view:
students found it difficult to write well~developed storics and had
lesy difficuity with tasks requiring oﬁiy short responses (Applebee,
Lansor. & Mallis, 198G6). The study further showed neqrly half the
foarth praders and one-tiird oo the cighth and eleventh graders
reported writine o er than three wrirten products durine o six-weck
period.  Students who revised and edited their work were hetter writers
than Lhose who did not.  The assessment showed an increase in the

emphasis on the process writing approach which included planning,
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dratting, revising, and editing. Better writers were using aspects of
the wriging process and performed better than students who did not
plan, revise, and edit. This report showed a national emphasis existed
on using the writing process approach; furthermore, studeuts who used
process strntegies demonstrated higher writing achievement. Graves
(1978) considered the situation at crisis levels when he stated our
educational system was more concerned with reading and listening
abilities rather than speaking and writing.

Writing is the basic stuff of education. Tt has been

sorvely neglected in ouy schools. Ve have substituted the

passive reception of information for the active expression

~of facts, ideas, and feelings. We now need to right the

balance between sending and receiving. We need to let

them write. (p. 27)

In Eugland a research team (Britton, Burgess, Martin, Mcleod, &
Rosen, 1973) analyzed 2,000 picces of writing {rom British school
children between the ages of 11 and 18. Each selection was classified
according to its function as being transactional (that which was
intended to inform, instruct, or persuade such as term papers. reports,
essay eraminations, book reviews, and other writing), poetic (that
which was created by the student), and expressive (that which revealed
feclings. opinions, and heliefs). [t was found transactional writine
comprised up to 637 of all student writing: poetic, 28%; and expressive,
only 5.5% of the sample. The study revealed expressive writing was
rarcely used outside English classes yet was the type of writing which

was most personal and closest to speech. Dritton's team belicved that

negloct of expressive writing existed in the school cnrriculum since
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Using the writing process is.a éoncern for the older learning fw
disabled student. This student comes through a system which may have
neplected the writing process in favor of other needs requiring |

attention., Myklebust (1965) was among the first researchers to

ure Story lLanguage

analyze written language disorders. Using his Pic
Test he studied arcas of written performance. Results suggested a i
|

ierarchal relation for the language svstems with auditory language

viewed as the foundation for both the read and written forms. TIn later

work Myklebust (1973) stated, '"Study of the development and disorders ]

i

3

of the written word in hapdicuapped children has heen neglected. in
special education' (p. 55). An extensive study was conducted in which w
- 1
he invastigated the effects of four handicaps (reading disability,
mental retardation, speech defects, and social-emotional disturbance)

o

on the development and disorders of written language: -

|
|
|
0
Even though interactions of read and”written language are
cenplex, deficits in reading reciprocually reduce facilitv
|
with the written word; this basic principle concerns the ]|
]
interdependence of input and output. In other words, i
reading and writing are [lacets of the same lan 1uge
system, reading constituting the ioput process and writing ‘

the output. (Myvklebust, 1973, p. 70) ‘r

His studies revealed both moderate and severe learning disabled

children were inferior on all aspects of written lLanguage.

Tt .appears that the learning-disabilitv children were

retarded in written language because of thedir Timitations % ’
K

lu reading., and that reod langonaye was deficient because

of disorders in suditory languave. Presumablv, if ":i




reading ability were facilitated, written language would

be improved. (Myklebust, 1973, p. 132)

These findings impacted nn.remedial instruction. Providing instruction
in word meaning was considered essential and perhaps the most critical
dimension of remediation in language. According to Myklebust (1973),
"on the basis of the data at hand, it 1is logical to assume that such
instruction is so essential as to require approximately one-half the
time given to language remediation (p. 132). This author considered
programs of remediation in language one of the greatest challenges in
special education if lerrning-disability children were to attain
facility with the rcad and written language forms.

In a survev of three schonl systems, it was discovered that
children from the sccond through the sixth grade on the average wrote
only three pieces over a three-month period (Graves, 1978). It can be
expected, then, that the adolescent learning disabled student will have
limited preparation for the written curricular needs‘of the sccondary
school. As Smith (1984) aptly stated:

The disabled writer who reaches junior high and higzh

school writing incomplete and run-on sentences usually

favors simple constructions and has no idea of how to

link or subordinate ideas. lic has no system for

substituting pronouns. le seldom uses descriptive words.

Usape is not auteomatically selected by a aiscriminating.

car for language. Number, volce and tensc ure mystoeries

to him. (p. 122)
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Error Monitoring by Learning Disabled

Adolescents
Research and theory regavding learning disabilities showed
concern for the correctness of the student's response. The skill to
monitor one's own ervors provided the basis for their removal. This
meant a student observec the scquence of letters, words, sentences, or
punctuation in order to avoid or correct them (Deshler., Ferrell, &
Kass, 1978). Studies in error monitoring (Wissink, 1972; Wissink,

Kuss., & Verrell, 19735) revealed it to be an important factor in

152}

learning disabilities. Results found monitoring deficits occurred
three times as often among the learning disabled when compared to thosg
without the disability. Deshler et al. (1978) explored whether a
weakness in monitoring was a factor contributing to greater errors
occurring in schoolwork. Using {our task areas of svnonym, spelling,
editing, and essay, the study revealed learning disabled secondary
students demonstrated a meonitoring deficit in detection of
selfl~generated and externally-generated errors when compared to the
non-learning disabled. Learning disabled students detected only
ene~third of their errors in the creative writing task. Tt was found
the two groups appeared to use similar critevia in detecting ervors in
externally-generated material. In material they produced themselves,
the Jearning disabled students seemed less willing to call an element
gn eorror, therefore ldentified fewer errors. The authors concluded
teaching monitoring in cne-to-one remediv'l sessions as an diwportant
element.

The menitoring deficlt as o differentiating characteristic between

Jearning disability and non-learning disability in the adolescent was
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investigated by Deshler (1974). School-related tasks such as creative ﬂ;

writing, editing, spelling, and vicabulary were used to aSS8ess

monitoring of self~generated and externally~-generated errors in an
offort to discover whether a monitoring deficit would be a good
indicator of learning disability. A monitoring deficit was defincd as
"an impalrment in the child's ability to detect self-genevated or
external lv-generated errors” (p. 14). Implications of thé Deshler
study supgested the learning disabled demonstrated potential for
detecting their own errors and suggésted the following:

Thev should be encouraged to check their work before

turning it in. They should be given specific strategies

or gvstems for doing so. These should be taught and

practiced in remedial sessions until the process of

monitoring their:own performance beeomes auntomatic.

Remed iation of & monitoring deficit will be difficult

because many of the errors in performance are the result

of incorrectly learned habits. Unlearning aun incorrect

habit and relearning the correct one prolongs remediation.

(p. 66)
Concerning the editing rask, this study saw value in determining the
type of errors the student was able to correct and the type he or she

was not able to vorrect. Also, value was seen in teaching students

skills in correcting errors which have been detected.

An 1l-step procedure was used to teach errer monitoring to nine
learning disabled adolescents (Schumaker et al., 1981). Results
showed students could detect and rorrect more errors after training

than before, indicating the effects of teaching a specilic detection
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strategy. The study demonstrated improved performance of Jearning

disabled adolesceunts as the result of a monitoring procedure. The

authors concluded error monitoring strategies could be eflfectively [

used by learning disabled sccondary students to eliminate errors in

writing and consequently help the learning disabled student meet the j
|

demands of the secondary setting.

b ﬂ:ﬁ

Instructional techniques that deal with error monitoring may not

treat it as a primary instructional goal. Using the rchearsal
technique, students were taught to monitor and correct errors in
reading (Laurita, 1972). Tn spelling, the skill to error correct may Wﬂ
be as important as other skills; however, few studies bave examined |
how these skills are acquired (Lydiatt, 1984). Lydiatt stated error
decection and correction tasks needed to be taught as independent
skills. The problem may be that students do not know how to find L

|
errors in their writing and if they do find them, many times they do
not know how to corrvect them (Mehlmann & Waters, 1985): [t is assumed, ' ’
Mehlmann and Waters continued, the studencs will make the transition j

!
from dvrill to application. '"However, for students who are slow i
learners, learning disabled, highly mobile. or skill deficient, this
transition never occurs'” (p. 583).

Feedbuack and Motivation

Feedback to the teacher and students can veveal errors in learning

shortly after they occuvr (Bloom, 1976). Bloom stated a process of I

feodback was essential 1 appropriate corrections were tao bhoe made.
Farther he referred to the varlations in individual learning: therefore,
unless the teacher was able to get {eedback on the difiicultics prescent

and the student received [leedback rerarding specilic existing




an ]

17
dirficulties "both students and teacher must stumble on from task to
tusk with an inadequate understanding of what learning ls or 1is not
taking place" (p. 28). TFor this reason the use of feedback is a
eritical variable in learning. Studies in the psychology of learning
have been well documented. E. A. Bilodeau (1969) investigated feedback
using instructions to the subject as the experimental variable.
Instructions were given before, during, or after the responsea.
Substitutes for the spoken word were use ncluding mechanical tonés
and various working conditions. If feedback wns related to motivation
it should serve as 2n incentive to stimulate performance. In another
study, 1. M. Bilodeau (1969) used feedback in 1 gpecilic way by
speaking to the supject directly about error. Re sults supported the
conclusion that information feedback Jetermined whether. subjects
continued or changed their behavior. The individual's use of feedback
information was an essential part of the error monitoring precess
(Adams, 1971; Powers, 1973). Adams referred to the knowledge of .esults
as essential if a correct response was to follow. Powers fouud much
human behavior wis oriented around the ability to use [eedback to
monitor arrors.

Research centering on the studv of ervor looked at the process of
error unalysis (Bartholomae, 1980). "Error amaiysis begins with a
chieory of writing, a theory of language production and language
developmoent, that allows us bto sece errors as evidence of cholce or
stratepy among a range of possible choices or strategies" (p. 257).

Throuph a process of recording and analyzing errors, instruction can

'
3=
begyin with what the writer can do rather than what the writer cannot do.

Barthojomae also saw the importance of oral reading in aiding students

_ - N B .
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with error correction. He found students often substituted correct
forms for the incorrect forms on the page even though they may have
been unaware of the substitution.

Concern with the psychological effect of [eedback as it cemes in
the form of teacher comments was emphasized by Dieterich (1972). He
cited exumples in research identifying the view that negative criticism
and fear of being judged would inhibit creativity. In his view an over
amount of criticism did no good; instead it would cause students to
both hate and fear writing. Calling attention to errors could euhance
the negative aspéct of writing (Graves, 1978 Moran, 1983). Moran

cested errors would decrease as writing increascd so spelling ervors

pm

sug
did not need to be meticulously marked. Shaughnessy (1977) found
evidence that over concern for correctness could be debilitating to

the writer. She put forth the view that writers made choices in their
struggle to handle the writing task. Errors were not only the evidence
of that behavier but thev occurred in predictable patterns.

Moffett (1968) saw feedback as "any information a learner receives
as a result of his trial" (p. 188). But the feedback will not assist
the learner if motivation is absent. '"So the f{irst reason why one
might fail to learn is not caring. lack of motivation ro scon the
results and transfer that experience to the next trial' (p. 191).

Written Language lastruction

The learning disabled students are expected to cateh up and keop
up with thelr nonhandicappued peers; consequently, at the jurdor high
level they arce expected to write more with less teacher dirvetion
(Dugenais & Beadle, 1984). These authors identified reading and

listening as areas vecelving classroom emphasis.  Craves (1978)

e e e
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discussed many reasons why writing was so important. Tt contributed to
the development of the whole person including intelligence, initiative,
overall learning, couvage, reading, reading comprchension, and math.
Necessary couponents for success in use of the written language
were identified by Hammill and Larsen (1983). These five basic

abilities nexded to be mastered if one was to achieve success in the -
writing process:

1. To form letters, words, numerals, and sentences in a legible
manuer;

2, To generate enough meaningful sentences to eXpress one’s
thoughts, feelings, and opinions adequately:

3. To write in compliance with accepted standards of style,
especially those governing punctuation, capitalization, and spelling;
4. To use acceptable English syntactic, morpbological, and

semantic elements; and

5. To express ideas, opinions, and thoughts in a creative and
mature way.

Wiederholt (1978) stated the above five areas represented
mechanics, production, convention, linguistics, and COgﬁitive abilities
in writing. With respect to the learning disabled population, each of
these arcas was aritical:

Data on these critical areas of performance could have

far-reaching impact on the understanding of the stvengths
and weakncsses of the pupils labeled learning disabled as
woll ans the development of remedial procedures. Teachers
are ecncouraged to investigate their students' performances

on thcse writing compooents and to evaluate thelr
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instructional programs as they relate to the development

of comprehensive writing skills and abilities. (p. 16)

Research with both handicapped and nonhandicapped is pertinent to
this field. The formal instruction of grammar becomes an issue in
mainstreamed classes: although valuable in the writing process, this
ipstruction mav not improve writing skills and, for some, can have a
negative effect (Braddock, Lloyd-Jones, & Schoer, 196%; Elley. Barnham,
Lamb, & Wyllie, 1976; Cunderson, 1971). Braddock et al, reported
statistically significant performance by an experimental group of
remedial college freshmen who were taught using {requent writing and
student correction rather than language usage with workbook-drill
methods. Elley et al. reported a three-year study using well-chosen
student groups which showed English grammar instruction had no
influence on the language growth of averaze sccondary school students.

A surveyv of all subject areas (Applebee, 1982) found tcachers
responded to studeut writing by assessing accuracy rather than
creativity. They used writing to indicate mastery of material and
reported a reason [or asking students to write was to test their
"ability to express themselves clearyy" (p. 374).

Teaching Strategics for the

Learning Disabled

The learning strategies model utilized in various research studies
(Aliey & Deshler. 1979; Deshler, Alley, & Carlson. 1980: Schumaker -
et al.. 1981) is didentified as an approach to help teach learninm
disabled adolescents the necessary stratecies to enable them to cope

in thoe sccondary school setting. This procedure inveolved their abiiity i

Lo learn how to handle the learning vrocess rather than cmphasiziagp |




content.
The learning strategies mosiel is based on the philosophy
that seccondary students who have learning disubilities
should be provided with intervent ions based on principles
of cognitive psychology and learning. 1r this match can
be made. the students should be able tc more e{fectively
acquive, organize, retricve, and express information.
Following this logic, the student would be taught specific
skills. (Deshler et al., 1980, p. 6)
Among other assumptions, this model is based on the assumption that
students with learning disabilities at the secondary luQel have the
intellectual ability to successfully complete school requirements.
Suggestions by the above authors include:
l. Teach the desired strategy in isolation.
2. Demonstrate the new strategy in its desired usc.

3. Verbalize the steps of the new strategy.

I~

Apply the strategy to provide practice once the student
demonstrates o basic understanding. The strategy can then be

applied in mgeneral usc to afford the student more oprortunity for
prdgtice.

Anv Jearning strategies necessary Lﬂ‘mcvt the demauds of the secondary
schoel curriculum may be involved.

I

Tn o nationwide survey of Juniar and senior biigh scheol lesrnine
disabilities teachers, it was found only 4% uséd the Tearniag strategies
approach. Other options included the functional curriculum approact,
}77: basic skills remediantion approach with instruction in reading and

"

mathematics, 45%; tutorial approach. 2471 and work-study approach, 57.
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Not anv of the five options identif el writing as a ma or curricular
component (Deshler et al., 1979).

A program that taught strategies for approaching the writing
process was used by wWhitt, Paul, and Reynolds (1988) and found students
became more motivated, confident, and cooperative. Through the use of
the learning strategies mddel, middle school atudents were led through
cach writing stage: prewriting, drafting, peer conferencing, revising,
editing, teacher conferencing, and publishing in an effort to teach
these learning disabled students to become independent writers.

A highly structured program vn writing paragraphs was developed
and used successfully with learning disabled adolescents (Moran, 1983).
A set of six steps with careful introduction was used. This highly
structured program identified four important features to keep in mind
when working with this population:

1. Use groups sm~’ler than regular classes,

2. Model all behaviors,

3. Use students' own writings as instructional material,

4. Provide individualized positive and corrective feedbtack.

A system which stressed the communication factor in writing was
demonstrated by McGill-Franzen (1979). 1t included looking beyond the
deficiencies in spelling, punctuation, and capitalization to {ind the
student's conceptual skill. The importunt point here was the awarencess
that knowing what the student could do was as important as knowineg what
he or she could not do.

In an effort to help educationally handicapped students write o
wore orpanized cxpository paragraph. a special program was developed

which included the use of f{ocus questions, peer evaluations, and peer

.
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writire samples (Warner, 1979). Effective use of pect involvemint was
also demonstrated by Neubert and McNelis (1986) in a program involving
writing in disciplines other uhan English/language arts. Peers were
instructad in providing feedback, raising questions, and suggesting
improvements. The proper editing time was a significant factor as was
the value of oral reading. <Acch and brazil (1978) saw editing and
proofreading as two parts and considered editing an extoension of the
writing stage:

It is a matter of taking & fresh, critical lock at one's

writing, bringing to bear all the intuition, knowledge,

and understanding one has of writing processcs and {orms,

in order to be surec that the written product says or is what

the writer wants it to say or be. (p. 83)
Editing was done when the Tirst draft of o writing sample was complete;
whereas, proofreading was considered the final step of the Qriting
process. Cohen (1983) devised an apjroach to the revision process to
help learning Aisablcd seniors learn to selfl correct. This was seen as
a means of preventing discouragement in the writing process.  The
epproach included structurced steps involving specilic assipnments,
writing rough drafts, oral veading, preparing additional drafts, and
devising specific steps Lor the revision process. A two-vear
individualized writing program uscful Vor meinstreaming learning
disabled students inte regular Engiish classes was devisced by Beruardi
(1978).

Distinguishing between stages of the writing process was important
and necessary. Hull and Bartholomae (19686) stated cluss time was

required on a repular basis Lo give proper recoymition Lo writing in
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the curriculum. Students needed help in the writing stages so as not
ito try to do c¢vervthing at once. The tasks of revising and editing
. needed to be separated. Revisiug involived cxpcrimentation with
sentenccs; stvle, and use of language whereas editing invelved the
process of looking for mistakes. "If the classroom is going to become
a place for writers, students must be given time to write; they must
be given good reasons to write; anc they must have readers' (p. 52).

The importance of goal-setting and self-regulatory skills for the
lesrning disabled adolescents was studied by Tollefson, Tracy, Johnsen,
and Chatman (1986). Eight learming disabled seventh and eighth graders
were taught goal-setting and sel{-regulatory skills in a resource rooum
setting. Rate of assignment completion was compared at differ =
times. The study revealed learning disebled students exhibited uneven
patterns of skill acquisition; however. thev could learn to set and
work toward realistic goals.

Affect As Related to the
Writing Process

A gqualitative research study of one child's prowth in writing
identifiad the seaguences nceded in the writing and revision process
(Calkins. 1953). “niis study puinted out the neced for the process to
develeop and in this sensce the need for teachers to allow it te develop.

Bloom (1976) stated the individual perceived that which
const ituted success against the backyround of evidence received from
the rasks. An individual tended to like the activities which had heen
successiul. "If an individual belleves he has dene a number of prior

related tasks successfully, he is likely to approach the next Jearning

tusk with some depree of positive «ffect. 11 he beljeves boe has been

ast
- s e g = rrae
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unsuccessiul with such prior tasks, he is likely to approach the next
learning task with some degree of negative affect" (p. 73).
Moran (1983) identified four behaviors' demonstrated by learning
disabled adolescents as they approached the writing task:
1. Self-deprecacing (and delaying) statements about their lack
of writing skills;

2. Questions probing what the examiner might "want' them to say

or whetﬁcr specific features such as spelling would "count';

3. Nonverbal symptoms of discomfort, such as repeatedly shifting
position in the chaivr, naill or cuticle biting, pencil chewing, or
pencil tapping;

4. Avoidance schemes, including transparent attempts LO engage
the teacher in discussion of any topic other than writing.

tarner (1979) used a program designed to help educationally
handicapped students writé a4 more organized expository paragraph.
Focus questions were used to help students develon specific details.
She found student responses were very favorable and included improved
attitudes toward writing. ""The grunts and groans are diminishing in
proportion to the success they are experiencing” (p. 36). RNeubert und
McNelis (1986) in the use of cooperative learning allowed student
writers to provide feedback on the strengths and limitations: of each
other's writing. They found il students were left alone they ignored
content and concentrated primarily on grammar and svellinp errors.
Using focus questions as guides, they were encouraged to be open-minded
and used the freedom to accept or reject sugrestions.  Responses
indicated zood feelings on the part of students about the writing

process, their motivation to write well increused. and they indicatad

mm p o omoee g
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.
positive snticipation of peer responses. Welss and Weiss (1982) i

expressed the need for learning disabled adolescents to feel like

winners rather than lLosers. "Bv the time the learning disabled student
has reached the secondary level, he may have become turned off{ to the

school expericence. He often exhibits confusing symptoms, suggestive

of ocmotional maladijustment, and he needs alternate approaches to handle

his problems" (p. 75). TFor those who have repeated experiences with

failure, problems will pervade their performance abt the secondary level,
The importance of the writing is evidencel] by‘the fact that beginning
in grade five approximatelv 90% of school performance involves written
expression. Weies and Weiss contlinue to say, "Hastery of writing
ski'ls should be a primary chjective in the curriculum for all
stugents. cspecially the Learning disabled. Given appropriate tools,
Chccklists\ formulas, and strategies we can train kids to be winners
in handling writing skills'" (p. 82).

The impact of using the Purdue Creative Thinking Progran (PCTP)
with adcieséeut learning disabled students was studied by Jaben et al.
(1982). Kesults found leurning disabled students who used the PCTP

performed better on the verbal subtest than the learning disabled whoe

Jdid not participate; however. the PCTP did not stimulate figural aspects
of wereative behavior. Impli;ations Tor future research suggested
exarinine relationships between creativity instruction, personal

ad justments, and sel{-conceplts as well as creative training as a methed

to develop luanguage behavior,




CHAPTER 1IT: METHODS AND PROCEDURES

This study was desighed Cto evaluate the effectiveness of using the

learning strategies model with lecarning disabled eighth graders.

Writing and self-monitoring skills were taught in an effort to improve

written expression. Srrategies were introduced, modeled, practiced,
and reviewed for a period of 20 weeks (first semester). During the
remainder of the school year (second semester), selfl-monitoring
strategies in error recognition and correction were integrated with
creative writing. This chapter will identify the methods and
procedures.
Subjects

Eleven eighth-grade students. three females and eight males,
participated in the study. All had been formally diagnosed as learning
disabled by a multicisciplinary team within the school systam and
placed in 4 self-contained English (reading and writing) class. The
subjects fell within the normal ranﬁc on the WISC-R Full scale
intelligence quotient. Required parental permission was sccured by
means of o letter to the parvents. District policy required permission
Frem srﬁool personnel. The Assistant Superivtendent of Curricalum,
Dircctor of Special Services, building principals. and speeial cducat ion
teachers pave permission for use of che specially designed muterials

Cand techniques.

|
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Learning Setting
The 11 students wcre‘ussigned to this particular Fnglish class
<lich met five days per week for 50 minutes. Students were seated
around a group of three eight-foot tables for class instruction; in
addition each student had access to a study carrel for a less
distractible setting. The carrel was used for writing and test taking
at the student's discretion. An additional table existed for
conferencing. The teacher had reudy access to both chalkboard and

overhead projector as instructional aids.

Lustructiona@»Maquigl

.

A manual designed and written by rhe researcher entitled 1 _Love

Writing was given to the teacher for the virst semester with user

instructions. Oune full-time teacher, a student intern, and a part-time
ﬁurental volunteer worked regularlv with this group. User instructions
directed them to do the following:

i. Fancourage the student's writing.

2. Accept the student's writing progress.

3. Do uot worrv about capitalizautien, punctuation, aund spelling
as the program begins. Do not mark spelling errors,

4. Always encourage the use of a4 dicticnary and/or a thesaurus.

5. Be a model., While the students write —-- the teacher should
wribte.

. Use a [ive-stage plan for error detection and correction in
which the teacher follows the stuges adapted from Mehlmann and Waters
(1985, pp. 384-585).

Stage 1 — Errors arce underlined sand clues given in exactly

the order crrors occur.
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Stage 2 - Errors are underlined and claer given in random
order.
Stuge 3 - Ervors are underlined but no clues are given.
Stage 4 ~ Errors are detected independently by the student

after being told how many exist. Example: "Find

three errors.'

tn
i

Stage Errors are detected independently by the stu'ent
without teacher assistance,

7. lIncourage students to read their written products aloud. lelp
them be aware of their audience.

8. Comment on each picce of writing. Compare it with the
student's past work noting his or her progress.

9. Do not mark spelling errors. nor errors in strategies yet to
be taught. Concentrate onlJy on those that have been introduced.

The manual included 20 lessons. Each lesson was designed to
require two class periods and was built around specific components of
written language (see Appendix A). The teacher was [ree to use the
lessons in anv ovder desived: however, it was essentiul that the
strateglies for capitalization and punctuation be utilized as introduced
in the manual (see Appendix B), and strategiles for sentence formation
and paragraphing as presented in Lessons 11-20 (sce Appendix A).

When presenting a lesson, the teacher began by involving the
students in appropriate prewriting activitices. Using Lesson 1 as an
example, the teacher used a wide variety oi photographs and pictures
to demonstrate visual aWuréness. The lesson entitled "1 See . . " was
designed to help the students observe and describe what was seen.

Through brainstorming, a discussion ensued concerning details to be
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observed. As students gained an understanding the teacher continued
by:

1. Introducing the strategies to be uscd:

2. Demonstrating the strategies using the chalkboard, overhead
projector, actual models; or other appropriate meuans;
3. Verbalizing the strategies with the students; AN

4. Practicing the strategies by helping students use materials,
examples, group discussions, or other satisfactory techniques,
As students gained an understanding. each selected a picture of his or
her choice and preocceded to write the rough draft. Completed rough
drafts were submitt?d to the researcher f{or evaluation according to
procedural plans.

rnstructional material for the sccond semester consisted of another
manual catitled Ihg@ﬁgg}énpﬁ“ﬁgjﬁ}ﬂg:‘_yyi;jngugngi§wﬁgnq which was
desicned and prepared by the rescavcher (see Appendix ). Specitic
directions were given to the teacher which included establishing a
writing folder fer each otudent, specifically identifying "first" and
"second' drafts., and allowing ereater freedem with Ltopics (see Appendix

D).

The combined manuals introduced a writing program which responded

to the necessary five components idencitied by Hommill and Lavsen (1443).

Tae mechanical and cenventionail components were Introduced by means of
basic strateszies: productive and cognitive components were present in
the design of the lessons. The Iinpuistic component was represented in
the emphusis on meaning throughout the program. By reading their

written products, students were to beceme more of ficient in couverine

the meaning theyv intended, thereby gradualiv increasing the standards
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of linguistic usage.
Procedure

Two 50-minute class periods each week were to bhe used for writing
with the option to use an additional class period when either the
students or teacher saw it as appropriate to the situation; however,
no less than two full class periods each week were teo be devoted to
writing.

1. The learning disabilities teacher provided all instruction
using materials written aud designed by the researcher.

2. Fach student was expected to produce one written product to
be handed in for evaluation each week.

3. Ruled paper designed by the teacher was to be used (see
Appendix E).

4. Each student was free to write any number of products desired
and could select the best one to hand in to the researcher for
evaluation each weck.

Two stratégies were introduced each week. Following the
introduction, students werc expected to use the strategies in their
written products. A five-stage procedure adapted from Mehlmann and
wWaters (19%5) was used to teach crror detection and correction.

Stage 1 - Errors were underlined using a bright color.
Clues (an identifving letter beside the strategy
number) werc placed in the margin. Example: C3
represented the third strategy in capitalization.

Errors were identilied in exactly the order thev

appeared.




32

irrors were underlined and the clues piven in

w
T
&
I
¢}
o
I

random order.
Stage 3 - Errors werc underlined but no clues werce given.
Stage 4 - Lrrovs were identified independently by the student

alter being told how many were present.

w

tage 5 - Errors were detected independently by the student
without teacher assistance.
Of importance was the fact that only errors relating to the strategies
prescented were identified. Once the student had been introduced to a
strategy, errors relating to that strategy were underlined and clues
were placed in the margin (sce Appendix I, first sample). Much oral
review and discussion was included in each class session. Other errors
in mechanics, forming letters, words. and sentences, were ignored (sec
Appendix F, second sample). Neatness wuas encouraged but not corrected.
Errors in appropriate use of punctuation, capitalization. and spelling
other than those involved in strategy instruction were uncorrectod.
However, if a student asked about a non-strategy item, it was given d
{ull explanation.

Weekly evaluation of written products by the researcher included
reading the submitted papers, evaluating the student response to
strategy instruction; under lining allkorrors prescnt, and placing
appropriate clues in the "comments' margin of the ruled paper (sce
appendix F, third sample). Total words written, total spelling ervors.
and all strategy errors were vrecorded (sece Appendix T, fourch sample).
Papers were returned to the students by the following class period.
Thev were asked to follow the clues, make corrections, ind return

corrected papers to the regeavcher. [t was then possible te recerd
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both errors commit:ed and corrected. Many comments wera made by the
researcher concerning ideas, originality, content, quality of thinking,
and items of humor. Students were encouraged to write frecly and were
richlv praised for creativity and unusual clements.

During the second semester, implementation of all strategies was
evaluated. One writing sample was evaluated each week. Total wérds
genevated, number of paragraphs, total errors, type of error, and words
misspelled were recorded for each sample. (see Appendix F, fourth sample).
A writing file was maintained for each student with an editing guide
placed iuside. An important part of the writing process was LO
seli-monitor using a COPS system adapted from Schumaker et al. (1981)
(see Appendix G). Students were expected to ask the COPS questions:

C - Have 1 capitalized the first word, proper names,
and any other options for uvsing a capital letter?

0 - How is the organization? Have I indented the
paragraphs, written complete sentences, and used a
title?

P - Hgve 1 used erd punctuation and commas as needed?

§ - Have [ spelled all the words to the best of my
ability?

House editors were appointed to encourage peer invelvement in the
monitoring process. Spelling errors remained ummarked; however, the

COPS process encourvaged the students to 'spell to the best of their
ability.” Typewritten coples ol student work were placed on
transparencies for group sharing. Final drafts (completed assignments)

were kept in a separate writing file. Each student had the

responsibility of deciding at what point a draft was consideved completed,
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Quantitat’'ve Mvaluatiou

Data for quantitative cevaluation conéistcd of student written
products, as well as pretest and posttest measurcs of the Test of
Written Language (TOWL) (Hammill & Larsen, 1983) and the Torrance
Tests of Creative Thinking (TTCT) (Torrance, 1974).

The TOWL measured four of the five components deemed necessary for
success in writing: mechanical, convention, linguistics, and cognitive
using both contrived and spontaneous formats. An individual's ability
to generate vocabulary was measured by analyzing a written sample
(spontaneous) rather than using a contrived set of vocabulary
recognition words. Through the normative tubles, students were
compared with students of similar ages. The contents of the six
subtests, admiuistered by the learning disabilities teacher and =cored
by the rescarcher, ave described below.

Vocabulary. The number of words in a written sample having seven
or more letters yielded this scure. The authors based this procedure
upon research suggesting word length strongly related te the
individual's written language skills.

Thematic maturity. The student's ability to write in 4 logical,

organized fashion was measured. A written sample was evaluated on the

"ves" answers

basis of specific criteria. The total number of
constituted the vaw score.

Spelling. Twenty-f{ive words were written from dictation. The
total number correct constituted the raw score.

Hord usage. Based unon the report of Otto and Smith (1980} and

Pooley et al. (1967), 1tems selcected were consistent with findings

reparding the use of informal standard English such as tenses, plurals,

e ahe
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cases, double negatives, possessive pronouns, anl irrepular verbs.

A contrived, cloze format was used askiug ctudents to write the missing

word in its correct form. The number correct constituted the raw score.

Style., Correct usage.of capitalization and punctuation was

B

measured. Students were given sentences void of both and asked to
rewrite them using ihe correct form. The number correct yielded a
raw score.

Handwriting. The motorig aspects o. writing, often a problem for
the learning disabled, were measured. Samples of student writing were
rated according to graded examples. A raw scove was determined by
estimating the writing sample and evaluating it according to scnriné
and legibility guides.

The TOWL was sta;dardized on 3,418 students in 14 states. Both
percentiles and standard scores were provided. The standara score for
the total TOWL was called a Written Language Quotient (WLQ).

Reliabilicy

Internal consistency reliability scores on threc subtests (Style,
Spelling, and Word Usage) yielded scores of .83, .94, and .88 as
measured by the Spearman~Brown formula with the I3-year-old age aroup
having a mean value of .86, .92, and .83 over ages 7 to 18. These

were the only subtests designed with homogeneity in mind. Stabilitvy

reliability (the extent of cousisteunt performance over time) was
measured using test-retest procedure over a two-, three-, and {our-weck
span. Results showed WLQ, Spelling, Word Usagpe, Style, and Hnndwritinﬂ
had adequate stability whereas the Thematic Maturity subtest was

borderlirne and the stability of the Vocabuinry subtest was questionable.
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Inter-scorer reliability reflected the scoring difference existing
among, examincrs when some dégrhe of subjectivity existed. TIn this
case L5 experienced teachers were asked to score 15 stories at
third~grade, (ifth~-grade, and seventh-grade levels resulting in 225
different scores for each subtest. Percentages of agreement were .93
for Thematic Maturity, .76 for Handwricing. and .98 for Vocabulary.

Reliability as reflected by standard error of measuremenf using
the formula SEm = ¥ | - r was calculated {or the subtests uat each of
Il age levels. Results showed the standard errors of measurement f{or
the TOWL standard scores as Vocabulary 1.8, Thematic Maturity 1.4,
Spelling 1.0, Word Usage 1.6, Style 1.1, Handwriting 1.2, and Writcen
Language Quotient 4.7 at all age levels.

Validity

To test criterion-related validity, the TOWL was correlated with
the Picture Story Language Tesc (PSLT) (Myklebust,‘1966). The scores
of Vive mentally rvetarded and 16 learning disabled adolescents were
correlated. Results showed the WO of the TOWL correlated .68 with
Words Per Sentence, .80 with the Svntax Ouotient, and .67 with the

2

Abstract/Coucrete subtests of the PSLY. Correlations with the Test of
Adolescent Lanpuage (TOAL) and the Comprehensive Test of Basic Skills
(CTBS) yielded correlatious in the .30's and .60's. 0Other correliations
have supported the validity of the TOWL subtests.

Construct validity, the degrec to which the TOWL muasured a
theonrerical construct (written expression) as it related to inee
differentiation, subtest interrelationships, relalionship to tests of
reading, and specch, was fovestigated. In each case the TOWL

corrclated well. Since the Jeoarning disabled population was o aroup

E-23 2500 2ok X oont ~ SR 8 Sanents

mecS-sonsns
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that often included many poor writers, the use of the TOWL with this
group was investigated. . Scores of the learning disabled were all below
average whereas those for the non-learning disabled were above average
supporting the construct validity of the TOWL with respect to aroup
differentiation (distinguishinpg between students who are able *» write
and those who lack that ability).

Pretest and posttest performanc: of the second semester was
measured by the Torruﬁuo Tests of Creative Thinking (TTCT) using verbal
tests, forms A and B. The verbal tests were designed for group
administration. All seven tasks were administered following
instructions and timing as specified in the manual.

The TTCT author acknewledged the fact that many childeen with
learning difficulties show creative behavior on the figural tests but
ave unable to be successful with verbal tests. These children wmay do
well on measures such as Vroduct Improvement Activity or Unusual Uses
but have diff iculty with the task of formulating a bvpothesis about
ceusation and consequence as in the Ask-and-Cuess Tests.

The verbal activitices included:

L. Ask-and-guess activities. These activities allowed the
student an opportunity to express curiosity, develop hypotheses, and
think in terms of possibilitics.

Ask Activjty is designed te reveal the individqul's

ability to sense what one canneot find out from looking

at the picture and to ask questions that will enabice one

te (i1l in the paps in one's knowledge. o . . The Guess

Causes and Guess Conscequences Activities arce designed to

reveal the sebject's obility to formulate hvpotheses
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concerning cause and effect. (Torrance, 1974, p. 12)
A bluck and white picture was provided to which the examinee responded
by (a) writing all the questions needed to find out what was happening,
(b) list possible causes of the action, and (¢) list possible
consequences of the action. These three activities comnrised the
first three subtests.

2 Product improvement. JActivity four was concernad with wayn

in which a product could be improved.

dentify

petv

3. Unusval uses. Activity five required the exominee to

as many unusual uses for a common ~bject.

4. Unusual questions. Activity six involved the same stimulus as

the ‘previous activity; however, it required the examinee to ask as many
questions as possible. This activity w s devised as a measure of
divergent power serving as a prediction of creative achievement which
is considered essential for the kind of creativity needed in the

classroom.

-

5. Impcovable situation. The last activity askrd for &1l the

things that would happen if a giver impreobable situation was truc.

The entire battery was entitled Thinking Creatively with Words.
All seven subtests vielded scores on fluency (the number of relevant
responses); flexibility (the number of shifts in thinking or different
categories of questions, causcs, Or conseguences); and originality
(the infrequency of the quustions, causes, or con equences Listed or
the extent to which the answers departed from that which was

commonp Lace) .
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Reliability

Student responses were scorad by the Scholastic Testing Service;
therefore, scorer reliability correlations, according to studies, would
he in the .80's and .90's. Studies of alternate form reliabilities
over short time intervals found coefficients in the .70's to .90's.
Reliability scores in the .60's and .79's were obtained when Unusua]
Uses Test with Ask-and-Gucss Test were done over a three-test period.

Validity

Since behavior can wmanifest creativity in numerous ways, the
concept of an overall content validity coefficient is unrealistic.
Studies comparing personality characteristics of persons achieving high
scoycs on tests with those who have low scores have been completed.
Also. studies involving correlations between creativily test scores
and other measures have been conducted. Both procedures worked to
establish construct validity. Evidence of construct validity was
demonstrated by these studies. Dauw (1966) showed high relationships
between both originality and elaboration and the creativity scale of
the Mirnesota Impurtance Questionuaire. Supportive fjndings were
reported in Torrauce and Dauw (19654, 1965b). Studies involving
adults, growth resulting {rom cxperivqces in creative thinking, and
preferred wavs of lTearning have been conducted and reported addine
support te the construct validity concept.

Concurvent velidity was difficult to measure with resvect to
creativitv and there werce no gencral acceptabie criteria.  The author
of TTCT found both peer nominations amd Leacher nominations to be
positive criteria-—however, not without criticism freo- rescarchers.

With cichth, ninth, and tenth ypraders. pecr noninations corvelated at
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significant levels with scores in fluenc', flexibility, and
inventiveness. Studies bave been conducted cvaluating teacher
nominat ions of students at varving educational lcvé]s. In correlating

creat ivity with educational achievement, high correlations have not

existed. Coefficients in the .20's, .30's, and 40"s yesulted when
covreaiting the TTCT composite score with measurces 7 acpinvenent.
Studies have found the presence of authocitacive learning situutli-ns
as compared with the discovery method of learning &ay be a factor.
An achievement measure may represent a very small sampling of the
jndividual's ability in learming. If the sample tapped rellects
learning by authority rather than discovery, the correlations with
characteristics such as fluency, flexibility, and originality will bhe’
low.
Qualitative Approach

In an effort to Learn more about student af fect, the researcher
invited each student to maintain o journal throughout the year. 1in
this pornul the student wrote freely about the writing program, school,
and his or her feelings abcut it, Writing in the journal was not an

assisned experience, but @ spontancous one.

A1l student products were analyzed with respect Lo personal

comments. feelings, and clements of affect. Appropriate evidence was
arled, classified, and filed according to category. In additien,
teacher interviews were conducted, tape reeorded., and analvzed te
obtain teacher rudctibns to affect chaupes.

The researcher made classroom visits and ehservations two times

per week throughout the school vear as writing samples were collevted

ond returned.  Over an Jl-weeck peried, classroom observations were made
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three times per week diminishing fo Lwice weekly after the eighth week.
These abservations iacluded classrooms nther than the self-contained
rocm. Ficlidnotes were prepared following each observaﬁion. Weekly
contferences occurred with the instructors as the materials were used,

At the close of the vear all information collected from student
journals, student written products, teacher interviews, and classroom
observations was evaluated and data were analyzed to support
interpretation for qualitative analysis.

§tatist§£pl Analyses

Corrulated t tests were conducted using data from pretests and
posttests of the TOWL and TTCT.

Student product data were analyzed using one-factor analyses of
variance (ANOVA) with repeated measures. If the ANOVA resulted in a
significant F, multiple compuarisons were conducted on the means using
the Tukev test (Tukey, 1977) as described by Keppel (1982).

Many experiments in psychology and cducation require the

repeated measurement of the same subjects under a number

of different conditions. In such experiments it is

somet imes sald that each subject acts as his own

control. . . . This s the case where performance is

measnred at different time intervals, as, Vor cxample,

in tba study of changes in dark adaptation with time.

or tor different numbers of trials in a sinple Jearning

experiment.  Such experiments are called one-factor

cxner iments with repeuted measurements.  (Feryuson, 1971,

p. 2al)
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Qualitative and statistical analyses were designed to 1ddress the

following questions:

1. As strategies are being taught what kinds of lecarring occur

as evidenced in the pretest and posttest scores of the Test of Written

Lanzuage (TOWL)?

9. During [irst semester what changes occur among the student
product variables of total words generated and spelling errors?

3, Do student performances in fluency. flexibility, and
originality. as measured by the Torrance Tests of Creative Thinking
(TTCT), change as the result of creative writing during the second
semester?

4. During the second semester what changes occur among student
product variables of total words, capitalization ervors, organizational
errors, punctuation GIrors, and spelling errors? Do these learning
disabled students demonstrate the ability to self-monitor by detecting
and correcting their errors?

5. Do student performances in fluency. (lexibility, and
originality correlate with areas representing writing conventions as
evidenced bv pretest and posttest measures on the TTCT? If so, how?

(. What cvidence exists demonstrating altered aflfect regarding

the use of written language?

as a s




CHAPTER IV: RESULTS--QUANTITATIVE AND QUALITATIVE

This study attempted to evaluate the offectiveness of using the
learning strategies model to improve wr .ting and self-monitoring skills
with learning disabled eighth graders. Pretest and posttest data using
the Test of Written Language (TOWL) and the Torrance Tests of Creative
Thinking (TTCT) were analyzed. 1In addition to this, student written
products Qere evaluated throughout both semesters. Information in the
form of student journals, written products, teacher interviews, and
classroom observations was used to document evidence of student af fect.
Major questions were studied relating to student performance. This
chapter will address the questions posed in Chapters 1 and TIT.

Quantitative Evaluation

+xy

irst Semester

As strategies were being taught what kinds of learning occurred
as evidenced in the pretest and posttest scores of the Test of Written
1 Y

Language (TOWL)? Results are shown in Table 1.

Pre-~ and post- differences showed Vocabulary performance incveased

i

t (107 2,67, p < .05. Other increases weve Thematic Maturity ¢(10) =

4.2, p < .0l; Handwriting t(Lb) = 3.43, p ~ .0L; Written Languate

Quotient t(l0) = 5.61, p < .0l; and Tetal Words £(10) = 4.10, p - .0i
During first scemester what changes occurred ameny, the student

product variables of total words generated and spelling cerrors?

Samplus of student writing were cvaluated for 18 consecut ive weeks.,

h3

s
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Table 1

Pre~ aund Post- Differences in the Test: of Written Language (TOWL)

Subtest N Mean St. Dev. t P
Veocabulary 11 1.455 1.809 2.67 0.024
Thematic Maturity il 3.273 2.533 4,28 0.0016
SpeLlisg 10 0.100 0.568 0,56 0.59
Word Usage 10 0.400 1.713 0.74 0.48
Style bl 0.182 1.722 0.35 0.73
Handwriting 11 2.09] 2.023 3.43 0.0065
Written Language Quotient 1] 5.73 5.100 5.61 0.0001

Total Words 11 72.9 58.490 4,10 0.0021
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Means and standard deviations for these products are shown in Table 2.
Table 2

s.udent Product Means [S.D.s] by Six-Week Blocks for First Semester

Product ' Block 1 Block 2 Block 3
626.36, 456.55t 494 .73
Total Words g ‘
[236.74] [129.87] [143.00]
34,54 25.91 24,45
Spelling Errors
[15.63] [8.23] [16.37]
19.75 18.41 97.35
Words/Spelling Error
[7.46] [13.11} [177.46]

Note. Means within a given row with different subscripts are
different, p < .05.

One-factor analyses of variance (ANOVA) with repeated measures were
conducted with dependent variables of (1) total words generated,
(2) spelling errors, and (3) words written per error. The results of
the ANOVA for Total Words are shown in Table 3.

A significant p < .05 reduction in total words senerataed occurred

hetween Block 1 and Block 2 (first and second six-week periods).
There were no significant differences between the means of Blocr 2 und
Block 2 or Block 1 and Block 3.

Data revealed no significant main effects for spelling crrors or

words per spelling error during the three six-week periods,
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Tuble 3

Analysis of Variance for Total Words

Sum of De¢rces of Variance
Source Squares Freedom Estimate i p
Students 590,627 10 59,063 b.hd .05
Blocks 174,622 2 87,311 5.09 .05
Interaction 342,989 20 17,149 |
Total 1,108,238 32

Second Semester

Did student performances in fluency, Tlexibility, and originality,
as measured by the TICT, change as the result of creative writing
during the second semster? Verbal Tests A and B of the TTICT were
administered 12 weceks aport. ALl seven subtests wera given. Each
vielded a raw score in fluency, (lexibility, and originality. Pretest
and posttest results ylelded no sigznificant differences among the
scores. Means and standard deviations are shown in Table 4.

During the seccond semester what changes occurred among -student
product variables of total words, capitalization errors, organizational
arrors, putictuation errors, and spelling errvors? Did this learning
disabled nopulat®n demonstrate the ability to sell-moniter by
Jotwecting and corcccting thedr ervors?  Student products were
avaluated each weck for 15 weeks. During this period the oditing

process was practiced. Results of changes among student preoducts are

shiown in Table 5.

o e et e e T T o
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Table 4

Subtest Means [S.D.s] of the Torrance Test of Creat.ve Thinking

Subtest Pretest Posttest £ P
99.36 101.45
Fluency 0.82 0.43
[30.78] [27.33]
95.91 99.00
Flexibility , 0.84 0.42
[27.93] [22.70]
84.73 82.36
Originality 1.12 0.29
[10.15] [5.35]
Standard Score 24, 64 25.18
0.18 0.86
Range [18.63] [18.61]
Standard Score 93.18 94,306
: 0.51 0.62
Averaye [21.68] [18.11]




Table 5

Student Product Means
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[S.D.s] by Five-Week Blocks for Second Semester

Student Products

Block 1

Total Words

Capitalization Errors

Organizational Errors

Punctuation Errors

Spelling Errors

Words/Spelling Error

Words/Total Errors

Note. Means within a

n o .05 (a, b) or p

One-factor analyses of

conducted with dependent

(2) capitalization errors,

A

given row with subscripts are ditfferent at

824.50C

[235.40]

4.18

[3.79]

0.36

[0.81]

r_-
%]
o
O

[

30.82

120.52]

36.91

[23.56]

27.02

[12.48]

00 (e, D).

Block 2 Block 3
894.90C 1,476.80d
[277.40] [442.20]}
3.27 3.64
{3.61] [3.41]
0.18 0.82
{0.60] [1.17]
1.918 5.18b
[1.45] [3.43]
29.82; 14'91b,d
[21.50] 113.69]
42.4G 168.25
¢ d
[25.04] [162.87]
35.84a 79'/‘71>,d
[24.45] |52.32]

(3) organization errors,

variance with repeated measures were

variables of (1) total words gencratod,

punctuation

T S E .
AT A SRS
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errors. (5) spelling errors, (6) words per spelling error, and

(7) words per combined errors. Results of rhe ANOVA arc shown in

lables 6, 7, 8. 9, and 10.

Table 6

Analysis of Variance for Total Words--Semester LI

Sum of bcgrees of Var iance
Source Squares Freedom Estimate F P
Students 2,039,283 10 203,928 3.29 <.05
Blocks 2,820,255 2 1,410,127 22.75 <.01
Interaction 1,239,677 20 61.984
Total 6,099,214 32

s b

Table 7

 FEE
e
k-

1
¥
£

Analysis of Variance for Punctuation Errors—-Semestec T1

S — — e o et o . et i j %
Sum of Degrees of Variance ‘,}
Source Squares Frecdom Fstimate F P
Scudents 98.73 10 . 9.87 1.76 ».05
Blocks 64.97 2 : 32.48 5.78 <.05
Interaction 112.36 20 5.62
Tot:al 276.06 32




Table 8

Analvsis of Variance for Spelling Errors-~Semester 11

Sum of’ Degrees of Variance !
Source Squares Frecdom Estimate s p l

Students 8,255 10 325 6.71 .01

Blocks 1,747 2 873 7.10 <.01

Inceraction 2,453 20 123

&

Teotal 12,455 32

seanngex gwrsraescpend

!
-

£ _ -
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Table 9

fnalvsis of Variance for Words Per Spelling Error--Semester I1

. Sum of Degrees of Variance
Saurce Squares Freedom Estcimate I

Studants 116,089 10 11,609 1.44%
Rlocks 121,352 2 60,670 7.54
Interaction 160,983 20 8.049

Total 398 .42 30
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Table 1U

Analvsis of Variance foyﬂﬂgfgg_Egg_ggggiggg”E{ﬁgg::§pgg§£gf”]l

Sum of Degrees of Variance
Source Squares Frecedom Estimate I P
Students 14,305 10 1,430 1.39 ~.05
Blocks 17,354 2 8,677 8.42 ~.01
Intceraction 20,604 20 1,030
Total 52,263 32

[f the ANOVA resulted in a significant F, multiple comparisons
were conducted on the means using the fukey test in the same manner
following the first scmester results. A significant (p < .01) Increase
in nuwber of words generated occurred both between Blocks 2 snd 3 and
Blecks 1 and 3. No significant change occurred between Blocks | and 2.
Purnctuation errors increased significantly (p < .05) between Blocks 2
and 3 with no significant change between the [irst und second blocks.
Spelling errors decreased significantly (p < .05) between Blocks 2 and
3 and (p < .0L) between Blocks | and 3. The number of words the
students wrote per error increased (p < .01} between Blocks 2 and 3 as
well as between Blocks 1 and 3. When considering all errorvs for which
the students were self-monitoring, the number of words written per
error increased (p < .05) betweer Blocks 2 and 3 with an increase
(p < .01) between Block 1 and Block 3.

Datu revealed no siynificant main effects for capitdization or

orgunizational ervors during the [5-week period.

anitis i

-2
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Did student performances in fluency, fJexibility, and originality
correlate with areas representing writing conventions as evidenced by
pretest and posttest measures on the TTCT? 1If so, how? A significant
correlation (p < .05) existed between total words gencrated by the
students and flexibility and originality. A significant (p < .05)
negative correlation existed between the area identiried as
organizational evrors among student products and originality as measured
by the TTCT. Only 3 of the 35 correlatioen coefficients were
significant at the p < .05 level. Results are shown in Table I1.
Table 11

Peayson Product-Moment Correlations of Torrance Test of Creative

Thinking Posttest Scores and Student Products—-Semester 71

W Cap Or Punc Sn W/Sp W/CE
Fluency LA -.18 -.38 -.29 L -.15 .13
Flexdbility . 60* .00 -, 46 -.13 .21 .00 17
Originality L65%* .16 ~.65% .05 17 .15 .16
Standuard Score
Runge .28 -,25 ~-.28 ~-.33 -.07 ~. 19 .08
Standard Score
Averayge .53 —, 07 ~h5 -.20 .12 -.0b .14

Thte. TW=Total Words, Cap=Capitallizuation Errors, Orp=Orpanizationa ]

Errors, Punc=Punctuation Errors, Sp=Spelling Errors, W/SP=Words per

Speliing Ervor, W/ CE=Words per Combined Error; # p < .05.
Qualitative Approach

What cvidence exnisted demonstrating altered affect regarding the

use of written language!?
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The first source of data for this aspect of the study was the
analyses ol stﬁdent writing which included ongoing journal cntries as
well as class writing. A second source of data included discussions
and formal intervigw sessions with the learning disabilities tecacher.

A third source came from classroom observations whereby the researcher

was physically present to sec and hear student performance, then record
that which was directly observed. (Note: The following quotations
from student writings are transcribed verbatim.)

Journal Entrvics

Entries in student journals began in September. A wide variety
of pleasurable activities were discuseed which included fishing,
shopping, staying with cousins, visiting grandpavrents, going snowmobiling,
riding four-wheclers, going to cattle suctions, and visiting relatives.
ne such entry discussed the pleasurs of riding four-wheelers in the
Badlands and observing an abundance of deer, fox, clk, and antelepe:
"We had lots Qf fun out there. I would say that was one of my best
times" (Student No. 10, Journal, p. 49). Other nlcasures included
activities such as hunting, baseball, soccer, foothall, basketball.,

gpring soccer, and, as the snow melted, gold: AlL mnst the snow is

s

wone.  Right now its raining nut side. The golf cources open April 15

]I can not walt'” (Student No. I, Journal, p. &4).

Likes were strongly cxpressed. Frioends raoked high as did
traveling, going on vacations, summer activitics, and all forms of
sports., School was met with mixed emotiong. As Student No. 5 said,
"School is fun because you get to sce vou friends more. The bad parc
about it is your classes when you have to work" (Journal, p. 1).

Journal entries recorded Tear of the new school vear. concerns ahout
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teacher relationships, and anxiety about homework. For some the

feelings about school wére positive b.. the stress produced by

academic expectations was evident.
The beginning of school this year was kind of ruff for
me. I was having problems with History because 1 was
falling behind in my t notes and then I fell behind in
Qeience but not Im all caught up. T like all my classes

and teachers like I.always have. Actually there kind of

fun. All my teachers arve Qery nice. (Student No. 8,

Journal, p. 9)
The scﬁoolwork itself was a problewm as revealed by Student No. L.
"This school year so far is havd ale. 7 home work expetchly Higiooy
and math. 1 don't like History or w»ata' (Journal, p. 4y, Anxicr:
about homework, classwork, and school performance resu.ted s lower
expectations of self. Student No. 1 spoke of being . wutent when D's.
were received; however, his father dia not share those feeliungs:

I finally got a good report carg. I zol Tivsee C's and

two d's. The Iffert was great A and 2's.  Conduct was

preat too. My dad was sod of happy. But he wasn't

happy alv. i two d's. I1'm happy about my report card!

(Jour u. . WU |
s s ines Lout school were reflected by Student No. 2 as he said,
"The first week of school was pritty good. The first day was pritty
stoupid but Im haveing fun it still is pritty shakey 1 mite like
school this year. 1 like all of my teachers this year. I had lots of
fun this summer' (Journal, p. 1). Whereas, Student No. 3 reflerted

strong feelings as he soid:
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one day there was o bome thet at (name of school). They
reseved a phone call at 7:45 and a person said,"The school
will po up in smoak at exactly 8:00 o clock AM.Y The
woman thut ansired the phone told the Prisple she hade
reserved a call that there was a bome and by that time it

was 7:49.  (Journal, p. 11)

Ocher Written Products

Students spoke freely in greater deteil in their written products.
Dislikes were strongly expressed. The word "hate' was orten used when
speaking about schoel. Examples which appeured carly in the year
include:

I hate going to school. (Student No. )

1 hate Mondays, Tuesdays, Wednesdavs, Thursdays, and

Fridavs. 1 like Suturdavs and Sundays the most because

there's no sehnol. 1 hate school so much T can't belleve

it. (Student wo. 8)

1 hate school on Monday's. 1 hate to have [ive heurs ol

homework. (Student No. 77

] hate this paper. {Student Xo. )

1 hate books. [ hate school. (Student Ro. 2)

I hate school. T hate walking ur&nnd. 1 hate doing my

homework. (Student No. 1)

1 believe that school stinks. .acever wint to po school,

(Student No. 2)

More lengthv negative statements about school appesred in written

products. Stuuent No. 8§ salid:
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My perfect day was great when we didn't have schonol. And

tomorrow will be a great day because its my birthday.

But I love not having school the most theres barely any

homework I have to do. And 1 get to do alJot more stuff

than when T come home from school. [ get to plav with

friends longer,

Student No. 5 complained that being in the eighth grade was boring.
One could not chew pum, write notes, listen to the vadio, or get
half-hour breaks. School could be much more fun and exciting.

Ample evidence existed in both student journals and their writtern
products to document negative affect about school, homework, and
academic expectations. As the year progressed, negative statements
diminished in both examples of student writing. In May, Student No. 1
» ]

said, "Schovl herc is great.' Student No. 2 expressed, "['m gareat and

school is 0.X." Student No. 7 said, ". . . sclool is getting precty
exciting because next year . . . L'11 be a freshman in high school.
Wow." He continued to spealk of his anticipation of being on the honor
roll. 1lis grades had Improved each quarter. In his writing he asked
his teacher 1f students who had learning disabilities ever were on the

honor rell. He said, "

. . . assuming that none of vour students over
made it Lo the honor roll and a veilly smart kid Jike me has a real
poad chance of making it.  Most ot il iu the 4ch quarter 1 will be

amons the 30-40 smartest kids in Sth grade.  Is thaet o bin Yeat or

what. So 7 feel that 6L ocan do it. [ will make ft 0KV (Journatl,

‘."(7i . _’.. b 7) .
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Teacher Interviews

Teacher interviews revealed altered student behaviors as the

program progressed.

Writing behaviors becume less rigid. In the teacher's opinion

the students as a whole werce somewhat rigid in their attitude toward
writine as the program began.

when it (writing) was suggested it almost seemed as if

the students were verv distant. Tt isn't something that

they seemed to relate to. As the months progressed there

scemed to be much more {luency and less rigid kinds of

behaviors associated with the process of writing.

(Interview No. L, p. 1)
When speaking of Student No. 2 the teacher said, "I think this was a
student who was very rigid. I don't know what coused all of his
attitudes but . . . so many people bhave remarked abour how much he
changed" (Interview No. 1, p. 6). Another specific refercnce was made
to Student No. 3 who refused to write as the prouram began. W®hile
working with him the teacher said. "You think of vour ideas. 1'l1
come back to vou and write them down in just a moment.'"  She continued,
"He was vigid even in the ideas that he spoke. They were short,
simple sentences or fragments and L simply enceuraged him initially te
n

tell me wher bis thoughts were on the subject” (Interview No. L,

p. 2). As the student spoke, the teacher wrote far fvim,

Cn-cusk writing behavior increascd.  The ameunt of writing

students ceald do in one session increased. Initially srudents wvere

expectred Lo write a five- to cight-minute session,
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Students would find a comfortable place to do their
writing; then they would walk back to the table where
we would assemble because they were in effect telling
me, "I have finished my writing.'" They bad completed

the writing in five to eight minutes. As the year

progressed not only did the students write the entire
period, but they were reluctant to stop when it was
time to be dismissed to go to the next class.

(Interview No. 1, p. 2)

The teacher as well as other instructors reporced this as a very big,

Y S EEREWT TT  ——m—m o e e, o e

noticeable.chance in student behavior.

students

mEmy SEE

a2

Studencs exhibited less dependent behavior. Some of the

Py =

demonstrated cependent behavior when the writing program began,
‘ R H el

dependent ta the extent they would say thev couldn't write. Student

No. 3 said "1 eon't write'' at the beginning. The teacher reported,
M. ir was almost as if he had already fully decided that since he

couldn't do this then certainly something else would have to be

substituted” (Interview Ne. 1. p. 1). Toward the close of the vear,

the students wrote # more lengthv writing which they called thelr
"book." Creater independence was evidenced as they worked on their
projects. Some students were, not willing to put ciozure to thelr

Thev wanted to countinue. The teacher sald, ". . . the students

DLLLS .
.

wre not easiiv calked into the idea of having this book process como

i
Lo an end" (incerview No. [, p. 3).

Written preducts werc read.  The writing: program included havine

¢

student writine read aloud. Teacher discussions revesloed this was

cncourazed oanc. initiallv, it was o problem. Stadents did not want Lo

- o g =
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read their work aloud, nor did they »int it read by the teacher.
"rhere were certain students who opened up & bit and they would Jook
through theiv writing and see whether they thought perhaps it wonld be
acceptable to the group ot to the instructors. But there certainly
got to be a change in behavior whereby they became much less rcs;stant
wbout having their work read aloud' (Interview No. 1, p. 5).

Weckly discussions with the teacher indicated the ﬁcxr step was
to ask them to read their own writing. As the writing program
propressed, students opened up to this idea. Teacher reports indicated
as they did this they read their work correctly as to arammatical form
even though what wag written on the paper was not correct. This
became a very common occurrence.

Students functioned cohesively. Teacher reports indicated as

students entered the classroom they would immediately begin talking
about some topic of interest: the writing program, some school
activityv, or a national news event. "I wanted the students to become
verbal prior to writing down these fecliaus on paper.' the tcacher suaid
(Interview No. 1, p. 6). Students [(unctioned as a unit. Thev knew it
was Lheir time to exchange ideass within the group as well as a time
whien the teacher exchanged ideas with them. This first part of the
lcésun was referred to as "brainstorming' or "prewriting':

pid we hﬂvc 4 specific format we fellowed? Never! It was

a free-flowing c¢lass but we were always on task. We

reallv talked. . . . it secemed as if they worked as such

4 cohesive unit thgt a format and rigid rules were simply

ot applicable. (Inteyview No. 1, p. 7)
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The prewriting stage was considered impocrtiant and essentiol in the

initial stapes of writing. The teancher felt this was most helpful for

(hose students who did not think of themselves as being creative:

I think that is some respects the students felt

their writing would be rejected, that they couldn't do
it and so that no matter what they did it would be

rejected: thercfore, why try. (Interview No. 1, p. 7)

Throueh the brainstorming process the teacher wanted to help the

students be instigators of thoughts and sentences.  As thev listened

tu others express ideas in brainstorming. they would modifv their

thoughts.

Acceptance of student work was a motivator. The teucher Jelt one

ourstanding feature of this program was the total acceptance of student
writing.

. . . the acceprance of che students. . . . 1 thought that

was uncanny to thiok that they suddently went l'rc.»m hlack

to white and they knew chut what they turned in would

tave value.  JTU would be pointed out, singled out,

mentioned, and spoken to them and other people would hear

{t. T think that was just fabulous. [ really do.

Accepting what thev did.  {(Interview koo 2, p. 1)
The tegcher spoke about the many sad and wunfortunate incidents these
students have had with writing. Many papers which thev have recelved
praded with red marks bave torally turned thewm oft.
Why would thev pet inspired to de somethine when thev

are absolutely certain or almost certain that they

contld never succeed? Tt is just oo sdven, And that is
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why your program was sO great because the strategies
did so much for their self-confidence. (Interview No. 1, .

p. 10)

’

Greater freecdom of expression was evidenced. Journal writing was

viewed by the teacher as very helpful in giving students an opportunity
to uxpress their thoughts and feelings. All the students werc asked

if they would consider keeping a journal and all responded positively.
However. at least half of them asked the teacher not to read their
journal entries aloud. Confidentiality helpnd the students fecl

frecdom of expression. As the teacher said, Y, . . aszain we know they

{
were putting down feelings, choughts, and ideas that they dido't know
how the group would receive . . .'" (Interview No. 1, p. 8).

One area about which the teacher expressed strong feeling was the
importance of creative writing for this population. In her opinion
most students seemed to bhave a report-writing [rame of reference, that
is, for those who were writers. Students saw report writing as
gett ing 5 book and copying from the book as best they could. Often
roeport writing was requestod by content-area teachers: however,
creative writing was a much needed concept:

. . . through your writing strategies . . . T think the

most marvelous thing that you did was to get students Lo

realize thar creative writing is within themsclves., T

don't think that thev really thoupht chaL'tboy cortld do
didn't think chat's what 1t was, (Interview

it and they

.
.

No. 1, p. 8)
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Classroom Observation

Eerlv in the year [ieldnotes indicated the following sequence

revealing use of class time by Student No. 5:

10:58 -- instructions ended:

10:59 -- unpiling books;

11:01 -- chewing pencil;

11:03 —— writing using very large letters;

11:09 —- scratching nose, flipping notebook pages, looking
at neighbors, looking at door, adjusting glasses,
and sitting quietly;

11:10 =~ drawing, chewing pencil, doodling, chewing pencil,
placing pencil in mouth;

11:11 - writing, .

11:12 =~ placing pencil in mouth, looking around the room,
placing pencil in mouth, looking at the observer;

11:14 ~- chewing on pencil, looking into space, chewing on
pencil, pushing up glasses, methodically folding

a piece of paper;

—

1115 == writing:

—
e
'Y
s
(o)
|
!

writing;

1V:17 ~- writing:
11:18 -= writing;
11019 -~ writing and usine o text, looking at clock;

11:20 == piling up books, closing notebook, straighiening

clothes, and walking cut of the c¢lassroonm.

(Observation No., 9, p. 34)
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As one can see, many minutas were wasted with only the last five being
proﬁuctive. As the year progressed, fieldnotes verificd tLeacher
statements as to increased student on-task behavior while doing written
work.

During these observational experiences, questions surfaced and
were explored as data were recorded by student journals, written
products, interviews, or observations. Tach question was explored in
the event s working hvpothesis would develop. Questions for which
evidence existed follow.

1. As students' writing abilities Increased, in what ways did
students want to alter their own writing?

Student No. l: "1'd like to change my writing so it's clearer

and slower.,"

Student No. 9:+ "Something I'd like te change about mv writing

is I would like to make it more interesting.”

Student No. 1l: "Something I would like to chanpe is 1 would

like to write stovies."

2. Did scudents' feclings about spelling change as the program
prosressed?

Student No. 3: "Spelling would be easier if 1 studied wore.

1 would like to change my spelling.”

Z

Student No. 10: "Something I'd like to change about mv writing
is to learn how to spell some harder words
corrvectly.”

"t be

Scudent No. 7: "Spelling would be easier 17 thelr wouldn
any rules in spelling othaerwise spelling is

about my best thing in enplish.”




Student No.

Student No.

Student No.

Student No.

Student No.

3. What feelings did students express about writing preferences

6:

5:

8:

9:

10:
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“I don't worry about spelling.”
"Spelling would be easier if I was smarter.”
"gpelling is to ecasy for me. "
"gpelling would be easier if 1 thought about
the world more."
"$pelling would be easicr if 1 had a Dictionary

in my head."

Students indicated preferences in the following areas:

in

—-~ writing
~-—~ writing
-~ writing
-~ yricing

ot wuy”
~= writing
-~ writing

-~ writing

about

about

about

about

things they liked to do;
his/her own life;
people;

sports in . . . some kind of a science sort

(Student No. 7 Journal entry):

about

about

about

addition, students

Student No.

Student No.

Student No.

o~

cudent No.

Student No.

Student No.

Student No.

ot
e

to

3:

Did students

fe o

baseball games;

adventures;

things that aren’t true.

made specific statements about thelr preferences:

1

"One thing 1 like to write o show my fel ings.'
"You should be able to writ . any-hing vou want.”
"You can wight to difere poplc you know.

like their writing?

"1 like my writing because there interesting.”
"I like my writing because 1L _an write about
anything.”

"] can wight Lo pople in difernt tewns.”

"1 like my writing because how it ends.”
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Student No. 4: "T like my writing becausc I'm not as sloppy ?_
as T was before." ;
Student No. 7: "1 like my writing because it gives me able to
i
write anything 1 want sports, science, or ﬁ
something else." , m
Student No. 9: "I like my writing because you know you can .
5
write a story." "
Student No. 10: "I like my writing because it's my own writing." :
1
Student No. 9: "I real don't like my writing." JE
. %
Student No. 1l: "I like my writing because it is my own.'
5. VWas writing important to the students? '*

Students spoke of not being able to get a job il they lacked

[re—

ol

writing skills. One student felt it would be necessary to quit school

.

if he could not write. As Student No. 4 said, "If 1 couldn't write I

P

5AS k mwE

B~

probally wouldn't get very far in life." Thev spoke of feeling "bad"

Gpe s

and "dumb" when they could not write. Student No. 7 said, "If i
couldn't write it would be terrible couldn’t get anv checks which
would give vou money and in school couldn't pass anvthing since vou
can't write.'" Student No. 3 saiﬁ, "1.f I couldn't write 1'd hate it."
Student No. ¢ said, "1f 1 couldn't write T couldn't live." Student
No. 10 said, "If I couldn't write 1 think it would be hard to do
anyting." |
b. What types of reinforcement were practiced and how effective
wure they?
Much reinforcement was given in the form of positive written

comments by the researcher. Fieldnotes and teacher interviews revealed

in addition to spoken rceinforcement the teacher used 1 system which she

v
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devised. At times she rewarded students for comnleting a specific
task and at other times she placed the emphasis on simply being

cemfortable in order to do a good job:

. it's really hard if you are feeling hungry to do |

. .

vour best work because it catches up with you . . . s0
there was popeorn, granola, or something kept in a special

place. 1 would simply say, "If you {eel you have done

something good in writing vyou feel perfectly free to
walk over to this place.” It was never just given out.

At {irst this reinforcer was really a big thing, almost

Like an elementary party. Toward the end that just became

phased out. (Teacher Interview No. 2, p. 7)

What at (irst was a very important part ol the writing experience no
Longer was necessary.

Each day strategies were discussed and reviewed. Since a coding
system was used, it was necessary for students to remember the strategy
well in order to interpret the code. Students were rewarded for
remembering strategies and were given oral praisce when they demgnstrnted
successful recall,

We instigated a system whereby students would receive some

forwm of reinforcement when they could give examples of

strategies in both written and spokoen form. This became

a reinforcer . . . to an extent that was just very
pleasing. Tt wasn't an overly anticipated event and vet

.+ . they really responded well to ic.  (Teacher Interview
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Did students- feel their writing had changed?

~3
.

Student No. 4: "1 think my writing has changed this year because
now [ know how to put words together."

Student No. 3 UMy writing has changed because the scool makes

me do writing exersizes."

"T think my writing has changed this year because

Student No. 5:
of this class.”

Student No., 6: "T think my writing has changed this year because
T write more than ever.'

Student No. 7: "I feel that my writing has changed this year
because m§ hand writing looks ncater than early
in the year and 1 feel that I can write more in
a short time but can still read it."

Studen. No. 9: "My writing has changed this year because it has

helped me put words in different ways."
Student No. LO: "I think my writing has changed this vear becuuse
we learn more about writing.”

1 "My writing has changed this vear because 1

st

Student No.
wrote aloc."

8. What did students like best. about writing?

Student No. 4: "One thing I like best about writing is von con
usually write about anvthing vou want, and vou
can express your feelings better.”

Student No. 5: "Oue of the things T like best ahout writing is

making things up."

Student No. 6: "T like vverything.
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Student No. 7: "One thing that 1 like best about writing
because like hie said before it express<es my
and other people's thoughts and it is pretty
fun.'
Student No. 8: "1 think.my handwriting has changed a little
because Ive practice for so long."

Student No. 9: "I don't like to write but we half to do it.”
gtudent No. 11: "I like finishing my book in writing most because
then you know it's yours." .

tudent No. 3: "I 1ike to wight when I have to."

Hypotheses That Evolved

Five definite hypotheées emerged through the data. All are valid
topic for further investigation.

l. Observational cvidence, teacher interviews, scudent journals,
and student written products pointed to increased positive alfect about
the writing task.

2. Altered student behavior produced more cffective use of class
time resulting in greater on-task behaviors.

3. An increased amount of self-confidence was evidenced as the
students moved from feelings of "I caq't write' to "Maybe [ can write"
to "L can write a story.”

4. Greater feelings of positive affect cransferred to other areas
of school life causing more successfiul academic performance.

5. Through successful experieacces, students learned te claim

their writing as their own and accept it as 2 valuable teol Qv their

Jdves.
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' CHAPTER V: SUMMARY, DISCUSSTON, IMPLICATIONS,
AND RECOMMENDATTIONS
General Summary

This study was designed Eo analyze writirg veravior and performance
of learning disabled adolescents in the junior high school setting. 1In
order to be successful in the secondary curriculum, improved writing
skills were necessary. It was hypothesized that the skill of
self-monitoring in the detecting and correcting of errors would greatly
increase the success level and would also produce greater writing
independence.

The first semester involved basic strategy instruction in the use
of capitalization, punctuation, sentence formation, and crror
correction. Students were given no less than two 50-minute class
pericds each week for writing. Ipstructional materials providing a
varicety of writing suggestions and motivations were used. Spelling
errors were neither marked nor corrected. Each week student writing
was analyzed and evaluated.

Self-monitoring strategies including editing skiils were
introduced Jduring the second semester. Studeuts were expected to
utilizn the capitalization. punctuation, and scotence formation
strategiecs presented during the previous semester. During this part
of the writing ﬁrogrnm, students were pliven a wider range ol topies,

more freedom of choice, as well as preater {recdom in their writing.

69
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Spelling errors were neither marked nor corrected. Strategies in
sclf-monitoring included specific editing skills which encouraged the
students to find and correct any strategy errors and misspelled words
in their written products. Student journals, student written products,
observaiions, and interviews were analyzed to assess any changes in
student affect during this writing experience.

Summary and Discussion - First Semester

The first weck of school students were given ;he Test of Written
Language. Student performance ranged from the 2nd to the 37th
percentile in spelling, word usage, and style (including punctuation
and capitalization). The results spoke for themselves as to the level
of studeﬁt success in junior high school written products.

At the close of the semester, the Test of Written Language was
again administered. Statisticallv significant increascs were shown in
vocabulory, thematic maturity, handwriting, total words, and the
wr il ten languaée quotient. As strategies woere being taught, students
improved in their ability to use longer words (vocabulary) since the
TOWL wvocabulary subtest counted words comprised of scven or more
letter *: improved their abitity to write in a logical, organized
fashion (thematic maturicy); improved the motoric aspects (handwriting);
and increased their total word output. Hindwriting which is often
alwost illegible among learning disabled sccondary students was one of
the necessary components for success in use of the written lanpuage
identilied by Hammill and Larsen (1983). Increased writing provided
by this progrhm pave valuable practice ?” motoric movements to the
extent the students were uable to improve their cursive writine.

Without the added practice, jmprovement would have been unlikelv.
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‘mong student products, total words yviclded a sfgnificant decrease
especially betueen the flrst and sccond six-week periad.  The total
word increase shown by the TOWL was not reflected in the student
product analysis. A greater number of words were written during
Block 1 when strategy implementation was the .owest. As the numt © of
strategies increased, total words decreased suggesting ﬁ diminished
wvord vutput as the students concentrated on strategy implementation.
No significant change in either spelline performance or the number ol
words written per spelling error occurred during the three six-week
blocks.

Summary and Discussion - Sccond Semester

Greater freedom existed for both teacher and students during the
second semester. Students were gi-vn more options for topic selections
and were often {rec to sclect their own. ALl strategices were revicewed
on a regular basis. Stodent performances in fluency, flexibility, and
oripinality, as measured by the Torrance Tests of Creative Thinking
(TTCT) ., did not chanve significantly. According to the authors, verbal
fluency meant the student covld produce a large number of ideas with
words; verbal (lexibility meunt the studenc could produce o varicty of
kinds of dideas and shift from one to another: verbal originality meant
the student was able to produce ideas thn& were uhusuae!t and unique,
41l three represcnted activities which the learning disabled adolescent
was not in the habit of doing., Considering the naticonwide survey
reported by Deshler ot al. (1979), there were {ive distines approaches
used to serve learning disabled adotescents.  Not any of these
cultivated the tvpe of skills ntilized in verbal {luenc, verbal

flexibility, and verbal originalitv. The TTCT author ocknowiceducd that
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many learning disabled students showed creative behavior on the figural
tests but wore unable to be successful on verbal £ests. it may be
appropriate to consider the investigation of creativity training with
this population as suggested by Jaben vt al. (1982). Since other
dimensions of student behavior point to the fact that this population
requires more time for effeces of learning to be manifested, it is
possible a greater difference among the scores would have existed if
more time had elapced between testing periods.

1

Student products were analvzed each weck for 15 wecks. During
this period self-monitoring skills were practiced. Results showed a
significant (p < .01) increase in total words between Blocks 2 and 3
and Blocks 1 and 3. Punctuation errors incrzased (p < .03) as words
increased. Spelling errors decreased (p < .05) between Blocks 2 and 3
and (p < .01) between Blocks 1 and 3. The number of words the students
wore uble to write without commititing spelling errors increased

(p < .01) between Blocks 2 and 3 as well as between Blocks T and 3.

Scudent writing improved (p < .05) between Blocks 2 and 3 with an
increasce (p < .01) between Blocks | and 3 when all errors were
considered. No significant chanpe cccurred with regard to
caplitadization or orpanizational errors. it s noteworthy that the
prodarest amount of change occurred between Blocks 2 and 3 rupeatediy
which reinforces the theory that the learning disubled require more
cime to Lnternul%zu a4 concept and put it into practice.

Spelling errors were signiticantly decreasing ar e students
wrote more.  This suggested thev were able Lo self=monitor imd corroect

misspelled words during the editing process.  Students improved in

their ability to write more words without compiltine spelling errors,
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Lven though there was no significant change in capitalization und
oryanization, the total number of words they could write without
committing any of the four types of crrors improved significantly.
Punctuation errors increased as the writing increased supges..ng the
students were far from competent in this area. The strateqies taupht
were veory basic. As total words increased, students neaded more
strategics in punctuation, They were in need of more iﬁstruction.
Results showed self-monitoring assisted the students in lowering
spelling errors as they increased their word output: however, they
were uot able to c¢ffectively monitor their punctualion errors.

Only 3 of the 35 correlation cocfficients were significanc when
analvzing the correlation of fluency, Tlexibility, and originality
with aveas representing writing conventions. Total words correlated
with flexibilicy and orlginality at a significant level (p = .05).

A significant negetive correlation existed between the area identified
as orvganizacion and ordginality. This suggested much of what was done
nowriting in a traditional Jearming disabilities c¢lassroom would not
aid in developing :gcutivity in the writing process. The enmphasis
given to learning the basics would not aid creativity ip writine., It
wins noreworthy that generating written words was necessary j¥ verbal
flexibilicy and verbal originality were to increase. For the students
who were not given an opportunity te write, they would not increase

their ability to produce a varicty of kinds of ideas nor vould thev
have the opportunity to develop o vardiety of appreaches oy strateuies,

Without Ibe opportunity to write, studenls wonld Tai) 10 develop ideas

that were unigue and original.
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Changes in Affect

Journals reflected fewer negative statements about school,
Although this absence did not puarantec altered affect, it did indiecate
the stadents were no longer compelled to write about the dislikes.
A much more positive feeling about school was revealed by several
students. Studenc dislike was cbvious as the program began. students
demonstrated avoidance that reflected dislike about school, classes,
writing, and anvthing academic. Bloowm (1976) pointed to the fact that
a child whe has rarely been able to succeed at school tqsks is unlikely
to have any sensc of being able to do what is righe:

e is unlikelv to have received much approval for his

schoolwork rom teachers, from parents, and cven from his

peers . . . he must have some sense that school is not a

source of ‘ov, success, and happiness. His attivtude is

likely to be generally negatlive or on the unfavorable

side of the arcitude scale toward school and school

Jearniue. School is not a good thing in his mind and

cenerally it ds a bad thing, and he is unlikelv to be very

caper for more of the same.  (p. 7)

implications

In viewing the results of this study, many implications can be
rited to improve our services to the Tearniny disabled adolescont.
These implications include:

1. }:£ﬂ§ﬁ-jifﬂf§i§?3l:{9fﬁlﬁjQﬁf{:ﬁ When viewing the Jdeercase in
total words generated during the three six=week blocks oY time. one

con conclude a type of "overload” vccurred.  In the first bloci, the

number of words generated were the highest at a time when othov
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expectations were the lowest. As the number of learning strateglies
inereased, the student's ability to handle all the different aspects
decreased. During this period of time writing topics were for the
mosg part assigned so students did not have frece choice. Frequently
in the junior high school curriculum, students must vespond to
“assigned” topics. 1t is important to be given the opportunity to
write under those conditions if greater success in the secondary
curriculum is desired. While students ave being taupht strategles,
it is important that other concerns are kept at a minimum,

2. lLearning strategies model. The effectiveness of the learning

strategies model as a teaching technique was evident in the fact that
rhe students were able to effectively use the strategies during the
instructional period as well as later during the following semester.
This agreed with the [indings of Schumaker et al. (1981) who concluded
learning disabled secondary students were able to effectively use
stratepies in eliminating ervors in writing. Tp the present writing
program, only two strategies were presented with each lesson allowing,
4 full week for the student to adapt to the informatien. Of importance
was Lhe amount included in each strategy. 1f smaller units were used,
it whs more likely the learning disabled student would be able to
internalize the concept.

3. Selﬁjmonitoring. The decrease in spelling ervors during Lhe

second semester could be attributed to the prescence of scif=-monitoring

edicing skills. The number of words per crror increased and the number
of spelling errors decreased.  While students were nor writing fower
misspoelled words, they were able to ideontilv and correct the fncurveet

gpeliings as part of the writing process. Certain problems may vever
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be "corrccted" in that the students mav never be able to gvoid writing
some of the incorrect words. 11, however, they arce able to detect
thom and effectively correct them, the problem will no longer be o
"disabilitv." 1In the present study, observations regarding aral
reading supported earlier findings of Bartholomae (1980), Cohen (1985),

-1

and Neubert and MeNelis (1986). Oral rcading of the student's own

writing strengthened error correction.

4. Time is needed. Time is requised to learn to write. For

most learning disabled juniov high students, the amount of time
allowed for the writing process is grossiy inadequate. Two class
perviods cach week did not facilitate the needs of the students in the
present study. As they added an additional class period, their total
word output increased. Deshler (1974) found the learning disubled
demonserated necessary potential but specific strategy svstems needed
to be tausht. He felt it was necessary that the students could
practice a stratepy until the process would become automatic. 1f this
was yoing to be done, acdequute time needed to be given te the Lask.

5. Improved handwriting. As students were tauaht strategies,
ample time was given for them be put words on paper: and soveral besan
to write cursivelv. Manusceript writing was used by manv when the vear
pegan. At no time during this wribing program were the students told
or osked Lo write cursively. For these whose writing was prossly out
of propertion, the letter formations and positioning improved.  of
essence was the practice provided so handwriting could dnprove.

o. EESQ@?W pgﬁﬂrjﬁo. During the scecond semester, the students
were given more {reedom to select writing topies. At this timpe the

gregtest number of words were generated.  Teachers reported the
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students became less rigid in the writing process. As disabled
students were given the opportunicy to cultivate written expression,
personal ownership was realized. For the first time, learning disabled
adolescents knew others were accepting what was being said.

7. Altered affect. Success in writing was a totally new

experience for these learning disabled students. Class discussions

became "fun" times. Receiving papers that had been cvaluated became

a time of excitement rather than {esr. Contributing to class

discussions helped the students feel good about school. Improving

their performance increased their motivation. The entire process grew.
)

Students enjoyed both one another and the class cnvironment more.

8. A negative correlation. A negative correlation existed

between organizationsl ervors and originalitv. Qut of 35
intercorrelacions only 3 were statistically signiflicant. Elements
stressed by teachers as important in classroom instruction mav not
produce cregtivity. Through the use of the learning strategics model,
necessary instruction can be provided. In this wav creative talents
need not remain hidden. The learning disabled students can bhe creoative
if the right opportunities are made available. Tn our zeal to teach
perfection, we may be overlooking an extremely important commoditv.

G, fﬂgiﬁggnqﬁwgﬁﬁwigggg[g. In the length of time this studv
existed, the writing process had just bepun. Morve strategies were
needed to assist the learning Jdicabled adolescent in achieving more
success at the junior high level. As the present study indicated,
these students needed move rfime to internolize the concents.  The
ef fectiveness of using one semester to present stristegy instruction

followed immedsately by a sccond semester piven Lo putting the




78
strategies into practice was demonstrated by this study.

10 Writing as a reality. Effective writing can be a reality

for the learning disabled adolescent. Unless changes are made in our
educational programs {or the learning disabled, this will not happen.
wyiting once each week or less will not develop this skill. Meticulous
marking of each spelling error by the teacher will not correct
spelling problems. Constantly pointing out all the existing errors
will not teach the desire to write. The implications of this study
suggest a need for cffective writing strategies, given in the correct
amount, coupled with ample time [or practice, and taught in an
atmospherc of {reedom as the ingredients for effective writing. The
educational system can do much more to prepare the loarning.disabled
adolescent for success iv the secondary school chan has been evidenced
by past performance.

Recommendations

I, Writing programs for the learning Jdisabled need Lo be desjgned
and integprated throughout thelr educational expericnce.

2. Students need to be piver the opportunicvy Lo put their thouphts
and Ideas on paper bv writing often. over uan extended peviod ot ime,
with positive leedback and much cncourapement.

3. Students would beneflit {rom using their own writing fer
instroction rather than Lcnﬁhur~gunurated products such as worksaeoels
or printed materials. This procedure would increase their sense of
awnership as well as help bulld self-contfidence and positive aitfoct
about writing.

G, As teachers evaluate student wricing it would seem advantaceous

too vimphasize the positive aspects, focusing less on errors. Hewever,
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error knowledge is necessary for both the teacher and student as g
basis for corrective strategy design,

Through the use of selfl-monitoring strategies, spelling

.

problems could be reduced for the leurning digabled aéolescenL.

6. The learning strategies model could be used effectively with
léarning disabled students in o sclf-containced or mainstreamed
classroom. In either setting the amount of informatien presented at
a given time ' eeds to be in small, concise units to {acilitate learning
and help students internalize the concepts.

7. additional research could reveal the types of spelling
problems which do not exist within the editing scope of the learning
disabled. Specific strategies could be designed te speak to those
needs.

8. Further research is needed regarding student affect in an
effort to aid the learning disubled student in viewing the school
envirenment, written expression, and the entire learning process in a

more positive manner.
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Lesson OQutline

1 Love Writing

Lesson No. Title Objective
" . §
Lessols 1 and 2 1 Sce To become better at observing i
) and describing what is seen 1
Lesson 3 Sentence Completion To express feelings about self
Lesson 4 I Hear To listen and write about what '
is heard ¥
Lesson 5 Writing Instructions To become aware ol logical %
order and sequence i
Lesson 0 My Perfect Day To use one's imagination and
reveal personal feelings and
wishes
lesson 7 Have Tun with Ads . To become aware of the power
of persuasion, observation,
and description
Lesson 8 Beautifyl Baby To describe self and share
with others
Lesson 9 Giving Advice To write abour the nceds of
others ;
Lesson 10 (froe selection) To write as much as one likes ]
about whatever one likes |
- . o .- e
Lesson 1] 'he Comics Arc Here To identifv the kernel
sentence
Lesson 12 Pink/Blue Kernels To add description
Lesson 13 Dillv Dav To correct a “dilly" scentence
Tesson 14 Practice Tar expand the kerne’ sentence
Lesson 15 A Zany Game To add who, Jid whar, when,
where, and why
Lesson 16 Kerncl Headline To build a paragraph

Lasson 17 Kernel Story To build move than one

paragraph




Lesson

Lesson

Lesson

33

L8 A Pair of Kernels
19 Sentence Fun
20 Troubleshooting

Ta use sentence pairs
To use the compound sentence

To recognize the run-~on
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Capitalizarion Strategies
Capitalize the first word of every sentence. Capitalize the
ronoun "I" whenever it is used.
p

Examples: Theyv took a tyip to Washington, D.C.
He said, "I will be there on time."

Capitalize the names of persons.

Examples: Uncle Sa0, Harrvy, Jill, Mary

Capitalize groups of people belonging to religions.
swamples:  Baptist, Catholic, Lutheran, Greek Orthodox
Capitalize groups of people belonging to races.
Examples: Indian, Hispanic, Eskimeo, Black

Capitalize groups of people belonging to countries.
Examples: American, Afficaﬂ, German, Asian

Capitalize the names of davs of the weck, months, and holidavs,

Examples: Sunday, Few. uary, New Year's Day

Capitalize names of particular »laces. Abbreviations of names
are capitalized, too,

Examples: Highwav 50, Lincoln Memorial, the South

Capitalize the nomes of organizations.

Examplas: Rotary Club, Boy Scouts of America, House of
Representatives

Capitalize citles of books, plays, stories, poems, newspapers.
articles, themes, works of art, nnd music.

Capitalize the first word, the last word, and other important
words in the title. Names of ships and airceraft are

capiltalized, too.

Examples: Banner in the Sky, "America the Beautilful,"

A Qh}}§pmg» uﬂip}. The Johm F. Kenvnedy, The New York
Times ’
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Rule 7: Capita'{ze names for God and holy writinges.

namples: Heavenly FYatper, the Bible, the Old Tes_ament

Rule 8§: Capitalize the [irst word in it direct quotalion. E

Example: Bob said, "T will see vou tonight."

4 Temmans.

Punctustion Strategies

TR,

Two Main Kinds of Punctuaticn

JP———

There are two main kinds of punctuation. We will call ther

stoppers and separators. Fach has its special job to do. Teke a ook

at each of the following jobs: g
. . 1

Stoppers. The stoppers come at the ends of sentences. They stop N

main ideas and get you ready for new ones. Here are the stoppers. |
. « %

1. Period. The period comes ot the end of a sentence that makes a !

|

ctatement or tells something. 0

Lxample: Almost everyone has o radio.
2. Question Mark. The question mark comes at the cnd of a sentence
that asks 2 question. ‘
Example: Do you watch television? %
3. Exclamation mark. The erclamation mark comes at the end of «
sentence that expresses strong feeling.

Example:  What a beautiful car vou have!

Sepurators. Sepdrators come inside 2 sentence rather than at the

end. Their job is to separate certain words [rom the rest of the

sentencir, Using them will help vou write sentence others caa understand,

B o=

Jobs for Commas. Onc of the separateors you will use often is the

conma. 1t will help vou keep ideas from running inteo each ocher.  You

will necd to use commas to do the {ollowine jobs:
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4. Use a comma to separate words or groups of words in a series.

Ixample: Ken and Betty traveled through Colorade, Kansas, and
lowa.

Note:  Put a comma before the and in o series, not after.
5. Vlse a comma ro separate the parcs of an address or date.
Example:  Washington, D.C.. wuune 10, (949

Note: If the date or address is in a seutence, vou may need to use
another comma. Study the following exumple:

On May 13, 1961, in Washington, D.C., Ken and Berty saw the White House.

b. Use a comma when vou talk directly to a person and use the person's
name.,

Example: RKen, did you see that beautitful boat?
7. Usc a comma before a direct quoration.

Example: NHe said, "Yes, 1 will call vou."

o

Use & comn beflore but or and in o compound senteace.

Fxample: Ken can play basketball, and he is n pood plaver.
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Porsonal Diavy or Journal to Develop Personal and Fmotional Growth:

Each student is invited to keep a diary

89

Lesson Cutline

this writing program.

Units:
(n
(2)

(3.

(%)

—
w
~—

Editing and Revising: his will be integrated

process

Editing

throughout the prog

Guide:

Practicing Paragraph Patterns (Optionati).
Writing a Story - Viewing the World.
Reporting - Relating Tdeas.

Reacting ~ Evaluating Experiences.
Writing Letters -~ Expressing Personal Views
Relating to Others.

I3

tho

1

o

ram.

i
b

Each student will personalize this to

own needs in the editing process.

and

writing

his

or journal throughout

ar

her
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The World of Writing - Writing One's Mind

rections to the Teacher

Each student nceds a writing folder or file that is used as a
working file.

Fach writing assignment is marked "first draft."” Eventually

Final drafts (completed assignments) are kept in a sepurete file.
The étudenL decides when his/her draft is completed.

Staple the Editing Guide inside each student's working flile.
Additional items mav be added on the Editing Cuide as needed.

The teacher is known as the "senjor editor.”

Appoint "house editors" as students are ready for the task of
assisting their peers in the coditing process.

Use NAME TAGS or BADGES to designate those who have been appointed.

o
~~

v this capacity thev can help other students do their edicing.
can provide positive affect for oll in the class,

Teach the wditing procese during the first writing assignrent
when the students complete their [ivst draft.  Aflter that, editine

will be a regular part of each writing activitv., Dsvabiish an
editing corner if possible.

The instructional units may be used In any order desived in
response to student needs.  Let student needs determine che order
o instruction. These units nayv be scquenced in chronovlogical
order and repeated os the scmester proyrogsses: ov, easch unit mav

Lo completed more than one time before poing on Lo anothwee choi e

Imed iate vepetition may be valuahile tor some students.
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10.
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Write for an audience. Use class time Lo read student writing
wvhenever possible.
Tvpewritten coples of student writing will be made and placed on
transparencics for group sharing using the overhead projector.
Eacourage group activity and group writing whenever ic is helpful
to Leach a concept.
NOTICE: Spelling crrors will not be marked. Srudents will be
encouraged to spell correctly as they usce the Editing Guide.

Above all. HAVE FUR!
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Student Writing Record

NAME BIRTHDATE CRADE
Title of Sample Date Total No. Total CoDoP g
words  Par. Frrors  Cap.  Ore,  Punc.  Spell
) {
!
| L | !
i
}
1
%
;
|
H |
! :
: : .
: i |
[}
! ]
{

-

P~} samm
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Editing and Revising
The following procedures may be used in preparation for the students
fearning the editing strategies. Other techniques may be added as
necessarv for a particular student's needs.

& 1. Introduce the Editing Guide to cach student. Review the strategies

for capit qllanLon, punctuarion, and sentence formation used in
the previous manual. Ixplain carefully the meaning of COPS.

2. Staple a copy of the Editing Guide in cach writing folder.

3. Establish an "editing corner™ in the room if this is helpful.
If nmot, identify a particular procedure you want the students to
use. Help them become familiar with the procedure and develop a
consistency in practice,

4. Introduce the teacher as "senior editor" to be of assistance as
necded.

5. Explain that a "house editor" will be appointed as the student
demonstrates skill in the editing process. 1In this role, the
student will be considered somewhat of an expert. 1is or her
opinion will be valuable to other students in the editing task.
If it is helpful, design a NAME TAG or BADGE to be worn by
"house editors."”

6. Fach student will ask the COPS ynestions using his or her Editing n
Giio when a written draft is finiched. ‘

/. As needs arise, additional questions can be asked to answer
specific student needs. The extra blanks can be filled in to help
cach student become familiar with his or her individual editing i

needs. !

8. The editing process may {irst be done as a group activity. This i

will help students become [amiliar with the procedure.  Following %

the necessary amount of orientation (some students mav need help {

repeatedly), each student will be responsible for his or her '

editing utilizin; the “senior editor" or "house editorg' whenever i
necessary.,

i

9. Oral reading will commence with the return of the first set of !

written products. Onlv when ¢ student is willing and volunteors %

will he or she be asked te read. The gradual process mav begin g

witihh the teacher reading student selections with student permission.
This will gradually move to cach student reading his or her own

written product. Group wharing mayv be cvncouraged bv using the I
overhead projector. Students may read their products as thev arc
viewed on the screen. ’
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10.  Students may work together Jduring the writing process whenever it
is a valuable experience for them. Use additional jdeas you have
to make the task as problem—free as possible.

r
K EDIVING GULDE

Ask vourself the COPS questions.

C - Have 7 capitalized the first word,
proper names, and anv other options
for using a capital letter?

0 - How is the organization? Have 1 ,
indented the paragraphs, written )
complete sentences, and used 4
title?

P ~ Have 1 used end punctuations and

s as needed?

S - Have 1 sp. tled all the words to .
the best ¢. 7 abilitv? "

Add special nceds . may have in

order to edit your w: ‘ng:

{

a &

) e

D

¢y _

U . e :

Adapted frowm Schumaker et al. (1981, pp. o
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