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CHAPTER I 

INTRODUCTION 

A high-performance work place requires workers 
who have a solid foundation in the basic literacy 
and computation skills, in the thinking skills 
necessary to put knowledge to work, and in the 
personal qualities that make workers dedicated 
and trustworthy. (U. S. Department of Labor, 
1992, p. 5) 

A well-rounded understanding of language is an 

important element in building a solid foundation in basic 

literacy and determining a person's success in life. 

Educators have long been concerned with the writing done by 

public school students and the apparent lack of the use of 

adequate methods to develop the students' abilities to 

express themselves in writing. The students' ability to 

express themselves in writing is not a natural talent, but 

is the outgrowth of wide and varied experiences. To help 

aid students' writing growth, an enhanced TAAS writing 

class was developed to contribute to students' future 

success and was implemented in the fall of 1999. Students 

learned and practiced basic skills and then applied these 

skills so as to enable them to better understand the 

relationship of these basic skills to the real world. 



Purpose 

The purpose of this study was to evaluate the 

effectiveness of this writing curriculum as implemented in 

one writing class by comparing the TAAS outcomes of the 

class with those of students who did not have the class. 

The goals of this class were to assure that students 

develop their innate writing ability and consequently, pass 

the TAAS writing test. The content of this course was also 

designed to help the students develop a positive attitude 

toward improvement of written communication skills by 

focusing on writing skills useful in the real world. 

Students learned and practiced basic skills and then 

applied these skills so as to enable 'them to better 

understand the relationship of these basic skills to the 

real world. 

Research Hypothesis 

At one West Texas junior high school, no difference 

occurred in the scores on the Texas Assessment of Academic 

SkiIIs 8th grade writing test between the students enrolled 

in the enhanced writing class and those scores of similar 

students not enrolled in the class. 



Definition of Terms 

Enhanced Writing Curriculum. A writing curriculum 

specifically developed at a West Texas junior high to 

incorporate strategies from the writing process 

(Sardamalia, 1987), writing across the curriculum (Means & 

Lindner, 1993) and grammar exercises (Manning & Manning, 

1994) in order to improve students eighth grade TAAS 

writing scores. 

Texas Education Agency (TEA) . The governing body for 

the state in determining and enforcing education standards. 

Texas Assessment of Academic SkiIIs (TAAS). The 

statewide test of reading, writing, and mathematics skills 

that is the key part of Texas' educational accountability 

system and is administered to 3rd, 4th, 7th, 8th, and lOth 

grade students (Texas Education Agency, 2000). 

Bubble Student. ''Students who fail a test but are on 

the verge of passing and whose abilities dictate that they 

should have passed. An approximate equivalent would be 

norm-referenced stanines 4 and 5 or teacher-made test 

scores of 60-69%" (Crook, 1995, p.lO). 



Limitations 

The limitations for this study were the following: 

1. Participants will be eighth-grade students 

enrolled in a specific West Texas junior high 

school. 

2. Due to the administrative decision for class 

enrollment, no random assignment existed in the 

treatment group. 

3. Only previous year's reading scores and current 

year's writing scores were interpreted and 

analyzed. 

4. The researcher had no control of attrition of 

subjects. 

5. The researcher had no control of other writing 

activities taking place outside of the enhanced 

writing classroom. 

Assumption 

The following assumption for this study was: It was 

assumed that the participants were genuinely concerned for 

enhanced and improved writing abilities for success on 

TAAS. 



Significance 

Research (Barry & Nielsen, 1996; Novak, Harman, & 

Gearhart,1996)shows that various state assessment tools are 

used throughout the United States. Continued studies 

(Reising, 1997; Townsend, Fu, & Lamme, 1997) indicate that 

educators have begun to develop curricula, teaching 

methods, and classroom activities that are directly aligned 

with state assessment tools (Barry & Nielsen, 1996; 

Clippard & Nicaise, 1998; Kirby-Linton, Lyle, & White 

1996). Furthermore, research examined indicated that by 

developing curricula and related activities an increase in 

scores on state assessment tools is on the rise (Cook, 

1994; Levy, 1996). 

This study filled a gap in the existing literature, 

verified that state assessment toois are used throughout 

the United States, demonstrated how developing curricula 

and related activities can possible lead to increase state 

assessment scores, and examined the actual effects of a 

specially developed curricula on state assessment scores. 



CHAPTER II 

REVIEW OF LITERTURE 

Theoretical Perspective 

Writing has risen from being a neglected school 

subject to one of wide concern and attention in the 

literature (Scardamalia & Bereiter, 1986). Previous 

research has focused on teaching structures that guide the 

writer in the hows and whys of constructing comprehensible 

text (Mandler & Johnson, 1977; Stein & Glenn, 1979). 

Findings from the National Assessment of Educational 

Progress (1980) have indicated that students have serious 

weaknesses in meeting the substantive requirements of 

writing. 

One explanation presented by Bereiter and Scardamalia 

(1982) was that younger writers do not have enough 

knowledge about certain subjects to write effectively; 

therefore, their suggestion was to allow students to choose 

writing topics. Before Bereiter and Scardamalia, Graves 

(1975) reported that the simple practice of student choice, 

permitting students to write on subjects of which they 

already had knowledge, produced significant increases in 

the amount students wrote. Besides the controversy of topic 



choice, teaching professionals have found it difficult to 

describe all the kinds of writing that students in a 

classroom are exposed to, mainly because such a strong 

disagreement exists as to what represents academic writing 

(Tarvers, 1993). One thing that can be agreed upon is the 

main stages of the composing (writing) process-planning, 

translating, and reviewing (Scardamalia & Bereiter, 1986); 

there are also known as prewriting, drafting, and revising 

(Tarvers, 1993). 

The first stage of the writing process, planning, 

refers to working through a task at an abstract level 

before working through it concretely (Anderson, 1980; 

Newell, 1980). Between the sixth and eighth grades, 

students begin to show evidence of working at a more 

abstract level (Burtis, Bereiter, Scardamalia, & Teroe, 

1983). 

The second stage of the writing process is the 

drafting or translating stage—the stage at which students 

often panic (Tarvers, 1993) . Tarvers explains that 

teachers cannot force students to draft, but they can equip 

students with some strategies and support to facilitate the 

process. 
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The third stage of the writing process, according to 

Murray (1978), is revision, which begins with the reading 

of the completed first draft. Revising by students has 

received a great deal of research attention, both because 

of its assumed importance and because students do so little 

revising (National Assessment of Educational Progress, 

1977; Nold, 1981). Revising tends to be concentrated at the 

ievel of proofreading, with little revision of content 

(Crowley, 1977; Sommers, 1980). 

The writing process works. With its system of several 

drafts of a paper, each stronger in content, the writing 

process provides multiple opportunities not only for 

teaching and learning but also for practicing what goes 

into an acceptable piece, including appropriate 

organization, sound sentences, and conventional spelling 

(Reising, 1997). 

Assessment throughout the United States 

Two very prevalent thoughts throughout the literature 

were: (1) the idea that everywhere an on-going re-

examination of writing instruction exists, the development 

of several novel writing instructional approaches has 

occurred; and, (2) that writing instruction must involve 
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regular and daily writing periods (Clippard & Nicaise, 

1998). 

School Districts Examined 

The first example of an instructional approach for 

writing improvement examined was Gwinnett County Public 

Schools outside of Atlanta, Georgia, because that state's 

mandated writing assessment began a total focus on writing 

with ongoing staff development. The state required that, 

'̂language arts teachers must emphasize writing ability in 

grades 3, 5, 8, and 11, and they were to promote writing 

competence for students at every grade level and in every 

subject'MKirby-Linton, Lyle, & White, 1996, p.30). Again, 

knowing how assessment influences writing improvement, that 

school set out to develop a tool to teach and assess 

writing in K-12 classrooms (Moran & Jacobi, 1990). 

As with all assessment writing standards, the tool 

must not only monitor student writing but also help to 

improve it (Reising, 1997). With this in mind, Kirby-

Linton, Lyle, and White (1996) wrote, "'We wanted a tool to 

be useful to teachers-in order to show students what 

constitutes quality writing" (p- 31). They continued by 

quoting from J. O'NeiI (1994), ^̂ Students who are unsure of 

what is considered quality work don't know what to aim for 



and can't be sure their products measure up" (p. 32). As a 

result, this county school system developed a writing 

standards project that involved even the parents. Through 

the project, the district learned, that a partnership 

between parents, teachers, and students is critical when 

setting standards for successful performance on a state 

mandated assessment (Kirby-Linton, Lyle, & White 1996). 

Other state assessment tools also have been studied. 

The state of Kansas believed that allowing young students 

to choose their own topics would result in better voice, 

richer vocabulary, and greater independence (Barry & 

Nielsen, 1996). In 1989, Barry and Nielsen's contention was 

supported by Gradwohl and Schumacher (ctd. in Barry & 

Nielsen, 1989) who concluded: "'ln essence, a good writing 

task is one that permits students to draw on their own 

ideas and interpretations. By allowing students frequently 

to choose their own topics, we enable them to use a richer 

knowledge base" (p. 20). 

Barry and Nielsen (1996) continued that other 

researchers provided support for the use of topic choice, 

citing better quality text production, greater satisfaction 

and motivation, and even a sense of catharsis as a resuit 

of students' ability to write on a topic that is important 
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to their life. This way of preparing students for the 

Kansas assessment tool appeared to be most logical. When 

reviewing the Writing Assessment guidelines, for the state 

of Kansas, one finds that this assessment is, ''designed to 

support a district's approach to writing instruction...to 

produce the student's best writing" (Barry, 1996, p. 20). 

The list of prompts options in the Student Directions 

booklet for Kansas now lists choose your own topic as a 

valid prompt for the student. Once the student has written 

and revised the assessment writing requirement, the papers 

are rated at the local level before being submitted to the 

Center for Educational Testing and Evaluation. The final 

conclusion was that student selection of topics is 

valuable, especially to the beginning writer (Barry & 

Nielsen, 1996) . By having a choice in the writing topic, 

students will use the knowledge they have, which gives more 

opportunity for enhancing writing techniques without the 

worry of subject matter (Riley, 1996). 

Cook (1994) made a significant contribution; in 

Spartanburg, South Caroiina, one teacher began looking into 

which areas students were deficient in successfuily 

mastering the state assessment. His conciusion was that 

the deficiency lay in their ability to formuiate and 
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organize thoughts on paper, and further, their ability to 

persist in writing something of reasonable length. His 

solution was, '̂Friday afternoon writing sessions." Once 

again, the idea of student topic choice was important 

(Barry & Nielsen, 1996; Cook, 1994; Means & Lindner, 1998) . 

The success of this solution spread throughout several 

other classrooms. The idea was that students become better 

writers by writing. Therefore, if the object is for the 

students to write, then they must write and then write some 

more, but always end with a product that the student and 

teacher feel is credible, making sure that state assessment 

objectives are clearly outlined, understood, and 

recognizable within the writing. This writing program has 

been adopted throughout the Spartenburg school and is known 

as '̂Writing to Learn." 

One fallacy with a typical state assessment tool is 

the one-time, one-sample piece of writing. Common sense 

shows that any attempt to judge student writers on a single 

writing sample collected on a single occasion is bound to 

be inadequate (Murphy & Smith, 1992) . Maryann and Gary 

Manning studied the idea of assessment and improvement as 

two important yet different aspects to be dealt with when 

organizing a writing enhancement program (Manning & 
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Manning, 1995). Their proposal was to use student 

portfolios for assessing student writing improvement. 

Their contention was that if a student is to improve, then 

the teacher must create a valid instrument with which to 

gauge improvement (Manning & Manning, 1996). It would 

appear to be a given belief that writing is a form of 

communication; if this is so, then it is essential that the 

assessment method be a tool that accurately measures the 

improvement of student communication ability in writing. 

The use of student portfolios opens the door for such an 

assessment tool allowing for a more useful means for 

determining the improvement in student writing (Murphy & 

Smith, 1992). 

As early as 30 years ago, California began looking at 

student writing (Manning & Manning, 1995) . The Bay Area 

Writing Project, today known as the National Writing 

Project (Scardamalia, 1986), gave teachers a look at the 

writing process as a means of providing students with the 

needed instruction for writing improvement. Teachers began 

learning how students develop as writers and how their 

teaching methods would reflect those understandings 

(Manning & Manning, 1995). As was with other states and 

writing enhancement programs, the Bay Area Writing Project 
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emphasized the importance of continued and regular writing 

sessions. The assumption again was that when students know 

they are going to write regularly, they are more prepared 

to write (Manning & Manning, 1995). 

Emerging again is the aforementioned idea that during 

the regular writing session students be allowed the 

opportunity of self-selected topics instead of the standard 

idea of teacher-assigned topics or teacher-driven story 

starters (Manning, 1995). To reemphasize the idea of self-

selected topics, writing in and of itself can be a 

difficult and time-consuming activity; requiring students 

to write on arduous topics or topics on which they have no 

background only compounds the writing difficulty. When 

students are left to choose their own topics (Barry & 

Nielsen, 1996; Cook, 1994; Means & Lindner, 1998), often 

the writing process appears easier since students are not 

overwhelmed with unfamiliar ideas. Every human being has 

unique experiences and interests, and when left to explore 

these, students may discover that the writing process is an 

enjoyable adventure not a tiresome requirement for a 

teacher, school district, or state assessment tool (Manning 

& Manning, 1995). 
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Manning further wrote, '̂ln writing process [enhanced] 

classrooms, students write about things that interest them 

and in so [doing], discover that writing can help them to 

know those things they don't understand" (Manning & 

Manning, 1995, p. 85). The University of Florida's Dan 

Kirby uses reflective questions to help students monitor 

the writing process they go through, the skills they have 

mastered, and then the progress they have made not only as 

writers, but as readers and thinkers as well (Murphy & 

Smith, 1992). 

To this point, this literature review has dealt with 

the similarities in state assessment tools across the 

United States and how these assessments have become the 

very essence that drives curriculum and classroom 

activities. Classroom activities such as developing the 

proper steps to the writing process, providing weekly— 

possibly daily--regular writing sessions, and implementing 

writing portfolios for assessment of student writing 

usually provide improvement. AII of these activities to 

some degree are being used in classrooms throughout schools 

in the United States. 
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Writing in the Junior High 

This researcher, who has spent time in the junior high 

or middle school atmosphere, beiieves these students are a 

group of the most unique people in the world. They are 

excited about leaving elementary school behind while being 

extremely inquisitive about everything ahead. These 

students as written by Biehler and Snowman (1986), 

^'experience an abrupt switch from being the oldest, 

biggest, most sophisticated students in elementary school 

to becoming the youngest, smallest, least knowledgeabie 

students in a large school" (p. 121). Biehler and Snowman 

(1986) also contended that junior high students although 

they exhibit characteristics of formai thought, they may 

not always think that way. Probably more than any other 

school age, these students need well defined, precise 

guidelines in all aspects of their world. 

So, what are well defined, precise guidelines for an 

enhanced writing curriculum in a junior high classroom? 

First, Manning and Manning (1994) have concluded that most 

middle school or junior high teachers are aware that formai 

grammar instruction has no influence on students' writing. 

The argument is not whether to teach grammar, but what is 

the most effective means of teaching grammar to the middle 
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school student so that writing skills are enhanced. If the 

teacher needs to spend time teaching about strong nouns, he 

or she should relate these nouns to a piece of literature 

from which the students will be writing (Manning & Manning, 

1994). Mark Barber, an eighth-grade English teacher in 

Aiabama, found a way to stress the necessity of learning 

about the parts of language and writing in an anaiogy 

between an automobile and writing. He wrote that learning 

the parts of a car does not make one a good driver, anymore 

than learning the parts of grammar makes one a good writer. 

For the knowledge to be useful, both the driver and the 

writer need to be able to apply this knowledge to what is a 

good driver and what is a good writer (Manning & Manning, 

1994) . 

A very important guideline to consider is that many 

times, the middle school student is somewhat distrustful of 

adults, especially an adult authority figure. Some middle 

school students over time will develop a trust for the 

teacher, but untii that time, the teacher should build on 

the trust that the students have in each other. 

In the beginning, students are not too helpful as 

editors of each other's writing, but they share common bonds 

such as fear of writing, possibly because of untrained 
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skills and abilities (Cook, 1994). Because of these common 

bonds, students may listen with a more open perspective to 

their peers' words rather than the teacher's. 

Finally, the most important guideline is to be able to 

answer the always-persistent question, ''Why study writing?" 

As persistent as the question is, the answer is clear: 

students who write well will probably experience more 

success in school, but far more important, the enhanced 

writing classes help students to better understand 

themselves and others (Manning & Manning, 1994). 

The Writing Process 

As any language arts or English teacher will confiinn, 

the writing process is long and complex. To better help the 

wide-eyed, fearful junior high or middle school student, 

this process needs to be broken down into three very 

distinct and manageable pieces: planning, drafting, and 

editing (Means & Lindner, 1998). One of the very basic goals 

of the enhanced writing curriculum is to help the students 

learn how these three pieces come together to form a final 

product that the students can be proud of, but also that 

would successfully satisfy any state assessment tool 

criteria. 
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The first stage is planning. People generally think of 

writing plans as outlines. Teachers faithfully teach 

outlining, many times to no avail. With limited writing 

experience comes the lack of adequate planning ability. The 

enhanced writing curriculum describes many activities that 

help students learn the need for planning and the way to 

plan with the least amount of effort. 

One very successful planning method used with junior 

high or middle school students was brainstorming and 

categorizing (Bereiter & Scardamalia, 1982). This method was 

very simple and helpful for these students. In this way, the 

planning stage did not frighten or frustrate the novice 

writers. 

According to Means & Lindner, (1998), the second hurdle 

to cross in the planning phase is that generally the junior 

high or middle school student is very long on imagination 

but rather short on information and vocabulary, two elements 

very significant to the success of any writing assignment. 

In short, to begin a good writing process, students are 

going to have to be presented with and guided through 

research activities. To make the idea of research less 

frightening to a 12- to 15-year-oId student, a teacher would 

want to reassure the student that research is nothing more 
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than a fancy word for collecting facts, ideas, and 

information (Means & Lindner, 1998). 

When the planning stage is conquered, it is time to 

move forward to the drafting stage. The junior high or 

middle school students have already encountered simplistic 

forms of writing such as writing down a telephone number or 

directions to a friend's house. However, what they are 

about to discover is that drafting is a whole new piece of 

the world (Means & Lindner, 1998). The best thing that the 

teacher of these 12- to 15-year olds can do is to emphasize 

to them that writing is nothing more than thinking on paper. 

An activity that appears to work well with junior high 

or middle school students is the idea of Creative 

Concentration. This idea is a three-step activity that 

students find quite simpie and just the opposite of the 

cienched fist trying to force concentration. In step one, 

the students are told to relax and clear their minds. In 

step two, they are told to focus on what they want to write 

about. In step three, they are to begin writing and keep 

going without stopping untii they are rolling (Means & 

Lindner, 1998). 

When students have conquered planning and accomplished 

drafting, they are ready for the final stage, editing. 
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Students will not undertake editing as a natural step, but 

with a proper introduction, they may learn to enjoy it 

(Means & Lindner, 1998). This concept will be difficult for 

junior high or middle school students to accept since they 

are just beginning to think in more abstract terms (Calkins 

1979; Graves, 1978) . 

The best way to learn to edit is to follow a good 

example. First, the teacher must be certain that the 

student grasps the meaning of editing. A very simple 

definition that the 12- to 15-year-oId student will 

comprehend is that editing is anything one does to a writing 

piece that makes the writing its shiny best (Means & 

Lindner, 1998). Second, the teacher should let the students 

know the rules for successful editing. Some basic rules to 

teach the students so that they can become successful 

editors are (a) when in doubt, read aloud; (b) take your 

time; (c) don't mix revision with polishing; (d) always work 

from big to littie; and (e) finish (Means & Lindner, 1998). 

The teachers should remember that formal writing as it is 

associated with the state assessment tool is something that 

the junior high or middle school student is just coming 

into. Teaching, modeling, and practicing the three stages 

of writing: pianning, drafting, and editing wiil aid the 
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students to a more successful writing evaluation on the 

state assessment tool. 

Writing across the Curriculum 

Another very popular writing activity that seems to 

have a high success rate with junior high or middle school 

students is the notion of writing across the curriculum. 

Using writing across the curriculum along with the enhanced 

writing ciass will increase the probability of student 

success in writing. The old cliché ^̂ practice makes perfect" 

is extremely true when dealing with student writers. 

Students, when working to improve writing skills, cannot 

write too much or too often. Because students are writing 

throughout the curriculum, student improvement in writing 

becomes a part of every classroom (Maxwell, 1996). 

As the literature has shown, elements to consider when 

attempting to improve a student's writing skills so that 

success on a state assessment tool is increased are: first, 

the temperament and age of the student; then, the 

demographic elements of the school level; and finaily, but 

foremost, the objectives of the state assessment tool. If 

the final goal is to have students achieve certain levels of 

mastery on a state assessment tool, then one must know what 
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the objectives are and how best to teach those objectives to 

the students. 

Statewide Student Assessment in Texas 

Virtually every state legislature has mandated tests 

of writing, the first commonly at grade four, the last in 

the senior high school (Reising, 1997). This testing 

schedule holds true for the state of Texas. 

The goal of the assessment program in Texas is to 

measure student progress toward academic excellence. The 

primary focus of the assessment program is to provide an 

accurate measure of student achievement (Texas Education 

Agency, 2000) . Beginning in 1980, the state of Texas 

passed a state statute that required assessment of basic 

skills in reading, mathematics, and writing. The first 

such assessment was known as Texas Assessment of Basic 

SkiIIs (TABS). This later became know as the Texas 

Educational Assessment of Minimum Skills (TEAMS). 

Finally, in the fall of 1990, the law required the 

implementation of a new program, The Texas Assessment of 

Academic SkiIIs (TAAS). The new focus of state assessment 

was to be on the students' academic skills rather than 

minimum skiils (Texas Education Agency, 2000), on the 

23 



prospect that the TAAS test would assess higher-order 

thinking skills and problem-solving ability, two areas that 

the former assessment toois did not address. 

Like many other states, Texas' need to assess 

students' academic skills has once again placed the state 

assessment tool as the very essence that drives curricuium 

and classroom activities. How have teaching professionals 

in Texas dealt with the need to present the objectives of 

the state assessment to the students in the district 

classrooms? As with their colleagues throughout the 

nation, teachers and administrators in Texas are 

implementing various means of teaching the state assessment 

objectives. For the purpose of this study, only the 

writing portion of the objectives and teaching methods will 

be presented. Research into Texas activities (GiII, 2000; 

Young, 1985) showed that the two most common methods 

practiced for improving writing abiiities in Texas students 

were (a) Writing Across the Curriculum (WAC) and (b) 

implementing a writing class as a subject that is separate 

from the basic Language Arts classes. 

The implementation of WAC in one Texas school began 

with a three-day training session presenting non-Language 

Arts teachers the writing process and methods for students' 
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success (Young, 1985). Giil (2000) concluded that by 

teaching writing across the curriculum, teachers were able 

to show students the importance of writing, not just as a 

requirement of a Language Arts ciass, but also as a 

required academic skill in all areas. 

Local Junior High Study 

Knowing how assessment influences and often changes 

instruction (Khattri, Kane, & Reeve, 1995), one West Texas 

junior high set out to develop a tool that would teach and 

assess student writing in the classroom and at the same time 

aid in the improvement of scores on the state writing 

assessment. Accordingly, not only did the entire campus 

share in the writing across the curriculum concept, but this 

campus also implemented the enhanced writing class. The 

students enrolled in the writing class were chosen by the 

administration based on the students' TAAS reading scores 

from the previous year. The reading score that was the 

determining score was that of the bubble student as 

specifically defined by Crook (1994). 

With this type of student in mind, teaching 

professionals at this West Texas junior high created a 

curriculum document that they believed to be an exceptional 
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guide for teaching students enrolled in the enhanced writing 

class. Due to the number of bubble students that were to be 

included in the enhanced writing class, two teachers were 

assigned; one had a class enroliment of 12 and the other had 

a class enrollment of 10. 

Creation of Writing Curriculum Document 

The class curriculum consisted of six units that were 

aligned with the TAAS objectives and required TEKS (Texas 

Essential Knowledge and SkiIIs, the official statewide 

curriculum). Each unit was developed to introduce a 

particular TAAS objective and writing style while still 

building general writing skills and techniques. The 

teacher seiected a particular writing style and used style 

outlines, graphic organizers, and modeling to prepare the 

students for a more successful outcome when assigning 

specific writing-type papers. 

The teacher would also select two or three grade-Ievel 

novels for students to read. These readings would then 

give students the opportunity to generate ideas about a 

specific topic, develop ideas by means of brainstorming, 

recognize appropriate Engiish usage, and finally, organize 
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a TAAS-style composition using a topic related to one of 

the selected novels. 

Evaluation of the curriculum was an on-going process 

throughout the course as well as at the end of the school 

year. Evaluation targeted students, teaching, materials, 

and curriculum. First, students' progress and performance 

played an integral part in the total evaluation of the 

course curriculum. Letting students know from the very 

beginning what would be expected of them, in most cases, 

wiil help ensure the success of the student. When students 

have prior knowledge of the objectives they are expected to 

master, they better understand why certain activities are 

important and how to achieve mastery of each objective. 

Students should be made aware of formative evaluation 

tools the teacher may be using such as daily work, chapter 

activities, individual and group projects, and 

comprehensive testing. Along with formative evaluation 

tools such as those just mentioned, certain summation 

methods of evaluation were incorporated. These inciuded, 

but were not limited to, class participation, cooperative 

iearning activities, promptness, and accuracy. By letting 

students know what was expected, the likelihood of 

misunderstandings was lessened. 
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In a course such as this, the teacher's observations 

of the student can also become an important means of 

evaluation. Through using a criterion mastery checklist, 

observing hands-on activities, and observing students' work 

habits, the teacher had the data to evaluate each student 

without intruding on students' concentration. This 

unobtrusive evaluation allowed for a more candid appraisal 

of the students' attitudes, abilities, and habits toward 

the class and course work in general. 

Portfolios 

A properiy organized student portfolio sets up an 

ongoing review and assessment method, which both the 

student and teacher can evaluate (Tarvers, 1993). 

Portfolios enable teachers to use precise, developmentally 

appropriate assessment techniques to evaluate students' 

growth and development as writers (Manning & Manning, 

1996). An efficient portfolio program allows for the focus 

to be on the students' writing improvement instead of a 

standard assignment grade. When students have fewer 

performance pressures, such as maintaining certain grades, 

then the student are freer to concentrate on the realistic 

goal of improving their writing. As with most state 
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assessment tools, the final product, not a grade, is the 

essential part of a successful evaluation. 

Using portfolios is common in courses where a large 

amount of work is being generated. Students were required 

to establish, maintain, and compiete portfoiios of their 

own accomplishments throughout the course. This portfolio 

provided a basis for both teacher and student evaluation. 

Items that were included in the portfolio were writing 

assignments, samples of the student's work (both rough 

drafts and final copies), observational notations by both 

student and teacher, all tests, and other items either the 

teacher or the student deemed appropriate. 

Each unit within this curriculum contained the 

materiais needed for teachers to successfully teach TAAS 

writing skills. These units consistently reinforced the 

writing process, which enabled students to hopefully 

perform effectively each TAAS writing style. Students 

received pre-writing instruction, guided writing exercises, 

and assistance in revising their work. The teachers were 

actively involved in all phases of the writing process. 

Teachers consistently used modeling techniques throughout 

the brainstorming phase and with the actual writing 

assignment. By using modeiing, teachers felt student 
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success was more likely because not only were students 

verbally explained the concept, but they were also able to 

see the concept and work through the thought process. 

The following TAAS writing objectives were also 

covered in the units through TAAS formatted practice 

exercises and a computer-generated TAAS practice program. 

These writing objectives were saturated equally throughout 

the units of the curriculum with very intensive work during 

the two months prior to the administration of the state 

assessment. 

TAAS Writing Objective 5 states that the student will 

recognize appropriate sentence construction within the 

context of a written passage. Specifically, students will 

recognize complete sentences and avoid fragments and run-

ons; and students will combine sentence parts and sentences 

to produce a variety of sentence structures inciuding 

simpie, compound, and complex. 

TAAS Writing Objective 6 states that the student wiil 

recognize appropriate English usage within the context of a 

written passage. Specifically, students will use common 

affixes to change words from one part of speech to another; 

use correct subject-verb agreement with nouns, personal 

pronouns, indefinite pronouns, and compound subjects; and 
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use correct pronoun-antecedent agreement. Furthermore, 

students will recognize correct verb tense and correct form 

of tense of irregular verbs, and avoid faulty shifts in 

tense; and finally, use the appropriate forms of adjectives 

and adverbs and the correct case of pronouns, and avoid the 

use of double negatives. 

TAAS Writing Objective 7 states that the student will 

recognize appropriate spelling, capitalization, and 

punctuation within the context of a written passage. 

Specifically, the student wiil use the fundamentals of 

spelling, use of appropriate capitalization, and use the 

fundamentais of punctuation. 

Students' reading of novels is incorporated into this 

curriculum as a means of using literary characters and 

events to generate TAAS style writing prompts and to 

reinforce comprehension of all TAAS reading objectives. 

The incorporation of these two novels, My Side of the 

Mountain and The Light in the Forest, gave students a 

common knowledge base of the characters, events, conflicts, 

and concepts of each book, thus providing raw material for 

their writing. 

The materials in the Teacher Resource Binder were 

developed and included to provide a variety of resources to 
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aid in the enhancement of the writing class curriculum. At 

no time was the teacher to be limited by or only to these 

resources. The teacher throughout this course acted as a 

learning facilitator both in organizing the work for each 

student and also by providing any assistance necessary to 

aid in the success of the class and the students enrolled 

within the class. The teacher viewed the students as very 

active participants in this learning process and allowed 

students to work both separately at their individual paces, 

as well as cooperatively, in problem solving situations. 
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CHAPTER III 

METHOD 

Subjects 

During the two-year study, the subjects consisted of 

approximately 485 eighth-grade boys and girls (average age 

13.9) enrolled in a West Texas junior high school during 

the school years 1998-1999 and 1999-2000. AII participation 

was involuntary. Permission to use minor subjects was 

filed with the Human Subjects Office at Texas Tech 

University. Exception for use of minor subjects was granted 

(see Appendix) based on the following: (a) that the purpose 

was educational research, (b) the fact that TAAS testing is 

an on-going activity, and (c) data gathered were from 

previous years. Permission was aiso requested and granted 

from the school district to obtain specific test scores and 

demographic information on all 485 eighth-grade boys and 

girls at the specific junior high. 

Procedures 

The main variable in this study was the 22 students 

who were enrolled in a yearlong writing-enhanced curriculum 
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class (TAAS objective based). To determine which students 

were to be placed in this class, the previous years' TAAS 

reading scores were examined. Any student to be found at 

the bubble level in reading was enrolled in the writing 

enhancement class. The scores of these 22 students on the 

current year's state writing assessment would be compared 

with those of the other eighth-grade boys and girls, who 

were not enrolled in the class, to determine success or 

failure of the enhanced writing curriculum. 

Data Analysis 

Acquisition of TAAS data was requested and obtained 

from the Information Systems Department of the Lubbock 

Independent School District. Table 4.1 indicates the data 

that were stipulated. The needed data included student 

information in regard to age, categories such as Engiish as 

a Second Language, Limited English Proficiency, Bilingual, 

any Special Education notations, free or reduced lunch 

standing, and complete results from the students' fall 

semester benchmark and spring semester TAAS tests. Due to 

the research question, the data analyzed were limited only 

to both spring semester TAAS scores for writing objectives. 

Tabie 4.2 shows the comparison of TAAS performance between 
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the 37 bubble students in the spring of 1999 and the 22 

bubble students enrolled in the enhanced writing class. 

The hypothesis test used for this study was a t-test for 

independent samples when variances are unequal. This test 

is appropriate because when comparing two groups, according 

to Hinkle, Wiersma, and Jurs (1998), it makes adjustments 

for the violation of the homogeneity of variances 

assumption. 
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CHAPTER IV 

RESULTS 

Using SPSS statistical software an independent samples 

t-test was conducted to evaluate the hypothesis that 

students enrolled in the enhanced writing curriculum class 

would score significantly higher on the TAAS writing test 

than those students not exposed to the enhanced writing 

curriculum class. The test was not significant for the 

TAAS Writing Raw Score (TAASWRC), TAAS Writing Raw Score-

Objective 5 (TAASWS5), and TAAS Writing Raw Score-Objective 

(TAASWS6) objectives; however, the test was significant t 

(49)=-2.289, p = .026 for TAAS Writing Raw Score-Objective 

7 (TAASWS7). The criterion error associated with this test 

was less than or equal to .05. The test was not able to 

take into account any confounding variable that might be 

present such as the changing of teachers or high student 

absences. 
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Table 4.1 Demographic Factors of Students 
Involved in the Local Junior High 
Study 

DEMOGRAPHIC VARIABLES Frequency Percent 

ETHINIC GROUPS* 

African American 
Asian 
Caucasian 
Hispanic 
Other 

2 
7 

28 
389 
59 

.4 
1.4 
5.8 

80.2 
12.2 

FREE LUNCH STATUS 

Free Lunch 
Reduced Lunch 
No Adjustment 

313 
72 
100 

64.5 
14.9 
20.6 

LIMITED ENGLISH PROFICIENCY 

BILINGUAL 

ENGLISH SECOND LANGUAGE 

41 

244 

219 

8.5 

50.3 

45.2 

*Descriptions provided by Texas Education Agency. 
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Table 4.2 Mean Scores and Standard Deviations 
for Treatment and Nontreatment 
Writing Groups 

TAAS Objective 

GROUP STATISTICS 

1999 Group 
(37) 

Enhanced Writing 
(22) 

M SD M SD 

TAASWRC 

TAASWS5 

TAASWS6 

TAASWS7 

22.78 

7.51 

8.16 

7.11 

7.59 

3.21 

2.99 

3.06 

22.77 

6.91 

7.00 

8.86 

6.71 

2.72 

2.60 

2.71 
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CHAPTER V 

CONCLUSIONS 

The intent of this investigation was to examine the 

effects on TAAS writing scores of a yearlong enhanced 

writing class taught to eighth-grade students. The study 

was based on the writing process theory (Anderson, 1980; 

Newell, 1980; Scardamalia, 1986) . Previous studies that 

examined this theory indicated that the more time students 

spent writing, the higher the possibility of improved 

scores on a state assessment tool (Clippard & Nicaise, 

1998; Cook, 1994; Manning & Manning, 1995) . 

To examine the effectiveness of the enhanced writing 

class, this investigator tracked the TAAS scores of two 

groups of students. One group was administered the TAAS 

writing test without the benefit of the implemented writing 

curricuium while the other group was tested on the same 

TAAS writing test after enrollment in the enhanced writing 

class. 

The results of the analysis of the TAAS data revealed 

no significant differences in TAAS Writing Objectives 5 

(sentence structure) and 6 (appropriate English usage). On 

further analysis, this investigator found that on TAAS 
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Writing Objective 7 (spelling, capitalization, and 

punctuation), the area where students had the greatest 

amount of trouble, those students enrolled in the enhanced 

writing class had a significant improvement in scores over 

those students not enrolled in an enhanced writing class. 

The practical implication of this investigation for 

the teaching professional is that simply providing students 

with only basic writing opportunities may not be adequate 

to assure student success and improvement on the TAAS 

Writing Assessment. Although no significant differences 

occurred in scores for students on Writing Objectives 5 and 

6, the significant differences in scores on Writing 

Objective 7 do emphasize the importance and need for a 

supplemental teaching program. 

Future writing improvement studies need to consider 

the relevancy of the state assessment tool and the manner 

in which that tool drives curriculum and class activities. 

Other considerations to include in future investigations 

may be cultural factors, socioeconomic status of the 

participants in the study, and regions of the country. 

This investigation both supports previous writing 

improvement research and extends the knowledge base in the 

discipline of writing deveiopment. It is also suggested 
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that new research be done similar to this study in other 

areas as well as continued research on writing. 
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TEXAS TECH UNIVERSITY 
OfRce of Research Setvice$ 

203 Holdcn Hall 
Lubbock, Texas 79409-1035 
(806) 742-3884/FAX (806) 742-3892 

Octobcr 10,20(X) 

Dr. Hansel E. Burley 
VaUi M. Fell 
Currículum & Instruction 
MS 1071 

RE: Project 00199 Development of Enrichment Curriculum for the Junior High 
Wríting Class 

Dear Dr. Burley: 

The Texas Tech University Committee for the Protectíon of Human Subjects has approved 
your proposal referenced above. The approval is eíTective from October 1,2000 through 
September 30,2001. You will be reminded of the pending expiratíon one month príor to 
Sq)tember 30,2001 so that you may request an extension if you wish. 

The best of luck on your project. 

Sincerely, 

Dr. Richaid P. McGlynn, Chair 
Human Subjects Use Committee 
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APPENDIX B 

WRITING CURRICULUM DOCUMENT - UNIT ONE 
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APPENDIX B 

Writing Curriculum Document 
Unit One 

Unit One: Basic Elements with Brainstorming and How to 
Style 

Complete grading period to be covered during unit 

Unit Objectives: 

Student will have the opportunity to: 

• Find topics to write about 
• Generate ideas about a specific topic 
• Deveiop ideas by means of brainstorming and 

specificity exercises 
• Recognize appropriate English usage 
• Organize a written composition on a given ̂ 'HowJTo" 

topic 

TAAS to TEKS Correlation: 

• All TAAS Writing Objectives will be covered in this 
Unit 

• TEKS to be covered in this Unit are: 7.15 A,C; 7.16 
A-E; 7.17 A-F; and 7.18 A, C-E 

Week One: 

Enroll students and organize class 
Getting acquainted 
Class Expectations 
Evaluation writing-^'What was the most interesting 
thing that happened to you this summer?" 
Organize writing binders 
Begin specificity activities (see student handouts) 

Week Two: 

Introduce Thesaurus 
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Rewrite Evaluation Paper form Week One using skills 
for specificity 
• Ist day - noun elaboration 
• 2nd day - verb elaboration 
• 3rd day - rewrite paper 
• Begin work on TAAS Writing Objective Exercises 
• Sentence Structure 
• Usage - word choice 
• Capitalization, Punctuation and Spelling 

Week Three: 

• Continue writing objective exercises from week two 
• Introduce Brainstorming exercises (teacher guided 

teams) 
• Ist day/step one - example and topic choice 
• 2nd day/step two - noun and verb elaboration 
• 3rd day/step three - individual writing on topic 

• Brainstorm on HOW TO DO SOMETHING topic using only 
steps one and two above 

• Teacher will keep individuai brainstorming to be 
used as 1̂ ^ six weeks exam 

Week Four: 

• Introduce the TAAS ''how to" paper Style 
(this week will be whole class working as one 
large team) 

• Receive outline and graphic organizer 
• Decide on class topic and begin brainstorming 
• Use two days for brainstorming and to add details and 

elaboration 
• Write ''how to" paper ( 2 day writing time) 

Week Five: 

• Each student will receive topic and begin 
brainstorming 

• Write introduction and have checked by teacher, then 
begin writing 2nd paragraph 

• Complete all paragraphs 
• Do noun and verb elaboration with sheet 
• Rewrite ''how to" paper 
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Week Six: 

• Pass back week three brainstorming; review and 
evaluate adding or changing information 

• Work with graphic organizer 
• Begin writing ^̂ how to" paper 
• Finish '̂ how to" paper and turn in (six weeks test) 
• Complete week by working on and reviewing TAAS 

writing objectives 

Materials needed for Unit Two: 

• Student Binders with section and pocket dividers 
• Student handouts 

• Elaboration sheets 
• Writing objective sheets 
• Brainstorming sheets 
• How to style: Outline sheet 
• Graphic organizer 
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Objectives and Instructional Targets 
Grade 8 Writing 

DOMA.IN: mrltten Coiiinuzi±cat±on 

Objective 1: The student will respond appropriately in a written composition to 
the purpose/audience specified in a given topic. 

* Write for a variety of purposes and audiences 
* Use fontial and informal language appropriately 
* Evaluate content 

Objective 2: The student will organize ideas in a written composition a given 
topic. 

* Use the coitposing process to plan and generate writing 
* Evaluate organization of writing 

Objective 3: The student will demonstrate control of the English language in a 
written composition on a given topic. 

* Edit for clarity of language, appropriate word choice, and effective 
sentences. 

Objective 4: The student will generate a written conposition that 
develops/supports/elaborates the central idea state in a given topic. 

* Demonstrate clear and logical thinking in support and development of 
a central idea 

* Synthesize information from several sources 

Objective 5: The student will recognize appropriate sentence construction 
within the context of a written passage. 

* Recognize conplete sentences and avoid fragments and run-ons 
* Combine sentence parts and sentences to produce a variety of sentence 

structures including simple, compoimd, and complex 

Objective 6: The student will recognize appropriate English usage within the 
context of a written passage. 

* Use common affixes to change words from one part of speech to another 
* Use correct subject-verb agreement with nouns, personal pronouns, 

indefinite prono\ms, and compound subjects, and use correct pronoun-
antecedent agreement 

* Recognize correct verb tense and correct form of tense of irregular 
verbs, and avoid faulty shifts in tense 

* Use the appropriate forms of adjectives and adverbs and the correct 
case of pronouns, and avoid the use of double negatives 

Objective 7: The student will recognize appropriate spelling, capitalization, 
and punctuation within the context of a written passage. 

* Use the fundamentals of spelling 
* Use appropriate capitalization 
* Use the fundamentals of punctuation 
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TRANSPARENCIES AVAILABLE 

Noun and Verb Practice Worksheets 

Noun and Verb Elaboration Sheets 

Brainstorming Sheets 

How To Writing Style 
Outline 
Graphic Organizer 
Model 
Grading Rubrics 

Classificatory Writing Style 
Outline 
Graphic Organizer 
Model 
Grading Rubrics 

Persuasive Writing Style 

Outiine 
Graphic Organizer 
Modei 
Grading Rubrics 

Writing Objective Exercises and Worksheets 

Student Binder Organization 
Teacher Directions 
Student Directions 
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TEACHER RESOURCE BINDER 

UNIT ONE Procedures for Writing Evaluation; Unit Weekly 
Plans with Unit Objectives; TAAS to TEKS 
Correlation; Noun and Verb Worksheets; Noun and 
Verb Elaboration Sheets; Brainstorming 
Worksheets; and How to Style-Outline, Graphic 
Organizer, Model, and Grading Rubrics. 

UNIT TWO Brainstorming Worksheet; Unit Weekly Plans with 
Unit Objectives; TAAS to TEKS Correlation; and 
Classificatory Style-Outline, Graphic Organizer, 
Model, and Grading Rubrics. 

UNIT THREE Brainstorming Worksheets; Unit Weekly Plans with 
Unit Objectives; TAAS to TEKS Correiation; 
Persuasive Style-Outline, Graphic Organizer, 
Model, Grading Rubrics; and Thesaurus Practice 
Worksheets. 

UNIT FOUR Brainstorming Worksheet; Unit Weekly Plans with 
Unit Objectives; TAAS to TEKS Correlation; and 
Writing Objective Exercises. 

UNIT FIVE Unit Weekly Plans with Unit Objectives; Story 
Pyramid; Chosen Novel; and Vocabulary Words per 
chapter. 

UNIT SIX Unit Weekly Plans with Unit Objectives; Story 
Pyramid; Chosen Novel; and Vocabulary Words per 
chapter. 

Note: Units 4-6 wili pull other materiais from the 
appropriate writing style unit as needed per weekly 
assignment. 
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STUDENT BINDER 
Student Organization 

Materials Needed: 

2" 3-ring binder 
Section dividers: 

How To Style 
Classificatory Style 
Persuasive Style 
Elaboration Sheets 
Brainstorming Sheets 
Novel #1 
Novel #2 
TAAS Writing Objectives 

Pocket Dividers: 
How To Style 
Classificatory Style 
Persuasive Style 
Novel #1 
Novel #2 

Handouts Needed: 

Identification Sheet 
Noun and Verb Elaboration Sheets 
Brainstorming Sheets 
Writing Examples of each Styie 

Assembly: 

Step One: Label all section dividers with the 
appropriate name; then place in binder in 
same order 

Step Two: Place a pocket divider behind each of the 
Writing Styie dividers 

Step Three: Place correct handout behind corresponding 
section divider 

Step Four: Fill out identification Sheet and place at 
very front of binder 
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Procedures for Evaluation Writings 

Materiais: 

One transparency containing the prompt. 
Overhead projector. 
Duplicated copy of prompt for each student. 
Notebook paper with pen or pencil for each student. 

1. Have each student take out two sheets of notebook 
paper. TAAS limits length of written essays to two 
lined pages. The students should work within this 
guideline form the beginning. 

2. Place the prompt on the overhead and provide each 
student with his or her copy. 

3. Read the prompt allowed. Do not elaborate - just 
read. 

4. Tell the students they have 15 or 30 minutes (whatever 
amount of time you choose) in which to write the 
prompt. Tell them that you will be walking the aisles 
watching, and everyone who is trying will receive an 
' W for the day. 

5- Walk along the aisles monitoring to be sure students 
are at least making some attempt. DO not answer 
questions. You want to see what they can do. Assure 
them that reasonable spelling errors will not count 
today. 

6. When allotted time is up, collect papers. 

7. Papers should be reviewed by teacher, then returned to 
students for elaboration and rewrites. 

8. After rewriting and grading, papers shouid be filed in 
students' individuai writing folders. This is an 
important step; both teacher and student wiil be able 
to assess improvement throughout the year by looking 
through the files and comparing earlier and later 
papers. 
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SPECIFICITY 

Have the students close their eyes and mentally ̂ 'take 

a picture" of what they see when you pronounce a word. Say 

the word flower. Have students open their eyes, cautioning 

them to remember exactly their mental pictures. Ask one 

student what he or she saw when you said the word flower. 

The student might say he saw a rose. Ask him or her what 

color rose he or she saw. Next, ask whether it was a 

fresh, unopened bud, a rose in peak bloom, or a wilted 

yellow rose with a slimy stem. Foilow this procedure with 

several other students, getting images of other flowers and 

colors. 

Explain to the students that the person reading their 

paper does not see the correct image unless the write 

describes the image to him or her. You can continue these 

activities with other practice words as long as students 

enjoy realizing how vague their writings usually are. 

This exercise must, however, be carried over to the 

ciass reading of papers from the opaque projector. For 

example, a student describes what he or she does when he 

comes home from school. The paper reads, ̂ 'I usuaily come 

in and put my books away and have a snack." Snack is a 

general word. We must know whether he or she eats a 59 

cent bag of Fritos and drinks a cold Diet Coke from the can 

or whether he or she eats a cold, juicy red apple and 

drinks a giass of low-fat milk. You will be surprised at 

how quickly students pick up this concept as they read 

their papers from the opaque projector. 
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ELABORATION SHEET 

Specific Images for Nouns 

List in the first column below all of the nouns that were 
circled in your written composition. Then, in the second 
column, begin writing words that best describe the noun you 
have used. Remember to tell what kind and describe the 
noun. 

NOUNS ELABORATION 
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Practice Sheet for Specific Images 

NOUNS 

Worksheet 

List as many descriptive alternatives to the foiiowing as 
possibie. This wili help you feel comfortable using 
specific images when you write. Remember to tell what kind 
and describe. 

Flower 

Telephone 

Car/vehicle 

Desk 

Dog 

Pot or pan_ 

Bed 

Meal 

Boy 

Shirt 

Building 
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ELABORATION SHHET 
Specific Images for Verbs 

List in the first column below all of the verbs that were 
circled in your written composition. Then, in the second 
column, begin writing words that best describe the verb you 
have used. 

VERBS ELABORATION 
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Practice Sheet for Specific Images 

VERBS 

Worksheet 

List as many descriptive alternatives to the following as 
possibie. This wiii help you feel comfortable using 
specific images when you write. 

VERBS RESPONSES 

Yell 

Drive 

Eat 

Hit 

Stand 

Try 

Say 

Write 

Cook 

Cut 

Steal 

Dance 
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INTRODUCTION 
Explain 

Step #1 

Step #2 

Step #3 

CONCLUSION 
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HOW TO PAPER OUTLINE 

Paragrraph 1: Write a creative/fun introduction which is 
aimed at getting the reader interested in reading the paper 
and actually performing the procedure. 

In this creative/fun introduction you must indicate 
the topic and quickly iist materials needed, 

This paragraph should be three to four sentences in 
length. **Do not begin or use '•^1 am going to..." or ̂ 'This 
paper is about..." 

Paragraph 2: Tell what materials are needed. First, just 
list them. In the foilowing sentences, explain where to 
get them, what brand, what size, amount, etc. (refer to you 
graphic organizer Step 2) . 

Paragraph 3: You wili explain the steps needed to 
complete this procedure. The steps must be in correct 
order (see your graphic organizer Steps 3 and 4). 

In explaining these steps, you must use figurative 
language (similes, metaphors, or sensory details). This 
information is found in your graphic organizer 5tep 5. 

Paragraph 4: This paragraph will present the final 
product. Work on being creative/fun in this paragraph. 

Paragraph 5: (Conclusion) This paragraph should reflect 
the creativity/fun that is in your introduction (and, 
hopefully, paragraph 4). You must be certain to restate 
the topic. 

**Each paragraph must have an introductory sentence as well 
as a concluding sentence. 
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HOW TO GRAPHIC ORGANIZER 

TOPIC: 

Step 1: List all materials 
needed 

Step 3: List steps needed 
in doing task 

Step 4: Number steps in 
correct order 

Step 2: Extend - where to buy, 
what brand, quantity, the cost, 
color, etc. 

Step 5: Extend steps by using 
similes, metaphors, and/or 
sensory details 
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'̂ HOW TO" WRITING RUBRIC 

SCORE 1 
Brief steps explained in process 
Sparse, general ideas, or just list steps 
Poor word choice 
No transitions 
Illogical ideas 
Lacks clarity (incomplete ideas) 
Frequent grammatical errors 
Fails to explain steps of process 

SCORE 2 
Few steps explained in process 
Uses extended steps, not elaborated 
Uses only one elaborates step 
Fair word choice 
Some transitions 
Some organization of ideas 
Several grammatical errors 
Minimal attempt to explain process 

SCORE 3 
Uses several steps fairly well explained 
Uses a few steps fairly well explained 
Good word choice 
Good organization of ideas 
Good transitions 
Some grammatical errors 
Good attempt to explain process 

SCORE 4 
Uses several steps very well explained 
Uses many elaborated ideas 
Sophisticated word choice 
Clear organization 
Effective transitions 
Few grammatical errors 
Excellent attempt to explain process 

TOTAL SCORE (1-4) 
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PERMISSION TO COPY 

In presenting this thesis in partial fulfillment of 

the requirements for a master's degree at Texas Tech 

University or Texas Tech University Health Sciences Center, 

I agree that the Library and my major department shall make 

it freely available for research purposes. Permission to 

copy this thesis for scholarly purposes may be granted by 

the Director of the Library or my major professor. It is 

understood that any copying or publication of this thesis 

for financial gain shall not be allowed without my further 

written permission and that any user may be liable for 

copyright infringement. 

Agree (Permission is granted.) 

Disagree (Permission is not granted.) 

Student Signature Date 


