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EVALUATING A CURRICULUM FOR TEACHING THINKING AND WRITING
(Executive Summary)

Mary H. Shann

Th1s repart on the evaluation of the STEPS curriculum for teaching thinking
skills and expository writing is addressed to several audiences: the Waters -
Foundation which has supported development and formative evaluation of the
curriculum; the curriculum developer and her consultants who have sought
ways to improve the curriculum and make it an attractive component of the ..
language arts curriculum for middle and. junior high schols: the teachers
and administrators from the school system who were willing to take risks and
provide a field site for studying effects of the curriculum on teaching
practices and on students' learning; and finally prospective users of the
curriculum whose needs and goals may be similar to those aF the fie?d site,

The STEPS curr1¢u1um involves sequencing a task into manageable steps to:
help students' overcome their 1lack of confidence 1in academic tasks,
especially writing. Worksheets, puzzles, word problems, stories with holes,
and other mysteries are some of the exercises used initially to help
students read carefully and practice sequential thinking in a variety of
contexts. Collecting and examining evidence, and forming and defending
poitions on controversial issues receive major emphasis later in the course.
 Group discussions, brainstorming, organization of ideas, and outlining are .
- done in conjunciton with writing. essays. According to the developer, -
appropriate implementation of STEPS requires that the teacher use keen -
diagnostic skills in a ncn—threaten1ng. supportive environment to promote
the development of students confidence, endurance in writing assignments,
and support for one another's efforts.

It had been difficult to obtain an appropriate field site w1111ng to
- participate in significant program monitoring, interviewing of students and .
teachers, and collecting of writing samples in a pre-post control group
design with repeated measures., A junior high school in an affluent suburb
in the Greater Boston area agreed to participate. Four experimental (n=19; -
13; 17; 14) and two control classes (n=23; 26) were provided. Two
experienced reading and language arts teachers were trained in the use of
the STEPS curriculum. In each of the four experimental classes, they taught
STEPS two days per week in a three-day-per week remedial course for students
who had been evaluated by the school as perfnrming one grade level of more -
below average in reading comprehension and writing skills. In lieu of this
remedial course, the control students took a modern foreign language. Both
experimental and control students took English classes five days per week
which were devoted largely to reading and interpretation of literature. The

control students were more advantaged than the experiemntal students in that -

the former were not judged to be in need of remedial help in the language
arts.



As part of the evaluation design, writing tasks were assinged to the

. experimental classes four times during the school year, and to the control

classes only in September and June. Four students were randomly selected 'ir

... each of the six classes to participate in individual interviews with vrainec
.- .staffers who inquired the next day how the students approached the writinc
-~ assignment, what he/she was thinking at various points, what classroon
- .experiences had been helpful, whether editing was attempted, and how

satisfied the student was with the paper. The 16 students constituted case
studies. of progress in writing over the  school year. ' End-of-course
evaluations were given only to STEPS students, six randomly selected fron
- each -class who were not already part of the special case studies.

- Structured and informal teacher interviews, logs, telephone conferences, and

- class records were also used in the evaluation.

The writing samples were evaluated through primary trait scoring. After
~training and practice trials, interrater reliability among three judges
‘working independently approached 100%Z. Chi square tests revealed that on
the first writing assignment, the control students scored significantly thaa
‘the remedial STEPS students ( = 24.78, df = 3, p < .0001). On the last
‘writing task administered in June, STEPS students averaged slightiy higher
than the mean for the control group, but the difference was not
significant. This was interpreted to mean that the STEPS group benefited
from their instruction for thinking and expressing oneself clearly in
writing, and that the curriculum was effective in closing the gap between
the remedial and the more advantaged college-bound students, :

The interviews with students revealed the procedures and thought processes
they used to attack the assignments. The interviews were also helpful for
pointing out what the students thought were the most beneficial learning
activities; analysis of interview data in conjunction with writing samples
also underscores the strong influence of interest and prior knowledge for
students' success in a writing task. End of course evaluations provided
more holistic views from students about the STEPS curriculum, much of which
was - complementary and most of which was very insightful. Even remedial
students can reflect carefully on their needs and express them to an
interested listener. Conversations with teachers and more formal interviews
were used to ask about many of the same issues from the teachers'
perspectives. '

Recommendations are provided on several issues: on curriculum development;
on. teacher training; on improving students' learning and proficiency in
“ writing: and on marketing and dissemination of STEPS. One of the greatest
benefits which teachers cited from participation in STEPS was their
- heightened sense of protessionalism. :

Appendices are included which illustrate questions for the evaluation design

‘and sources of information, the writing tasks, primary trait scoring scales,
‘writing process interviews, and student and teacher interviews. ‘
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EVALUATING A CURRICULUM FOR TEACHING THINKING AND WRITING

Mary H. Shann

Boston University

PART I.: CONTEXT FOR THE EVALUATION

INTRODUCTION

This document provides a report on the evaluation of
STEPS, the Waters Foundation Curriculum for teaching thinking
.skillsyénd expository writing. The data for this evaluation
‘repaft were’cclleeted during the 1983-84 academic Year, a time in
the evclutlen of the STEPS curriculum when the purposes and shape
of the curriculum were crystallizing, when firm institutional
commitments ensured a eaaperat;ve f;eld site for testing the
curr;culum, and when prev;aus STEPS evaluations and research on
teaching and learning enabled us ta focus new efforts on informed
quest;cns with promising technigues for inquiry,

,Th;s account is the first major repart‘an the evaluation of
STEPS in five years, Initial sections of the report attempt to
summarize the maturation which has taken place in the STEPS
;urriculum since 1980, the history of implementation at previous
Eielé sites, and the results of earlier formative evaluations of
1@ STEPS pProgram. Then, the design and rationale for the 1983-84

'valuation are presented. Multiple sources of information were




'ﬁsed to geterm;ﬁe how the STEPS curriculum was usea; whét was

ach;eveé and why. Next, the results are presented and é;scusseduf
  £1nally, :ecammendat;sns are given for further refinements in the

Vmaterlals and for the Publication, marketing, and éisseminatién of

STEPS nat;cnally.




. BACKGROUND OF STEPS DEVELOPMENT AND IMPLEMENTATION

Mrs. Falth P. Waters 1aunchea the STEPS curriculum in 1975

“As a reading spec1al;st in a Boston area secondary schaol; she was

7r:=anrgnted dally with students who were unable to meet the

kacadem;c expectat;ans of their cla ses. Using her experlence as a’
J“ teacher, dlagnastlclan, and adult learner, she designed an -
’V;nterdlsclpllnary, process cur:;cuium to lmprave her stuaents'
 sk11ls in oral and written eammun;cat;cn, critical thlnklng, an&
prablgm solving. Mrs. Waters nameﬂ the curriculum “Sequent;al
f’ :hinking for Eéucatianal Problem Solving," fitting it to the
a_iaercnym "STEPS" which reflected her systematic and direct approach
: to diagnosing and responding to learning difficulties.

'Starting with what the student does well, the STEPS approach
,invelvéS'sequeneing a task into manageable steps to overcome the
l,stuQEﬂt's lack of confidence and "blocking" which may have
resulted from previous, often repeated failures. Worksheets,
f&j§uzilesg word problems, math problems, stories with holes, and

23_@ther myster;eg are some of the exercises used initially to help

: wstuaents read carefully and practice sequential thinking in a

 var;ety of contexts. Collecting and examining evidence, and

“forming and defending positions on controversial issues receive
~ major emphases later in the course. Group discussions,
‘H“hraiﬁstieming, organization of ideas, and outlining are done in

'izéanjunctian with essay writing. Appropriate ir~lementation of



]

STEPS requirés;éﬁét the teacher use keen diagnostic skills 1n a:
nan—threaten;ng, suppertlve environment to pfemate the develapment
'féf stuaents' confidence, enduran:e,'and stamina, as well as thei:“ 
'suppgrt for one another.

By September, 1979 Mrs. Waters had developed the STEPS
curriculum mate:;als and documented the teach;ng/learn;ng
strategies suff;c;ently S0 that cther teachers could be tra;ned to
rse the pregram. Two schcals agreed to pilot test the STEPS
cu::xculum;' Dne was the alternat;ve high school in a wsrk;ng
class, urban cammun;ty adjacent tg Boston where Mrs. Waters had
first tried STEPS. The second school was a public junior high
school in an affluent suburb west of Boston. What both field
-sites had in common were STEPS classes of ninth graders sca:;ng
}€twa or more Years below grade lEVel on standard;;eﬂ tests of
‘reading achievement.

At this point in vhe history of STEPS development, it was
apparent that more extensive implementation and field testing of
STEPS would require substantially more financial support and would
be aided considerably if the materials were ready for commercial
production and ma:kefing. The next time field testing and
,fermat;ve evaluation took place was the 1983-84 academic year,
whgse results are the subject of the present report. 1In the
inter§3ning years between 1980 and 1983, Mrs. Waters revised and

refined the curriculum extens;vely using feedback from tea:her%
~and advice from curriculum consultants, other experienced

eéucata:s, and prospective publishers.

11



The revlsed draft of thé cur:leulum no 1cnger emphaslzed its

9;_ ?braad ;ntegdissipllnary applications but focused more on ;ts
}jplacement in the language arts sequence. Literature cempanents

ffmlqht be joined to ‘the STEPS Gurriculum hut the major claim wauld[;

“be the develapment of think;ng strategies for ~approaching a
| ﬁafie,y of acaaemlc and real life problems systematically and with .
confidence., Students 8§ success would be shown in wellsa:ganlseﬁ

effective, expository writing,

12
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RESULTS OF PREVIOUS STEPS EVALUATION

The 1979-80 evaluation of the STEPS curriculum was
exploratory and formative in nature, consistent with the early
stages of development of the curriculum. The plan for the
evaluation was an equivalent time samples, quasi experimental
design with repeated observations in each of four treatment
groups~~two teachers in different schools using the curriculum
a4 one-semester course in both the first and second semesters of
the academic yecar. As noted earlier, the two school districts
which offered pilot sites for the STEPS ecurriculum differed

drammatically in socioeconomic status, but in all classes the

tested two or more years below grade level on standardized readi

tests.

classes: interviews with steps students; the evaluator's and Mr
Waters' notes from classroom observations: notes from telephone
conversation with STEPS teachers; minutes from staff meetings;
written communication to the evaluator from STEPS teachers; the
teachers' logs and Mrs. Waters' comments on those logs; and the
students' test papers, essays, and written responses toc a
questionnaire soliciting their evaluation of the course. The

- evaluator read and reread the information from the variety of

sources to determine points of consensus, to check the perceptio:

13



of one group against another, and to "test” alternate hypotheses
through the data to determine which ware best supported by the
data. In examining the data, the evaluator questioned wWhether
different patterns emerged, perhaps owing to differences in
demographic profiles of the two communities; degree of student
choice in téking the course; teacher experience with STEPS;
teaching style in other courses; or openness of the larger school
environment. In this evaluator's judgement, the two school sites
and the two teachers could be readily distinguished on any of the
characteristics above. Yet several important trends persisted,
regardless of the field site, the teacher, the interviewer, or the
source of information.

Students claimed to be more active participants in STEPS
classroom activities than in the other courses they take, even
courses with the same "STEPS" teachers teaching other subjects.
The students noted the growth in their abilities to tackle more
difficult writing assignments--knowing how to get started,
organizing ideas, and expressing their thoughts more fluently on
paper. STEPS students remarked that they liked being able to
discuss their ideas with classmates; it helped them to clarify
their thinking, consider another point of view, gather new
information in support of their own position, and present and
defend their own thinking more effectively and in greater

detail.

14



Teaching strategies associated with these outcomes were noted
by teachers and students alike. Sometimes the students could say
only that steps teaching is different, without being able to
explain the nature of the difference. However, teachers noted
clearly how the STEPS curriculum fostered or reinforced clear
patterns of behavior for them: breaking down difficult tasks into
manageable pieces; using practice exercises to illustrate thought
processes or develop fluency of words and ideas; noting the
sequence of steps; creating an environment in which it was "0OK" to
make a?d correct mistakes, and encouraging students to help others
and in the porcess help themselves. The currciculum placed the
teachers in a demanding but highly safisfying role, and made them

more conscious of their teaching behaviors.



THE STEPS EVALUATION DESIGN FOR 1983-1984

Rationale

The 1983~84 academic year marked the first time in the
development of STEPS that a comprehensive and controlled
evaluation of the STEPS curriculum could be done. Objectives for
the curriculum had matured with an expressed focus on writing as
an index .. clear thinking. Previous evaluations had relied
heavily on interviews with students and teachers to gauge the
cognitive and affective benefits of the curriculum., It was time
to complement these qualitative approaches to evaluation with a
more objective assessment of the curriculum's effects--a pre-post
control group design using students' actual performance on writing
tasks as the criterion measures.

During the previous year, the STEPS development team had
begun discussions with teachers and administrators at a suburban
junior high school which was considering the adoption the STEPS
curriculum. STEPS became a major component in the language arts
program for eighth graders who needed remedial instruction in
reading and writing. These students took the STEPS curriculum in
addition to their English literature course, but instead of
instructinn in a foreign language,

The school agreed to permit the assignment of writing tasks
to two control classes which would be used for purposes of

comparison; they also allowed that randomly selected students in
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those classes could be interviewed about their writing. More
frequent writing samples and corresponding interviews of control
students would not be permitted. And, in a time of national
debate about teacher effectiveness and merit pay, it was thought
that the purpose of repeated observations of the control classes
might be misinterpreted and thus jeopardize the entire evaluation
effort,

The teachers of the experimental groups, who were involved
regularly in discussions about the curriculum and its ﬁse; did not
seem tp be threatened by the evaluation activities. Extensive
data collection was permitted in the experimental classes. An
cutline of the evaluation design is contained in Table 1. All of
the data was collecteé as planned with the exception of the
classroom observation schedules. The evaluation assistan‘r were
advised to give priority to the collection of writing samples and
the conduct of writing process interviews with STEPS and non~STEPS
students. It was not possible to accommodate the students' class
scheduler for the purpose of interviewing and apply the
observation system as well. 1In addition, a choice had to be made
regarding time for training to score and for actually scoring the
writing samples versus time to train and apply the observation
system. Again the decision was made in favor of the writing
assessment because it was the only opportunity to gather much
needed comparative data on writing performances of STEPS and non=-

STEPS students.

17



The field site available to the STEPS curriculum was a
junior high school in an affluent suburb in the Greater Boston
area. The school's program had two tracts, for college-bound and
non-college bound students. Four experimental and two control
classes would be provided. The number of students in each of
these classes is given in Table 1.

Experimental Classes

There were two experienced reading and language arts
teachers trained in the use of the STEPS curriculum. The adoption
plan called for them to use STEPS two equivalent days per week in
the three~days-per-week remedial course; they would attend to
reading assignments the remaining time. One teacher had one class
of STEPS students while the other taught three STEPS classes, all
at the eighth-grade level. 1In each of the four experimental
classes the students had been evaluated by the school as
performing below grade level in reading comprehension and writing
skills, They were "mainstreamed” with more able non-college=~
bound students in the schoc 's regular eighth-grade English
classes which met five days per week.

Control Classes

The control group was comprised of non-STEPS students in
two eighth-grade English classes in the college-bound tract.

Their English classes also met five times per week and were taught

18
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TABLE 1
OUTLINE OF THE EVALUATION DESIGN

Schedule . Experimental (STEPS) Classes  Control Classes
gu Teacher A Teacher B . Jeacher C
Collection Class 1 Class 2 Class 3 Class 4 Class 5 Class 6

n=19 n=13 n=17 n=14 n=23 n=26

Writing Tasks and
Primary Trait Scoring
September
December
April/May
June

Dl g D et
W el
3 2 € >
T Dl Skt el
>
>

ThinkingyWriting
Process Interviews
(4 S's per class)
September
December
April/May
June

P2 DE
20 D B Dt
2 Dl 2 2C
D W DL

Classroom Observations
with STUDENTS System
in STEPS and non-STEPS
portions of curriculum

October

January

- March
May

2 DR 2

€ g D D¢
g 2
oo P 1
P R St 2l
D e D

Course Evaluation
Interviews ,
(6 $'s per class) X

o
>
>

Teacher Logs and 7
Informal/Telephone X X X X
Conferences

Structured Teacher : —— ——
Interview (May) X X

NOTE.--THE CLASSROOM OBSERVATIONS COULD NOT BE
COMPLETED AS PLANNED

19
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by an experienced teacher. The control students were more
advantaged than the experimen:al students in that the former were
not judged to be in need of remedial help in the language arts.
For both experimental and control students, instruction in English
classes was largely devoted to reading and interpretation of
literature. The experimental students had remedial assistance
with STEPS, while the control students used a comparable amount of
time in their academic program for instruction in a foreign
language.

Questipns Addressed by the Evaluation

Improvements in the STEPS curriculum, clarification of its
goals, results of previous evaluations, and the availabilitv of an
optimal field site all helped to sharpen the focus of the
questions which could be asked by the 1983-84 evaluation. The
types of questions for 1983-84 moved from the realm of description
and general inquiry toward the level of identifying what learning
experiences were associated with improved thinking and writing and
why. 1In addition, some comparative analyses could be used since
control classes were available for the first time. A list of
questions which guided the conduct of the evaluation is provided

in Appendix A.

20
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Sources of Data

Multiple indices were used to gauge the effects of the sTEPS
curriculum and to check percept: about how the curriculum was
being used. These included student and teacher interviews;
students' writing samples; classroom observations; and formal and
informal conferences with teachers, administrators, and the STEPS
developers. In Appendix A, the sources of data are shown in
relation to the questions which each was intended to address. The
application of these sources, or instruments for data collection,
are also given in the evaluation design outlined in Table 1. The
discussicn of these instruments and the results obtained with

each follows the order in which they are presented in Table 1.

21



PART II.: INSTRUMENTS AND RESULTS
WRITING TASKS AND PRIMARY TRAIT SCORING

From its inception, STEPS was designed as a curriculum for
teaching thinking skills; the emergence of writing as a ecritical
manifestation of clear thinking warranted the efforts which would
be required to focus the 1983-84 evaluation on students' actual
performance in expository writing.

Since 1969, the National Assessment of Educational Progress
(NAEP) has led the way in advances in methodological research and
practice in the measurment and scoring of writing achievement.
The STEPS developers and evaluator agreed to follow that lead.
The NAEP exercises provided suitable models for the creation of
clear writing tasks which might enable reliable and valid results.
Of the scoring approaches applied by NAEP-~holistic scoring,
primary trait scoring, and scoring of cohesion, syntax and
@echanics-sthe method of primary trait scoring provided the best
fit to the use of writing which the STEPS curriculum sought to
develop.

Four writing exercises were developed by Dr. Margaret
McNeill whose expertise includes curriculum development and
measurement as well as project management and supervision. 1In
consultation with the STEPS developer, teachers, and evaluator,

she reviewed the proposed topics and refined the writing tasks.
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Assignments were sought which would build on the interest and
prior knowledge of the students and would stress organization,
thoughtful presentation of ideas and/or persuasion, Topics of the

four exercises and their Primary traits are listed below.

Task 1: Letter on Policy for Watching T.v.

The PTO asked your principal to recommend to parents a
policy about students' watching TV on week nights. Before
he makes his policy, he wants to hear from the students.
Write a brief letter to the principal describing the reasons
for and against allowing students to watch television on
week nights. Then describe what policy you would recommend.
Give reasons for your recommendations.

Primary trait: Persuasion through invention and defense of

a policy that is linked to a balanced presentation of the
pros and cons of allowing students to watch television on

week nights.

Task 2: Essay on Movie Ratings

A rating system now exists for movies. Restrictions are
placed on movie viewers according to age. Write an essay
explaining why you think the rating system is important or
why you think it should be changed. This will be an opinion
essay. Decide whether you want to start with the least
important idea and build up to you strongest. Conc=ider

giving the strongest argument first.
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Primary trait: Expression of an opinion on a social issue

supported by several thoughtful reasons that are organized

to reveal their relative importance.

Task 3: Essay on videogames

Write an essay presenting your opinion on one of the issues
surrounding videogames. Show how the data collected from
the class questionnaire supported your opinion, changed your
opinion, or disagreed with your opinion but did not change

Primary trait: Reasoned pPresentation of an

opinion/hypothesis about social behavior and a clear,
thoughtful discussion of the role of research data in

reinforcing, modifying, or changing the hypothesis/opinion.

Task 4: Recommendation on Class Trip.

Write a letter to the House Leaders describing your
impressions of what New York City offers and of what
Washington, D.C. offers to visiting students. Then indicate
your recommendation for which city or cities should be
included in next year's trip. Give reasons for your
recommendation.

Primary trait: Persuasion through invention and defense of

a4 recommendation linked to a thoughtful discussion of the

alternatives.

24



In addition to the tasks and Primary traits, a rationale wag
developed for the Primary trait, and a general orientation wag
given for scoring, Then, following the NAEP model, a scoring
guide was created, providing detailed descriptions of the
possible scores. The writing exercises angd primary trait scoring
guides for each of the four assignments are given in Appendix B,

Two evaluation assistants were trained by Dr. McNeill in the
use of the scoring Systems. Each of these three individuals
scored every paper indepenéently and the group reconvened to
compare scores. 1In the cases of discrepancies in scores assigned
to a paper, the three discussed reasons for assigning the scores
and came to a concensus on a score for each of the disputed
papers,

Results of the §C0ring are given in Table 2. The time which
would have been required for administration of the second and
third writing tasks to the control classes was considered
prohibitive by the school, so the evaluation design could include
experimental and control group comparisons only on the first and
fourth writing tasks. Chji square tests were used to determine the
significance of differences between the distributions of writing
§cores. (This nonparametric technique required no assumptions
about the shape of the distribution or the comparability of scores
across tasks which the more powerful repeated measures ANOVA would

have required.)



TABLE 2

Percentege Distributions of Writing Assessment Scores for STEPS
Experimental and Control Classes and Chi Sgquare Tests of
Significance of Differences in Group Distributions

Score STEPS Classes Control Classes Chi
. Square
Task 1: n=59 n=46
Letter to 1 66,18 26.1% 24.78
Principal 2 27.1% 41.3% df=3
en TV Policy 3 6.8% 28.3% p<.0001
4 0 4.3%
Task 2: n=57 Not assigned
Essay on 1 43.9%
Movie 2 47.4%
Ratings 3 7.0%
4 1.8%
Task 3: n=52 Not assigned
Essay on 1 32.7%
Video 2 51.9%
Games 3 11.5%
4 3.8%
Task 4: n=58 n=40
Reccmmenda=- 1 33.3% 37.5% N.S.
tion on 2 38.6% 40.0%
Class Trip 3 21.1% 10.0%
4 7.0% 12.5%
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The Chi square for significance of differecnces in the
distributions of STEPS and control group scores on the first
writing activity was highly significant, at p<.0001. Examination
0f the percentage distributions for task 1 in Table 2 shows that
the control group posted significantly more scores at the upper
ratings than the STEPS group,

The differences are also shown in Table 3, where percentages
from the raw score points are grouped according to the score
interpretations employed by NAEP: scores of 1 or zero were
considered be "below marginal,” and scores 2, 3, and 4 were
termed "marginal or better." Not surprisingly for a group of
students judged to be in need of remedial assistance in reading
comprehension and writing skills, the STEPS students had 66.1% of
their group earning "below marginal" scores at the beginning of
the school year. On the same task, the more advantaged students
in the control classes included 73.9% who achieved scores which
were "marginal or better.”

The fourth writing task was administered at the end of the
academic year, in June, 1984. On this task, there were no
significant differences between the STEPS and control students.
In fact, the STEPS group had a slightly (but nonsignificantly)
higher percentagns of students scoring at "marginal or better" and

"competent or better" levels on task 4, as shown in Table 3.



TABLE 3

Comparison of Writing Assessment Scores for Eighth-Grade STEP:

Classes and Control Classes with 1973

National

] and 1978 NAEP Data for
Samples of l3-Year-0lds

Assessment Not Rate- Below Marginal Competent
able Maraginal or Better or Better
Scores (0) (1) (2,3, &4) (3 & 4)

i - == TR = e e = i = o i ——e
Source Task 1: Letter to the Principal en TV Viewing
Date Policy; September, 1983
STEPS Classes 0 66.1% 33.9% 6.8%

(n = 59)
Control Classes 0 26,1% 73.9% 32.6%
(n = 4¢)
Source Task 4: Letter to House Leaders on Recommenda-
Date tion for Class Trip; June, 1984
STEPS Classes 0 33.3% 66.7% 28.1%
(n = 58)
Contreol Classes 0 37.5% 62.5% 22.5%
(n = 40)
Source NAEP: Letter to Principal Recommending Change
Date for School Improvement; 1973, 1978
National Sample 2.9% 28.0% 69.1% 28.4%
(n = 2,552)
1973
National Sample 2.3% 33.6% 64.0% 20.3%
(n = 2,793)
1978
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This result shceuld not be interpreted that the STEPS group
outperformed the more advantaged control students, or that the
control group's performance diminished over the course of the
school year, (omparing performance on similar but nontheless
different writing tasks {1 versus 4) is tenuous at best. A more
defensible interpretation is that the STEpS group benefitted from
their instruction for thinking and expressing oneself clearly in
writing. The "treatments" received by the control students in
their English classes and foreign language classes were not
designed expressly to improve writing skills. It is also
important to note that the STEPS students received the writing
tasks as part of their course and knew that their scores would
contribute to their grades; the control students did not have
similar motivation to perform well. The student interviews
described in the next section were used to probe about the
influence of prior knowledge, interest, instruction, and

situational factors on the students performance in writing.
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WRITING PROCESS INTERVIEWS

STEPS curriculum could help students write more clearly and
effectively but also why and how STEPS might be ac:émélishing this
goal. 1It was decided to interview students soon after their
experience with a writing activity. Interview schedules were
designed to inquire about the student's knowledge ang interest in
the topic, and about the thinking strategies students use in
prepargtien for writing, during writing, and in rewriting, Feur
different writing process interviews wore developed, with most of
the questions specific to the corresponding writing assignment.
In the first ang fourth writing process interviews, additional
general questions were asked about what factors and learning
eXxperiences help students to write more eagsily. The four writing
Proecess interview schedules are given in Appendix C.

As shown in Table 1, the evaluation design called for
thinkiﬁg!uriting process interviews in conjunction with each of
the four writing tasks for the STEPS classes. Four students in
each of the four STEPS classes were randomly selected for
participation in the interviews; each student was interviewed four
times over the course of the school Year. Of the 16 students, two

were transferred, leaving 14 s1EPS students with complete sets of

3u




rriting samples and process interviews. Four students in cach of
the two control classes were also randomly selected for
participation in the process interviews. Since only two writing
samples could be administered in the control classes, only two
process interviews (first and fourth) were used with the control
students.

The evaluator compiled a case study of materiales for each
student selected for participation in the process interviews.
For STEPS students, a set of data included four papers and four
interg}aws; for control subjects, a set contained two papers and
two interviews. The information was condensed to two pages of
notes for each student. The notes were used to check if there
were patterns of factors that made writing easier, more fluent,
more effective. Students' expression of interest and prior
knowledge in the topics were also noted in relation to scores.on
their papers. Special attention was given to the students account

of how he or she approached the assignment, what pre-writing

have helped the student with the assignment, and what the student
thought of his or her finished product. The evaluator returned to
the original interview forms to check whether these responses
differed by topic, over time, among individuals, and between
groups. The analysis was a gualitative process of sifting through
the data, discerning patterns, and checking those trends against
alternate hypotheses to determine which were best supported by the

responses,
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One overriding impression about the writing process
interviews is that students’ accounts of what they wrote in the
letters or essays matched almost verbatim what they actually wrote
on those assignments: (The interveiwers had been trained to take
verbatim responses to all interview questions whenaver possible.)
Thus it seemed that asking students about a writing assignment one
or two days after the assignment was completed might be an
accurate way to find out about the thinking strategies and

activities employed in the writing process.

General Questionsg

The first and fourth interviews asked students to locate
writing as a difficult or easy task among the range of subjects
and types of assignments they had to do in school. 1In both the
STEPS classes and the control classes, there were students who
named writing easiest and most difficult, but most placed it in
between. Without prompting, many of the students would qualify
how easy or difficult writing comes to them; "It depends on the
assignment." These interviews also inquired directly about what
makes writing easier for the students, including characteristics
of the assignment, where and when it is done, and what resources
are helpful. Wwithout exception the students noted that familiar,
interesting topics are easiest to write about. About as many
would like a choice of topic as would have a topic assigned, as

long as its interesting.
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Individual preferences were also reflected in the range of
answers to where they would like to work on an assignment and how
much time they needed. What seemed to be behind the responses for
both STEPS and control students were the concerns about where they
could get help getting started, from the teacher or a parent,
and/or where they could concentrate. If only one class period was
allowed for an assignment, students wanted to take it home if it
was at all difficult. A few very blase students (with
consistently low writing scores) didn't seem to care what
conditions prevailed.

In the first process interview, the students in both groups
seemed tentative in their responses to questions about whether
certain activities and resources make writing easier, like
discussing ideas, looking up information, gathering data, working
by oneself, or looking at other writing samples. Unlike the
spontaneous and immediate responses about interesting, familiar
topics being easier to write about, it seemed that students were
thinking about the helpfulness of the aids to writing for the
first time~-testing the interviewer's prompts against their
writing experiences, and qualifying answers according to the topic

of the writing assignment.
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In the fourth process interview, the STEPS students seemed
to be surer of their answers to these general questions about aids
commentary. In general, individual control students reported the
same preferences as before, but noting that they did not have much
writing experience during the yeaég

The general questions on ease of writing and facilitators to
writing were used only in the first and fourth interviews. With
this exception, all four interviews had parallel structures with
sets of questions on the following issues: interest in and
knowledge of the topic; relation of classroom instruction to the
writing assignment (particularly in interviewe two and three,
relating to movie ratings and videogames); and the individual
thinking, planning, and writing and editing processes the student
used to complete the assignment.

Interest and Knowledge of Topic

Students' responses indicated that their interest in the
topic and the prior knowledge they bring to the assignment have a
great deal to do with their subjective sense of ease in writing.
It also appears that these factors have a great deal to do with
characteristics of the papers they produce, including fluency and
coherence. The fourth writing task, to write a letter to the

house leaders making a recommendation on the class trip for year's
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eighth grader, produced the most fluent and animated writing of
any of the assigned topics. It was clear from the interviews that
their recent experience on the class trip to New York City and
Washington, D.C, was a vivid memory and for most of them a very
positive one. Several students in both the STEPS and control
groups commented that they liked being asked for their opinions
and liked doing the assignment; most of the students were pleased
with their finished papers.

The STEPS students, who could compare the "trip letter" with
the essay on videogames, uniformly noted that the letter was
easier to write because they could rely on their own experience
and "had just lived it." The videogames essay required collecting
new information--others' opinions--and making comparisuvns before
they could proceed with the assignment. Several of the students
expressed having little or no experience with videogames and just
as little interest. However one STEPS student who did very
poorly, scoring all "1's" on the other three writing assignments
did well (a "3") on the videogames essay, probably owing to his
superior knowledge of the topic. He claimed no further interest
in videogames; they were "passe,"” but he had been spending up to
20 hours and $50. per week in a local arcade. His paper read as
though he knew what he was talking about.

The previous assignments on watching television on week
nights and on the merits of thz movie rating system were mildly
interesting to the students, but few expressed strong interest or

lack of interest in the topics. There was a great deal of
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sameness to the positiong voiced on the T.V. policy; "T.V. has
some value, but gct your homework done first." The control
students were simply more articulate in expressing this position
in the first writing assignment. The essay on movie ratings,
given only to the STEPS group, seemed to lend itself to more
issues for discussion. On this topic the interest and prior
knowledge were more variable. 1In all, the topic of videogames was
least interesting to the students and the class trip most
interesting,

Connection of Instruction to Assignment

The second, third, and fourth writing process interviews
included sets of questions asking students directly whether their
classroom instruction affected how they proceeded with the
assignemnts. As should be expected, all of the control students
reported that they saw no link between instruction in their
English classes and the letter writing assignment on the class
trip (task 4). However, one noted that reading literature helped
her to take another's point of view, which was helpful for the
assignment, and another felt that her experience in writing over
the course of the year was probably useful,

Almost all of the STEPS students named several classroom
experiences which were helpful for doing the writing assignments:
taking notes; discussing ideas; "especially the planning;" doing a
rough draft; and, for the videogames essay, "the computer

results." These claims were elaborated in responses to the next
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set of questions on how they approached the assignment, but the
questions relating classroom experiences to the writing
assignments were asked directly at first, to find out where any
help might be coming from--STEPS or some other school experience.

The only instructional aid mentioned which was obviously not
part of the STEPS curriculum was “the triangle." It was explained
to the evaluator that language arts teachers throughout the junior
high school use the figure to help students think about a writing
assignment from three different perspectives--the writer, the
audience, and the content itself. It appeared that some STEPS
students used the approach to advantage in the first writing
task, but difficulties arose in later assignments when other
planning techniques were introduced in the STEPS curriculum.
Thinking in terms of triangles while creating lists of pros and
cons or focllowing guidelines for data collection and
interpretation produced some dissonance for at least some of the
STEPS students. Apparently the students did not feel free to
vary their approaches to planning and pre-writing.

It was clear from students' responses from that classroom
discussion had an influence on the direction, fluency and clarity
of their writing. Most often that influence was positive.
However, there may have been some detrimental effects. For
example, there were a disproportionate number of students in one
class who missed the point of the first assignment. As noted in

Appendix B, they were supposed to advise the principal what policy
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to recommend on students' watching television on week nights.
Instead, they argued who should make that policy, the school or
the family. It is most likely that the classroom discussion lead
them off the track of the original assignment, even though the
task was given to the students in writing.

Experience in the Writing Process

In all four sets of interviews, students were asked how they
first reacted to each writing assignment, how they got started,
what were the subsequent steps, whether this process was what the
student normally did, whether the student "got stuck" at all, what
kind of editing the student tried to accomplish, and whether the
student was pleased with the finished product. This
"metacognitive" ability to think about thinking and discuss the
experience of writing was the "common denominator" in the last set
of questions on the interviews.

To the extent one can be sure with such cumbersome
qualitative data, it seems clear that this metacognitive ability
to reflect on the processes of thinking and writing is closely
related to performance on the writing tasks. Interviews of
control students who scored "competent or better," (3 or 4),
revealed confident, articulate responses about how they approached
the writing assignment and what they were trying to accomplish.

It should be noted too that interest and prior knowledge of the

topic were also satisfied in these cases.
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The overriding impression from the interviews of STEPS
students, after the importance of interest and familiarity with
the topic, was the increase in their ability to reflect and
comment on what they were doing as they progressed through each
assignment and what they were trying to accomplish, especially by
the third and fourth interviews, It was evident that the Planning
and prewriting activities were critical components of the gain for
these students,

Some other STEPS students who were not so successful in
improving their writing performance, as scored by the primary
trait écering method, nevertheless became more fluent in their
writing. They had more to say, but they missed the main point of
the task. These students also had more to say in the later
interviews about the Processes they used, but they seemed to be
reciting newly familiar, but not thoroughly understood strategies,
As noted in the previous section, some of the students tried to
apply "the triangle" to whatever writing they did, even if new
Planning strategies interfered with the old tool,

Most of the students in both the STEPS and the control
groups were clear about what they were trying to accomplish with
each piece of writing, even from the start of the school year.

The only qualification should be Placed on the videogames exercise
which required a series of subtasks and was perceived as a

contrived project by some of the students.
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Another consistent finding was that students in both
experimental and control groups did very little editing beyond
correction of punctuation and other mechanical errors. Only a
few spoke of moving paragraphs around or changing the order of
ideas and arguments. This finding persisted throughout the school
year for both groups. It would be important for teachers to note
whether this was a constraint imposed by limited class time,
limited writing time, limited readiness of the student, limited
opportunity for the teachers to review so much writing and offer
feedback--or whether students were not taught to think of editing
their writing in more than superficial ways.

F.rally, most of the students most of the time reported
that they were pleased with the way their writing had turned out.
Very few students criticized their final papers to their

interviewer.
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COURSE EVALUATION IKTERVIEWS

The writing process interviews, whose results were discussed
in the previous section, had been designed to probe into the day-
to~day teaching and learning activities which influenced students'
performance on the writing tasks. 1In a sense, the process
interviews asked "micro” lavael uestions. As a complement to
these interviews, more global, "macreo" laevel gquestions were
tsed in end-of-course interviews to find out how students
evaluated their broader learning with the STEPS curriculum. The
end-of-course interviews had Provided very helpful insights in
previous STEPS evaluations. It was decided to continue the same
general format, because it had been 80 sucessful and because it
might enable some limited comparative analysis between current and
previous STEPS classes.

~ Two students were randomly selected from each of the four
experimental STEPS to participate in the end-of-course interviews.
Students who had participated in the writing process interviews
were excluded from consideration because they had already devoted
considerable class time to being interviewed and because we wanted

responses that did not presume the interviewer's knolwedge of



pPrevious information. The final course evaluation interview wag
iﬁdividually administered to 16 STEPS students. No effort wasg
made to interview the control students because comparisons between
STEPS and English or foreign language instruction were not

appropriate,

students take; ang studentg! recommendations Yegarding future uge
of the curriculum,

Perceived Purposes of the Course

major component in a remedial language arts course for eighth
graders in the junior high sechool Providing the fielqd site. The
students did not identify the "STEPS" curriculum under that name;
instead, they called the remedial course by the title "Reading-

Writing Workshop." The questions in the section of the interview



The students offered a variety of responses regarding the
purpose of the course, but almost all were consistent with the
objective for STEPS expressed by the curriculum developers.
Students saw the course as one which was supposed to help them
with writing, problem solving, reading, analogies, and mystery
problems. 1In response to the next question asking the students to
explain how they would describe the course to a friend, the
students elaborated on their responses to the previous question.

A few saw the course as "an easier English class,” or a course to
help you with English class,"because here they teach you how to
write and in English they assume you know how." Almost all of the
studentr injected personal evaluations of the course when they

responded to the description for a friend.

It's not like other courses., It's a lot different.
There aren't as many tests. She helps us out a lot.
We do a lot of writing, 75 pages per week, but it's

not that much.

It's easy but not a pushover. It's easier than a
foreign language. It helps with writing skills. 1It

easier because you do a lot of things together.

You do writing assignments, read plays, do logs. Some
days it's just boring. Other days she works us really

hard.
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I liked it., 1t'sg interesting. fTeaches you a lot,
It's hard, a lot of writing, thinking about what
you're writing, vYou can't just write it out; you must

use a rough draft and Planning to get into the story.

It's a course to develop your skills in English, 1It's

interesting, but not that interesting,

You do trick problems, rcad 75 pages cach week, then
. do a log. You do writing assignments every three
weeks, It'sg stupid that you need to do that triangle

for writing., It never helps.

It's very helpful. 1t really is, If you have
problems in reading , writing, or problem solving, it

helps. 1In other courses too.,

Almost all of the students said that their teachers
described the course to them at the beginning of the year. A few
couldn't remember. Almost half of the respondents offered that
the teacher continued to remind them of the purposes of the course

and particular activities as they went along,
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1t was important to STEPS developers to find out how the new
curriculum would be fitted into the school's program. They wanted
to know at an operational level how the teachers fit the STEPS and
non-STEPS pieces together since it had been agreed that the STEPS
curriculum would be only two-thirds of the new course. The STEPS
developers alsc wanted to know if the students were able to see
connections between the various components of the course. The
line of questioning was important as a way ¢f monitoring just what
was the nature of the treatment which the students actually
received. (This information was especially needed because the
classroom observations as envisioned in the evaluation design
could not be completed.)

It was discovered in the first few interviews that students
had difficulty assigning percentages to gauge the time spent on
different activities; their figures did not approximate 100%, or
they simply couldn't respond. Instead, the interviewer asked
students to rank order the emphases on reading, writing, thinking,
or any other activity. With very few exceptions, students rated
reading as the most frequent activity in the course and writing a
close second. One of the students who noted greatest emphasis on
writing explained that the reading they did for the course was
completed as homework, not during class time. Thinking, planning,
and problem solving activites were combined in a category which

received third most emphasis in the students' estimation.
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The students were asked to 1llustrate the Categories of
activiiiés—sféading, writing, and thinking-«wjith specific
examples., For reading activites, the stUdents named reading
books amad plays aloud, reading at home, ang answering questions op
worksheets. For writing, they listeq writing tasks and other
STEPS writing assignments as wel] as "doing our reading logs"
(summarizing their reading from the hight before or the Previous
week). All references to Specifjc thinking activities given by
the students could be recognized as STEPS pProblems, exercises, and
activities. When asked if there were connections made between
these areas in the course, one student gaid the connection between
reading and writing should be obvious, and one ecouldn't understand
the question despite several rephrasings, However, almost all the
students felt there were very few connectiong made between the
reading, writing, and thinking Components ©f the course. Reading
and problem solving were connected, as were the planning and
writing activities on specific asgingments. But there were no
connections between the two major components of the course,
reading and writing.

Finally in this group of questiong, the students were asked
to describe a typical class period, There Was striking uniformity
in their responses to this questiop. Virtvally all the students

mentioned thejr reading logs as the activity whiech took up the
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first 10 to 15 minutes of each class, i.e., writing swimaries of
what they had read at home since the previous class. It was
apparent from their explanations that what followed depended

largely on what unit they were doing in the STEPS curriculum.

"It's all premeditated. Come into class. Work on
reading logs. Start working on a writing assignment
or prepare for a test. We do group work on opinion

topics (preparing for writing). It varies a lot."

"We'd start off Tuesday and Thursday doing reading
logs. Then, depending on what we're into —- writing

or problem solving == would be the rest,"

"Grab your reading log. Write what you read or when
you plan to finish (75 pages per week). Then we have
writing assignments which we discuss with friends. 1If
it's due and your're on your rough draft, the teacher
gives you a lot of choices. You can take it home or

work after school.

"We'd write a log, then we'd find out about the rest
of the day. Usually we'd have a discussion before

writing a story, like with drunk driving."
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Self Evaluation of Benefits from the Curriculum

improvement in Reading and Writing

In the next set of questions, the students were asked
whether the Reading/Writing Workshop (the title by which they know
the course) had helped them in reading, writing, thinking or
problem solving, and if so, how. A few mentioned "careful
reading," and "looking for clues," but most cited improvements in

writing. Their responses were sure and detailed.

"Writingl. The process of discussion helps. You get
hold of a subject before your going to write so you
know well what to say. You have something to say
instead of aimlessly going into a topic and not get

anything out of it except a grade."

"It helped my writing in English and in science. 1It
gives you ways to study and outline. With writing
assignments, we learned how to Plan out the main idea

of the story."
"It helps me write better. I understand more what I'm

writing. The problem solvings help me plan ocut what

I'm doing better."
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"I can understand what we're writing and how to go
about it. The course gave me the notion of

audience."

Transfer Value of Course Outcomes

Fully three-guarters of the students interviewed for course
evaluations claimed that the Reading/Writing Workshop helped them
learn better in other areas of the school program. Almost all of
these students named help for their English classes, and several
mention help for science and for social studies, Some cited
specific skills such as writing, note taking, putting vhings into
categories, and organizing ideas. Others named specific

agsignments or topics within other courses: the Romeo and Juliet

assignment in English; the El Salvador/Central America debate in
Social Studies (to debate "based on sound facts"); social studies
journals; the assignment on Russia.

Only four students responded negatively to the gquestion
about the transfer value of the course. One could only note that
books read for the Reading/Writing Workshop course counted for
English too. Another explained that "You don't do problems like
that in other courses." Both of these students contradicted these
responses in the next set of questions on affective outcome of the
curriculum when they noted the course made writing assignments
easier and helped with "thinking up ideas, pre-writing, and

Planning." It may be that these two students did not understand
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the concept of transfer value. The remaining two students who say
there was no benefit to other areas in or out of school were
students whose entire interview responses were very negative about

school in general.

Affective Outcomes of the Course.

It has always been important to the STEPS developers to
assess the affective outcomes of the STEPS curriculum. Indeed,
the promotion of a positive attitude toward learning and the
development of a positive self-concept are major underpinnings of
the Waters curriculum. The set of questions on affective outcomes
inquired about improvements in the students' confidence in their
academic abilities, motivation, stamina for more difficult
assignments, and independence in learning, as well as decreased
fear of writing and reduced stress in the process of writing.

Even students who claimed there were no positive benefits from the
curriculum in the previous sections responded positively with
extended responses to the questions on affective outcomes. One

such student responded:

"Before I'd never make a plan first before writing.
Now I do.... Oh, yeah! On pProblems, I'd try really
hard to do them, then ask (but not give up).
(Regarding ease of writing) the plan makes it easier.

If I have a good topic, I can do it. We've had good
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topics all year except videogames,...Yeah, I'm more
independent now, in other classes too."
As noted in the previous section, 75% of the interview
respondents had evaluated the course as one that helped them with
the cognitive skills in reading, writing, and problem solving.
All of these students also noted affective benefits from the
course but they were careful not to make sweeping claims for the
course. Their answers were tempered, qualified, and usually
focused on performance in writing, as illustrated by the following

responses.

"I know I can write better and it's a lot
easier....Yes, if there's something hard 1'11 try it.
If I mess up, it's OK. (Regarding becoming more
independent as a learner) Yes, The teacher helps you
but she doesn't give you the answer. You really have

to think about what you want to say.,"

"Yes. When I got stuck before, I didn't know what to
do. Now I know how to look back and see the facts.
(I'1l try more difficult assignments) but it depends
on the topic. Some are boring.... Once 1I get started,
I can stay with it. (I'm more independent) in some

ways, but I still need help with problem solving.

<t
-
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"Now I don't geot frustrated with writing. The course
make it easier to write on a subje~=t you don't really
want to do. You look at it and think of good ideas to
write. (It's made me more independent) because
usually you want the teacher to tell you the answer.
She won't tell you but says 'go back to page 10 and
find the answer,' She will tell you if you really

can't get it yourself."

Teaching Style with STEPS

Students were asked if the STEPS course was taught
differently from the other courses they take. All but one of the
respondents indicated that there was a difference. Asked to
say what that difference was, two students who could not explain
the nature of the difference but insisted that the course was
taught differently. Most of the students' answers portrayed a
supportive, relaxed atmosphere in which the teacher provides a
great deal of individual and group assistance as well as several

options for completing assignments.

“It's nothing like .... She gives us help; makes it
easier. She helps us make lists of things to put in

writing assignments. She helps us plan it."



"In most classes you have to be qujet, This one ig

more relaxed,”

"This one's a lot different. Most of the time other
teachers just give directions and tell us to go to it.
She (STEPS teacher) will take a whole period to
explain a writing assignment. She gives us more time

to write and explains more."

"The teacher can always come around and help us
individuals., 1In some other courses if You raise your
hand, the teacher tells you to Put it down. I like
this because if 1 need help she can come right to me.
The course needs teachers wil abilitjes in how to help

students solve problems."

"In this class You get more time to talk. In other
courses you can't ., Also, in other courses you don't
get choices. Here You can be flexible. You have the
freedom to chose where and when you will finish the

assignment."

"Yes, definitely. There's more independent work. The
teacher will come around if you need help but she
doesn't stand at the chalk board the way they do in

most classes, We work a lot in class, so there's not

(o |
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much homework, I like learning independently, The
teacher is there to help. 1In other classes and at

home there's no help from a person who knows."

The teacher's ability to be patient and explain in detail
were characteristics most frequently cited by the students as

important ones for a teacher of the STEPS course.

"He doesn't rush the classes. He explains in detail

. and helps individuals."

"The teacher has to have a lot of patience. The
people she talks to are having problems. In other
courses the teachers don't worry about students'

questionsg.”

It had been the evaluator's Plan to inquire if the students felt
their STEPS teachers used the same or different approaches in
other classes they taught. However, none of the students in the
interview sample had their STEPS teachers in other courses as

well.
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gtudent Interactions in STLPS Classes

The course evaluation interview included a series of
questions which were designed to ingquire if students were using
each other as resources for learning, and not just relying on the
teacher for information, as they would in a traditional classroom
environment. Previous evaluations of the STEPS curriculum in both
traditional and alternative schools had shown that the STEPS
curriculum promoted very positive student-~to-student interactions
in the views of the STEPS students. That effect was considerably
aiminished in the 1983-84 STEPS classes.

Most of the students said that the way students treated each
other in the STEPS Reading/Writing Workshop classes was no
different from the way students responded to each other in other
classes. Only a handfrl of students did think there was a

difference which each characterized in the responses given below,

"You can talk to other kids while you're working.
It's good to hear what other kids have to say. 1t
helps to hear how others figure out problems. That

doesn't happen in most the the courses I take.,"

"There are cliques in the school. In this class they

mix."

oy |
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"Yeah, kids help each other a lot in this class, Some
things are easier for some kids and they'll help. 1In

other courses kids keep to themselves."

"Yes, everyone's friendly., The teacher won't tolerate
picking on someone. We don't make fun of students for
making mistakes. We all make mistakes. Also, you can

pick up certain things from the students.”

H variety of class arrangments were used for instruction in
the STEPS classes, and almost all of the students commented that
they changed depending on what assignments they were working on at
the time. The most prevalent arrangement appeared to be
individual work--on essays, reports, and reading assignments. The
next most frequently used arrangement was full class discussion
(usually in preparation for a writing assignemnt) or reading a
play aloud (an activity which was not part of the STEPS
curriculum). The students did work in pairs, but only
infrequently, and then on puzzles or worksheets. Small group
arrangments of three or more were almost never used, but the class
sizes were small.

While some of the students described a different kind of
student interaction pattern in STEPS classes as compared to their
other courses, the majority of students described the STEPS
classroom in terms of teacher-dominated classes discussions and

individual work. Data collection as prescribed by the original

E’ i
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evaluation design would have enabled more thorough and objective
investigation of the classroom interaction patterns which took
place in STEPS classes., However, the STUDENTS obmervation
schedule which is shown in Appendix E was not administered as
planned. The evaluation assistants met resistance from the
teachers over the heavy demands on class time which the evaluation
design seemed to require., Even though the observation instrument
should not have diverted considerable class time to its use,
especially after the students and teachers were accustomed to the
presence of the observer in the classroom, the evaluator and STEPS
develops agreed that it was more important to secure teachers'
commitment to the collection of writing samples and the conduct of
the writing process interviews.

Initial efforts were made to use the STUDENTS observation
system with STEPS classes., The few trials which were completed
reflected the pattern described by students in the course
evaluation interviews. One sample shown in Appendix E illustrates
a class in which the teacher was orienting students in full class
discussion to prepare for individual work which occupied the
second half of the class period. Another sample reflects a
pattern of individual work followed by full class review.

However, it would not be appropriate to characterize the nature of
instruction in STEPS classes with such limited observation. The
data is included only for the purpose of illustrating what the
observation schedule might reveal if it were used over an extended

period of time.
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Students’ Recommendations for Course Improvement

In the final set of questions on the course evaluation
interview, students were ask 1 if they would make recommendations
regarding the size of the class, the content and relative emphasis
given to each area or gkill, and the numbér of class meetings each
week. Regarding class size, almost all of the respondents were
satisfied with the class size they experienced with the course.
One student whose entire interview had a decidedly negative tone,
said:, "No, he'll maybe get to you once."” But another student in
the same clasg felt the size was small enough to get personal
attention from the teacher. "He always has time for kids. It
gives you more confidence knowing someone is there." These two
students had been selected at random from the largest class
(n=19). Not only did the majority think that their classes were
small enough, most felt that getting personal attention from the
teacher was important, particularly for writing assignments.

The students' most and least preferred activities in the
course varied considerably. They mentioned specific problems,
puzzles and analogies in no particular pattern. Since Unit VII of
the STEPS curriculum included a course evaluation form addressing
some of the same questions, the individual responses are not
tallied here. (See Appendix F.) However, two major themes were
apparent. There were several intense criticisms of the reading

logs as part of the course,.
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"I hated the reading logs, Get rid of the reading
logs. Most of the kids just read the back of the book

anyway. The teacher never quizzes us on the books."

Another simply emphasized: "The reading logs have to go.!" oOnly
one student mentioned the reading logs as an activity she liked.
"It's not too much to read 75 pages a week."

The other major theme which wasg apparent in the studentsg'
unprompted recommendations for changes was the choice of topics
for the writing assignments. Several noted that it is important
to choose interesting topics and made specific reference to the
videogames assignment as uninteresting and/or unimportant.

Regarding the relative emphasis on various areas covered by
the course, most felt the distribution was "cx," There were four
requests for more time on writing, one for more time on problem
solving, and three for less time on reading. As to the frequency
of class meetings, all but two felt that meeting three times per
week was "good the way it is." one student who did not want to
take the course at all would have lowered the frequency to two
meetings per week. The other student liked the course very much
and wanted the class to meet five times a week.

In general, the students were agreeable to being interviewed
and thoughtful in their responses. Most were consistent in their
responses, but a few were not. The interview schedule included
several cross checks and opportunities to verify or expand on

students responses, so most inconsistencies could be clarified.

,‘ i
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INTERVIEWS AND CONFERENCES WITH TEACHERS

Perceptions on a variety of issuesg related to STEpS development,
implementation and evaluation. These opportunities included:
semi-structured interviews with the evaluator; notes from staff

meetings; informal conversations at the field site; ang extended

materials in ways that would be attractive and usefyl to schools.
For financial ang practical reasons as well, the implementation of
the STEPps curriculum during the 1983-84 academic year was limited
to one field site offering four classes taught by two STEPs
teachers. No one in the system had used the STEPs curriculum
before.

The teachers who agreed to try the curriculum were
experienced language arts teachers who were pPositively rated by
their principal ang other colleagues, They were "risk takers" as
shown by their willingness to try the STEPS curriculum, They were
1180 motivated to improve what they felt had been an inadequate

-ourse for eighth~grade students who were in need of remedial
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assistance in the language arts. The teachers noted that they
were interested in using the STEPS curriculum but also wanted to
include reading assignmerts and some vocabulary work in the new
course too.

After a year's experience with STEPS, the teachers remained
attracted and committed to the STEPS curriculum, its philosophy,
goals, and approach to teaching thinking and writing skills.
However, they expressed continuing discomfort with following the
teacher's manual closely. Both felt that the manual as written
was too confining and too wordy for experienced teachers, They
advocated a more streamlined format with better cross~referencing
to what student worksheets will be used at various points,

Both teachers wanted to use some exercises and worksheet and
exclude others, One was parti:ﬁlafly expressive on this point.
There were "several good ideas, but the materials weren't me. 1I'd
like to be able to draw on materials I could get excited about,
that are engaging to me." But he felt that in some of the present
STEPS exercises, the skills were relevant but the contexts were
inappropriate or silly for eighth graders., The teachers said they
appreciated that their comments were being heard and they looked
forward to the opportunity to participate in the revision of
materials.

It was apparent to the STEPS teachers and students alike
that the reading selections for the Reading/Writing Workshop were

not well coordinated with the STEPS portion of the course. Both
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teachers wanted to make more careful selections of reading
materials for the second year of implementation in their school,
the 1984-85 academic year.

The teachers saw benefits for the students which they
attributed to the STEPS curriculum but one in particular would
have liked a "more formal pretest at the beginning of the year to
see where the kids were starting from. The comfort level test is
OK for the kids, but the teachers need a more objective
assessment."

The strongest and most pervasive theme in the interviews and
other coversations with teachers was the sense of professionalism
and collegiality which they felt was promoted by their involvement
in the STEPS curriculum development and implementation. The
"biggest plusses were teaming with another teacher; having time to
preview materials and talk about their use with other
professionals; being encouraged to reflect on how things were
working; seeing research on curriculum advancements and where
STEPS fits in; and gaining the confidence of the administrative
folks." One teacher very hesitantly and then directly
acknowledged the financial compensation for the summer workshops
as a benefit she appreciated. The other offered that the STEPS
manager played a very "important and legitimate role, checking in
periodically to see how we were doing., That was helpful talking

to her about individual lessons."



Curriculum Development in New York city, March 1984, ang the

Jrt!

Internationa Conference on Thinking hosted by Harvargd Graduate

School of Education in August, 1984, At the former meeting, the
development and evaluation of a thinking skills curriculum; the
teachers attended with support from the Waters Foundation., 7The
latten meeting was attended Dy the two STEPS teachers and several
of their colleagues who were also interested in learﬁing more
about current Programs and research on improving Students' skills

in higher order thinking. fTheir participation was encouraged and




RECOMMENDATIONS

These recommendations from the 1983-84 evaluation are being
provided formally in August, 1985. However, it is important to
note that much of the infcrﬁatien was relayed before the formal
report could be delivered, and the developers have already begun
to respond to the suggestions. 1In addition, it should be noted

that the STEPS development team had come to some of the same

curriculum evaluator.

The recommendations are grouped according to their primary
emphasgis: urriculum development, teacher training, or
dissemination of the STEPS curriculum. Several of the

recommendations pertain to more than one category.

On Curriculum Development

1. Explain more clearly in the teachers' manual the
purposes of the various exercises in the STEPS
curriculum, particularly those in Units II and III.
Retain only those exercises, puzzles and problems which
promote a skill central to the purpose of the unit.
Encourage teachers to select from various options a set
of exercises which they feel will be appropriate for

promoting the desired skills with their students.
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Choose the topics of writing assignments with utmost
care. The interest and Prior knowledge which the
students bring to a writing assignment appear to be the
most important variables affecting their Performance on
any writing task. No single assignment will appeal to
everyone, and it ig Sometimes appropriate to Cchallenge
students to research and write about new issues,
However, for poor writerg, topics enabling optimal

performance should be uged frequently,

Retain writing assignments in the curriculum which seem
to have worked well. Former students' papers can be
used anonymously to illustrate good and poor writing,
The continuity will also enable comparative analysis

across cohorts of students in the system,

Consider using one of the NAEP writing topics as a
regular part of the STEPS curriculum, so that
comparisons might be made between the writing
pPerformance of STEpPS Students and a national reference
group. Meaningful comparisons cannot be made

on different writing assignments. fThe NAEP assignment
for 13-year olds would be appriopriate for STEPS
students, "Imagine that your principal asked for

Suggestion about how to make things better in your

b5
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school. Write a letter to your principal telling just
ONE thing you think should be changed, how to bring
about the change, and how the school will be improved by

Use the computer application for data collection and
file management in the STEPS curriculum only if certain
conditions are met: the research and writing project is
clear and cohesive, and the thrust of the assignment is
understood by the students; the computer equipment is
accessible to the STEPS teachers and students when it it
is needed; a resource person who is experienced in the
application of the software is available to help the
STEPS teachers prepare and conduct the computer sessions
until the STEPS teachers can act alone; the computer is
seen as a tool to facilitate the research and writing
project and not just a diversion from the main purpnses

of the course,

Coordinate instruction in word processing with the
STEPS curriculum, optimally Unit IV, so that students
will be able to edit their writing in more than
superficial ways without the tedium of copying and
recopying by hand. Word processing is the computer
application which appears to have great potential for

enhancement of writing with the STEPS curriculum,
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OnfTeach@z Training

7.

Continue the involvement of STEPS teachers in the review
and revision of the curriculum materials. This practice
promotes the teachers' sense of professionalism, sense
of commitment to tho curriculum, as well ag their
insightful appraisal of the materials. Their
Participation in curriculum revision ig likely to lead
to more accomplished use of the materials, These
experienced and committed STEPS teachers can serve as

master teachers to new STEPS teachers.

Alert teachers that some students are not selective
about prewriting strategies which can be useful with
various kinds of writing tasks. Some of the students
have tried to apply two or more guidelines for the same
assignment, and dissonance ensues. Their writing
appears confused and their oral accounts of what they
were thinking suggest confusion as well. Teachers
should emphasize that there are a variety of ways to
Plan and organize ideas, and the method should depend on
the assignment. Reflection on the Planning Paradigm(s)
should be a part of the class discussion in which ideas
are shared for a particular assignment. Teachers should
discuss with students how different plaﬁnipg schemes are

helpful for different writing assignments, e.g., list of

67



school., Write a letter to your principal telling just
ONE thing you think should be changed, how to bring
about the change, and how the school will be improved by

it.”

Use the computer application for data collection and
file management in ¢he STEPS curriculum only if certain
conditions are met: the research and writing project is
clear and cohesive, and the thrust of the assignment is
understood by the students; the computer equipment is
accessible to the STEPS teachers and students when it it
is needed; a resource person who is experienced in the
application of the software is available to help the
STEPS teachers prepare and conduct the computer sessions

until the STEPS teachers can act alone; the computer is

project and not just a diversion from the main purposes

of the course.

Coordinate instruction in word processing with the
STEPS curriculum, optimally Unit IV, so that students
will be able to edit their writing in more than
superficial ways without the tedium of copying and
recopying by hand. Word processing is the computer
application which appears to have great potential for

enhancement of writing with the STEPS curriculum,
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Pros and conz; "the triangle” for encouraging differant
points of view on the same subject; and an outline of

the chronology of events,

1f the students Are ready, and the time permits,
teachers should be tavght to teach rewriting skills

with STEPS, Students have benefitted freom instructien
in planning and Prewriting, but their editing of rough
drafts hag been limited almost exclusively to correction
of mgehanicgﬁsspeliiﬁQ, Punctuation, and capitalization,
Of course, this is an issue for curriculum development
as well. 1In addition, major editing woulg be much mox.s

feasible if the students had access to word processing.

The STEPS teachers should be made more conscious of the
benefitg of student-to-student interactions in their
classrooms. Previous evaluations of the STEPS
currciulum have shown that rtudents learn from hearing
other studente *’plain a problem or a solution. 1In
these sarlier student interviews, it “as found that
hearing other studente think aloug how they solved
Problems was very helpful to many students. Uge of the
STUDENTS observation schedule to moniter what kinds of
classroom interaction Patterns take place would be
helpful not only for program monitoring but also for

training teachers to encourage student participation.
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On Marketing and Dissemination of STEPS

11.

12,

There is avidence that the STEPS curriculum is effective
for improving students' skills in expository writing and
that it seems to be placed appropriately in a language
arts sequence, However, 1f other areas are joined to
the STEPS curriculum, the additions should be made only
if they are consistent with the major thrust of the
STEPS curriculum. STEPS students were aware that many
skills contributed to writing and problem solving but
they were appropriately critical of activities which

bore no relationship to other parts of the course.

The STEPS developers should try to implement STEPS in
schools which promote staff development, encourage
colleagial interaction among teachers and have the
support of a building administrater. If the curriculum
is to survive it must find a legitimate place in a
school's program, gain the support of a team of
teachers, two or more, who axe trying to improve

curriculum and who have the support of their principal.
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. QUESTIONS ADDRESSED BY THE EVALUATOR




QUESTIONS ADDRESSED BY THE EVALUATICK

rggggr§§ﬁgu§itig§

Regarding student performance and learning processes!

1.

5,

6.

Is the STEPS curriculum effective in improving
students' performance in expository or persuasive
writing?

What thinking strategies do the students employ
in preparation for writing, as vell as during
writing and rewriting?

Do tl.e thinking strategies students employ change
over the course of the year?

Whdt teachipg snd learning experiences in the
STEPS curriculum are seen by the students

as enablers for improving thinking strategies
and for writing?

bow long must the STEPS curriculum be used, and
with vhat intensity, before improvements can Le
noted in students' thinking strategies, vriting
performance, and in their confidence in undertaking
writing assignments?

Does any improvement ip thinking etrategies and/or
increase in writing proficiency during

the STEPS program transfer to students' performance
and confidence in undertaking assignments

io other courszes?

Regarding teacher behaviors and classroom interactions:

7.

9.

Hov closely do the STEPS teachers follov the
curriculus guide; what additions, omissions, or
other changes would they recommend in the suggested
activities; wvhat is their pace of instruction?

When they use the STEPS curriculum, do teachers
adopt different styles from those they employ in
teaching other subjects?

What teacher-to-student snd student-to~student
interaction patterns take place in the STEPS
classes; how do these differ from patterns
observed in other classes with the same teachers?

2

Spurcgﬁg{ Data

Writing Tarks and
Primary Trait Secoring

Student Interviews
on Thinking and
Writing Frocesse:

Gtudent Interviews
on Thipking and
Writing Procesces

Student Interviews
for Course Evaluation

‘Writing Scores;

Student Interviews;
Tascher Intervievs

Student Interviews
for Course
Evaluation; Teacher
Conferences and
Intervisve

Teacher logs;
Tescher Conferences;
Teacher fotervievs.

Student Intervievs
for Course
Evaluation; STUDENTIS
Observation system;
Teacher Intervievs

STUDENT Obssrvation
Sysrem; Teacher
Intervievs



A (cont.)

QUESTI0ONS ADDRESSED BY THE LVALUATION

Regarding teaching behaviors:

10,

11,

12.

bow 16 the time apportioned among var{ous
instructionsl sctivities in STEPS and non=STEPS
classes?

Hov long must teachers use the nev currfcuylum
before they are confident in using 1t? What initial
training and continuing assistance must te provided
to ceachers?

What kinds of teachers shoula be encouraged to try
the STEPS curriculum, under what kinds of
cireumstances?

R:girdiug‘;:ﬁggg-widé 1ssues:

13,

How 15 the new program placed in the larger
school program; how many units or credits

Are assigned to the course; is it integrated
with other existing programs of an English or
lapguage arts Sequence; how is the new
curriculum announced to parents?

-1
W)

§gurcgwgf,§ita

ETUDENTS observation
Systen

Teacher Lgnfcrence;;
Teacher Interviews

Interviews with
Teachers, Tean
Leaders,

Administrators

Interviews with
Teachers, Tean
Leaders, Department
~eaders snd
Administratore



APPENDIX B

PRIMARY TRAIT SCORING GUIDES

T.V. Watching Letter
Movine Rating Essay
Videogames Essay

Washington Trip Letter
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2 » Describe the iwsue and offer a minimally

Kt

' Systamatically describe the issue and defand a clearl

n,zsu

7 an ] _defanded olicy or opinion.
Some papere might give an elaborage discussion of the issue, but the
policy suggested is a personal one, derived partially from the argu-
ments but not really helpful to developing a mchool-wide Approach,
In other papers the reasoning tends not to be developed; all compo-
nente are present but are in a sketchy, skeletal, rudimentary form
that is basically a bars outline. Others are disjointed or the ideas
are not related (the policy does not address the issues; the policy
does not take into considerstion value asz a school=wide policy).

In other papers the writers' point of view of the issue dominates
the discussion of the issue, giving a skewed picture of the igsue
even though all components are present.

* Dascribe the issue and defend a policy. In these papars, all of the

conditions of the assignment are at least minimally met. Papers
describe the issue and suggest and defend a pelicy. Reasoning is
used to expand or explain one of the two main elements (the igsue

or the poliey). For example, there might be a detailed description
of a possible policy with reasons for its acceptance or an elaborate
explanation of the problem. Usually one slsmant is well devalopad
while the other is only assartad (or barely mentioned) resulting in
an unevenly developed paper.

Occasionally a "1" paper gives a very balanced, well=-documented
picture of the issues and implies the suggested policy without
stating it outright. The excellent presentation of the issues
carries it over into the catagory demonstrating competence.

/ _reasoned policy.

These papers would have all the positive elements of "3"'s with these

additions:

= The description of the issue and the policy would clearly be linked
to each other.

= The policy would be a logical step from the discussion of the issues.

=~ Both pro's and cons of television watching would be presented clearly
and substantiated by illustrative examples, clear reasoning, etec.

~ irhe letter would suggest sensitivity to the pProcess of establishing
such a policy.

= The letter casts the ideas in a systematic structure.

~J
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(b) Position statement is contradicted by the evidence,

(¢) Fosition statements but no related support--often these papérlr
merely reiterate their stand in various forms.

(d) Position stataments preceded or followed by elaborate introduct
(e) Position statements followed by arguments and appaals not cannq
to the crucial issues.

(f) Position statements but the paper goes off tangentially into
realm (clarifying terms, personal gripes, etc.) l1

2 = Define a point of view and offer a minimal defense. These papers &

state or strongly imply a position but either give only one reason

if developed) or give 2 o more reasocns that are undsveloped. Bcore

"2" papars often consist of a chain of undeveloped arguments., Unii
score point "1" papers, the arguments in score point "2" papers ars
to the position they've taken. Some score point “2" papers might |

both a clearly stated position and developed arguments, Dbut they A2
not demonstrate the ability to develop a coherent Paragraph in =
support of A topic sentence; the development of the arguments in t'
papers 18, therefore, confusing to the reader.

3 = pefine and defend a point of view. These papers make their pﬁlitﬁl

and present several well developed arguments in support of their p
The position can be supported through evidence or appeals to generds
to experience, or to social, economic, or personally held values,
papers reflect the ability to develop a coherent paragraph in supp
a topic sentence. They do not, however, demonstrate adequately th
to organize the paragraphs into an overall organizational framework.
discernable to the reader. e
Systematically define and defend a point of viaw. These papers iﬂ!
of the characteristics of score point "3" papers. In addition, thi

present their arquments in a rank ordered organizational framework
discernable to the reader through the use of transitional sentencs
phrases, or words, and/or linking of topic sentences. If a paper ma
of the criteria for a score point "4" paper except that it was pre
in a clear organizational framework other than rank order (e.g. by

of argument), it could still receive A score point of "4".

~1




PRIMARY TRAIT SCORING GUIDE
"Movie Rating" Eesay

Topic: A rating system now exists for movies, Rastrictions are placed on
movie viewsrs according to age. Write an essay explaining why you think
the rating system is important oy why you think it should be changed.
This will be an opinion essay. Decide whether you want tO Btart with

the least important idea and buila UP to your strongest. Congidar giving
the strangest argumant first,

Primary Trait: Expression of &n opinion on a social issye supported by
Several thoughtful reasons that are organized to reveal their relative
importance.

Rationale for Primary Irait: Students can derive the diraction for their
Papers from three key statements in the topic: "Explaining why you think
the rating system is important er why you think it should be changed;"
"Deacide whether YOou want to start with the least important idea and build
Up to your strongest; consider Putting the strongest argument f£irst;" and
"Thie iz an opinien sgsay. "

«The "or" clauses of the first statement Buggest that students should
nt of } (

their point of view is that they're undecided), "Explaining why...*

Fuggests that students must back up their opinion with reasons. Implicit in
the second statement is the need to have Several arguments to back up their
pesition, 1In addition, the statement calls on students to devalop an organiza-
tional framework for their arguments: from least to most important or most

to least important. The final statement alerts students that the primary
emphasis of thig writing will be expressive rather thanp Persuagive. Ag &
result, students should concentrate on being truthful and honest to the

writer "voice" rather than on focussing on the feelings, thoughts, or
responses of the audience.

General Scorin Rationsle: 2 Position must be clearly taken in the Paper: the

~ position can be for, against, or undecided. Support may consist of avidence
and/or appeals to general truths, to axperience, or to soclal, econcmic, or
Personally held values. The Support must be consistent with the position
and be of at least moderate length to demonstrate competence (scale point "3v),
Excellence is achisved hy demonstrating the ability not only to support epinien
with thoughtful, v = -28ented arguments, but by presenting those arguments
in an order reflec: . of their importance to the writer that is made apparent
to the reader throuzh transition Phrases, signal words, and/or topic sentences.

Scoring Guide Categories:

0 = No response.

1 = Do not define and defena A point of view. Some of these papers have not
explicitly or implicitly taken a position. Others may contain a thesis
Statement or clearly imply a position but do not give several supporting
reasons to develop their arguments. Some typical score point "1" papers
Present:

(a) Attitudes and opinions about related social issues without a clear
Statemeant of Position-~theses include f:i--ilaating, uncontrolled
Statements of opinion showing ne concern for taking a stand and
S3upporting ie,




PRIMARY TRAIT SCORING GUIDE

*vidso Games" Easay

Topic: Write an essay presenting your opinion on one of the issues surrounding
video games. Show how the data collected from the class guestionnaire
supported your opinion, changed your original opinion, or disagreed
with your opinion but did not change it.

; Trait: Reasoned presentation of an opinion/hypothesis about social
behavior and a clear, thoughtful discussion of the role of research data in
reinforcing, modifying, or changing the hypothesis/opinion.

Rationale for Primary Trait: Students can derive the direction for their papers
from two key statements in the topic: "...presenting your epinion on one
of the issues surrounding video games;" and “Show how the data collected
fran the class questionnaire supported your opinion, changed your original
opinion, or dissgreed with your opinion but did not change it."

The first statement indicated that students should choose only "one
position on an issue about video games; "presenting your opinion” Buggusts
that the opinion should be clearly expressed and possibly elaborated upon
for the reader.

The second key statement, "Show how the data...supported...changed your
original opinion...," suggests that the original opinion should be stated
in such a way that it can be confirmed or refuted by data {probably as a
prediction, hypothesis, or question). The second statement also calls for
an analysis/discussion of the data as it affects the studant's original
opinion. The relationship of the data to the original opinion must there~ .
fore be clear to the reader. )

Since the topic calls for the presentation of an opinion and its verfica-
tion through data analysis, this paper is more concerned with clarifying
the thoughts of the writer and informing the reader than with persuading
the reader. AS a result students should concentrate on being truthful
and honest to the writer “"voice" rather than on focussing on the feelings,
thoughts, or responses of the audience. '

General Scoring Rationale: A position must be taken in the paper and must be

stated in such a way that it can be corroborated by data, In a competent
paper, the writer's ratiocnale for the original opinion will be conveyed. '
In addition, a discussion wust be included about the degree to which the
data supports the initial position and why. To demonstrate compentéence
(scale point "3%) all of these components must be present and adeguately
elaborated. Excellent papers (scale point "4") will not only include,

all of the gualities of a scale point "3" paper but will be able to pull
these elements together into & coherent organizational structure that

makes the parts of the paper work together as a whole (through the use

of transition phrases, topic sentences, etc.).

Scoring Guide Categories:

0 = No respcohse.

1l = Incomplate presentation. Some of these papers have not made their opinion
clear. Others may present a discussion of data that does not relate to .-
the cpinion. The papers svidence poorly organized or controlled thinking
through the failure to form clearly related arguments or discussions.

Some typical scale point "1" papers present:

ey
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ESSAY ON VIDEO GAMES

TABY: Write an assay pPresenting your opinion on one of the controversiesn
surrounding video games and show how the data collected from the
class questionnaire supported your opinion, changed your original
opinion, or disagrees with your opinion but does not change it.

PRE-WRITING: a) Choose ane of the controvarsial questions about video games
that interests you

b) Think about hoe you feel about the question. Write down your
opinion.

€) Make a prediction about what the data will show (it might be
the same as your opinion).

d) Collect and analyze the data frem the quastionnaire that
relates to your controversial question.

®) Revige or expand your opinion basad on the data.

PLANNING: Develop an outline of how you are going to organize your eg8ay. Be
certain to include:

a) The gueation you are addressing

b) Your original opinien/position on the question and your final
opinion if it has changed.

c) What the data indicates about your original position (does it fully
support it? partially support it? disagree with it7)

d) Elaboration (Why do you think this finding is true or how the data
influence you to change your position; or why the data doss not
change your opinion even though it disagrees with it)

ROUGH DRAFT: Prepare an essay from the outline you developed.

REVISION: a) Criticize your rough draft: it is clear? is it complete? Have
I fairly represented the data? Have I expressed my positien and
described how the data supported it or influenced it clearly
enough so it will make sense to scmecne elsa?

b) Check your draft to be sure that: . :

the data you're presenting relatass clearly to your opinion

You analyzed the data carefully and presented it fairly (you

didn't ignore parts of it because it didn't agree with your position)
You gAve specific raasons for the position you're taking after
analyzing the data.

- your points all clearly relate to your topice.

€) Have someone slge read your paper and give you suggestions if you
have time :

EDITING: Try to have no more than 3 technical errors (grammar and spelling);
consult with a dictionary or someone else to help you with this.

FINAL COPY: White-line paper pen, alternate lines

Rough Draft Due:
Final Copy Due:
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(a) Opinion statement is unrelated to the presentation and discussiop of data,
{(b) Opinien ig contradicted by evidence with no titempt to explain differenca.
(c) Opinion Statement is elaborated Upon but data i not referred to.

(d) Opinion is statea, minimal attention ig given to related data, but a signy-

ficant portioen of tha Paper goas off tangentially into another realm (clari-
fying terms, personal gripes, etc.)

faper components present but m ==y developed. fThe line of thinking, with
Qpinian':gggimint'Ehd'diiéﬁisién'af data, is clear te the reader. However,
the presentation of the thinking ig incomplete. Either the opinion statement
is not clearly Presented or supported or the data analysis ig sketchily

developed. Some typical score point "2" Papers may present;
(a) a thorough analysis of the original opinion and minimal attention to the
data analysis (though what As presented is germane) .

(b) & thorough analysis of the data but no reasons given for the writer's
initia} opinion~~gither implied or explicitly stated.

(¢) clearly Presanted but completely undeveloped opinion and data analysis.

(d) clearly presented opinion and data analysis but no denonstratjon of al.lizy
to develop a coherent Paragraph in support of a tOric mentence: the develop-
ment of arguments and explanations in these Papers 13 therefore . fusing
to the resadsr.

Paper components developed. These papers make their opinion clear and present -
several reasons for their position. In additien, they present adequate explana-
tions of any differences between tha data and their position or work data that
supports their positiocn inte their paper. These Papers reflect the ability to
dovelan » eoherent paragraph in support of a4 topic sentence. They do not,
fieuver, demonstrate adequately the ability to organize the paragraphs into

an overall organizational framework clearly discernable to the reader. 1t is
Potsible zor a scale point "3" paper to have a s0lidly supported opinion

Btatement and thorough explanation c. vhe dats and then a waak or rPoorly con-.
nectez ==ncluding paragraph.

Paper components s Stematically develcred. These papers include ail of the
characteristics of scale point "3 papers, éxcept that, while scale point "3"
Papers' explanations may be adequate, scale point "4" papers' explan:- - -

of data must be sharply focussed and ¢srilete, In addition, they - - ~iese
componants in an organizational framework that can be definea 57 the reader )
through the use of transitional Sentences, phrases, or words and/or linking of
topic sentences. ’
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« Paper compon

+ Pag

{a} attitudes and opinions about gelated issues-=thess include Ziee
floating, uncontrolled statements of opinion==without a recomendas
tion relevant to the assignment)

(b} & recommendation but no related support--ocften thess papers mereiy
reiterats their stand in various forms;

{e)} & Féccummendation unrelated to the presentation and dingussion of
Altarnacivas;

(4) & recomtendation contradicted by the discussion with no attempt to
axplain the difference;

{e) a recommendation and minimal prasentation of alternatives, but a
signifie. .2 porticn of the paper goes off tangentially into another
realn {clarifying terms, personal gripes, etc.)

paper components present but Bin imally develcped. The l1ine of thinking,
with the presentaticn of alternatives and & recommandation, is clear to
shs readar. However, the prasentation of the thinking is incomplete.
fither the recommandatich 18 not ciearly presented oI supperted &r the
alternatives are sketchily daveloped. Some typical scale point "27
papers may preisnt:
(s) a thorough analysis ! the recormendation and winimal sttention to

the presentation of alternatives (though what is presented is germane))

(b] a thorocugh analysis of the alternatives but no reasons given for
the writer's recommendation--either iEplied oxr expliratly stated;

(¢} clearly presented but completely undeveloped presentation of altrna~
tives and recommendatiohi

{d) thoroughly stated analysis of alternatives and recosnandation but no
demonstration of ability to develop a coherant paragraph in supports
of a topic sentence; thi dsvalopment of arguments and axplanations in
thase papers is, therefors, confusing to the reader. '

. ®

ancs dsveloped. Thess papers sake their racommandation elci:}ri

and presant several reasons for their position. In addition, they prasent,
an adegquate and clear &hiifs of the alternatives. Their recosmandation -
follows from their discussion of the alternatives. These papers reflect P
the ability to develop a cohersnt paragraph in support of a topic sentence,
They 4o not, however, dsmonstrate adequataly the ability to organize the 1
paragraphs into an overall organizational framevork clearly discernabls to
the reader. It is possible for a scale point “3" paper to have a solidly:’
supported recommendation statepent and thorough snalysis of the tltcrﬂiti?ll
but & weak or poorly connected concluding paragraph. _—

ar Compon pnts systematically developed. These pPapers include all of
the characteristics of scale point "3 papars, except that, wvhile scale
point "3* papers’ discussion and support may be adequats, scale point "4%.
papers' discussion and support aust be sharply focussed and cooplete. In-
addition, they present thess components in an organizational framework. - |
that can be defined by the reader through the use of transitional sentenc
phrasss, of words and/or linking of topic ssntefices. COEs R




PRIMAPY TRAYT scoming guibk

"Washington Trip" Letter

Topic: Hrits a letter to the House Leaders describing ypur impressions of what
Btudents, Then indicate your recommendation for which eity or cities
should be included {n nex: Year's trip. (Give Isasons for your Tecommenation,

Frimary Trait, Persuasion through invention and dafense Cf a recommendation
linked to 5 thoughtfyl discussion of the alternatives,

Rationale fo Primary Traje; Etudents can derive the direction for their papers
o from the three key statements that comprise the topic instructions. 1n
the firat Etatement, “ﬁiiéfibiﬂq your impressionsg of what...offers ts
visiting Students requires the writar to consider what the cities offer
to students in general rather than simply rescting Personally to each
city. 1In addition, the first statement identifies specific individuais
A% the writer's audienca.
* The secong Statement, by &sking the writer to make a recommandation
for action, ®stablishes the Purpose of the letter agp Persuasive. gince
the writer will be trying to eonvince the Houss Leaders to 0110w & Course
of action, awarsness of the audience becomes important. The recommendation
the writer is asked to make is qualitied, Although the vriter creates
the Tecommendation, it BUSt concern a choice of cities to visit next year.
The last statement bakes clear thae the Fecommendation must be Supported
with reasons. In order to be Persuasive, the recommendation ghould
logically foliew the discussion of the alternatives,

Genera] Scorin Rationale; Since the directions for thig exercise seek to elicie
~  reasoned ang systematic methods of persuasion and explanation, papers

should be scored in térms of thess efforts alone. Matters such as tone
or letter form should Dot be weighed 4n scoring. 1In order to demonstrate
competence (scale point "3%) Papers must include an adegquately ¢laborated
Presantation of the alternativaes and & supported Tecommendation. The
Tecommendation will be derived logically from the discussion of the
alternatives gnd will clearly be an axpression of 9roup need, not an
axtension of the writer's wishes. Coherent PAragraphs must be Apparant,
Excellent papers (scale point "4") will not only include all of the
qualities of a scale point "an Paper but will be fully elaborated and
will pull these elements together into a coherent orcanizational structure
Apparent to the reader that makes the parts of the paper work together
&8 & whols (through the use of transition Phrases, topic sentences, etc.)

',Ggigi,eigg'ggiiyz

0 = No respanse.

- Inadeguate

resentation. Some of there papers have not made their opinions
or fieaaﬁ:ﬂéatiaﬁ'tliifa Others may present a discussion of the cities
that simply elaborates on their own attitudes rather than considering them 7
in light of group needs. The Papars svidenca POorly organized or controlled
thinking through the failure to form clearly related argumants or discus-
sions. Some typical scale peint *1~ P2Pers present: -

8}‘4 o




TRITING SAMPLE

This surmar the Uouss Leadere will ¢iscuss this vear's ©th erade trip and make
recommmendations for next year., In particular, they will be considerine wharhayp
to evlit the trin hetwwen Vashinnton, D.C. and *av York City as you did this vesr
or spend the whole time in either “ew York or Washington in order to concentrate
more on one citv, They would 1ike to hear from this year's “th arade students

before they make ALY racommendsations.

Urite a letter to the Housa leaders describing your imoreszions of wvhat Mav York
City offers and of what ‘Iashington, D.C. offers to visiting students. Then
indicate your recommendation for which ceity or cities should be included 4in next

year's trin, Give reasons for your recommendation.
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APPENDIX €

WRITING PROCESS INTERVIEW FORMS

. T,v, Watching Letter
2 Movine Rating Essay
3. Videogames Essay
4

« Washington Trip Letter
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Interviewsr

i Date of Date of Paper
STUDENT INTERVIEW FORM Interview __ hseignment
Waters" STEPE in Writing Curriculum Name - e .
Writing Process Interview I Class __ _ Teacher 7
INTRODUCTION:
"I'm and I'm working with the school to make certain students' needs

in writing instructiocn are being met, My basic Purpose in talking with you is
to ask your help in understanding just how students go about writing. Several
of you ware chosen at random to give us a picture of how different Btudents ap-
Proach and complete writing assignments. 1'1) be talking with sach of you
four/twe times during the year to see how your approaches differ in different
assignments. It will be a big help to us in understanding what actually goes on
while you write, which we can't tell from your Paper by itself. We will bs able
to use the help you give us to make certain that the course you are taking meets
the needs you have in getting assignments done successfully,

1°11 be taking notes during our talk because I'm really interested in what you
are saying,"

-

GENERAL QUESTIONS:

A. Does writing come easily to you?
P: If yes,...do you like to write? Do you write often? Has school
helped make it eaey for you? In what way, stc.
P: If no, ...1t is very difficult for many of us to write...but it seams
to be important to learn...Hag it ever been easier for you?

B. What's easiest for you in school?
P: Wnat pubject is easiest? (If they are having trouble)

C. What's most difficult for you in school?

e T T s T i i " = S e e S ! S ——

Note here cbservations about student's level of comfort, composure, openness and
Approach, etc. during interview as well as any circumstances that might invali-

date this interview.

§7
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D. Whére does writing fit inte these extremes?
Pr Where doess it fit between your response to easiest and most difficult?

E. What is your favorite subject? Why?

-

F. Getting back =c tiriting, what do you find makes Yyou want to write?
P: Are thers times when You really want to write? What are they?

P: Are there times that you are more willing to write than others?
What makes that soc?

G. What makes it easier or harder for you to complete a writing assignment?
(Indicate which came from Probes you used & which were spontaneous)
P: Topic - choose yourself or have it aszigned? '

=~ familiarity with topic or having to look things up?
= interest in topie?

P: Structure of Assignment - it tells clearly what is expected or leaves
it up to you?

P: Where you work on it - in class or take it home?

P: Time you have to work on it - do you need a lot of time? More than
a2 class period?
P: Using resources - does it help you to talk about it wigh people?
- be able to look things up?
do you prefer to work by yourself with your own
ideas?
do you like to look at other writing like itz?

H. What kind of writing do you like to do the bast?

P: letters {give a sampling of probes)
Journal writing
Stories
Opinions
Poatry

Regsarch paper
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I11.

-3 Name

1. Have you ever had a teachsr that really helped make it gasy for you?
P: What did he/she do that made it sasier?

"You just finished writing a paper. 1'd like to Bpand a few minutes talking
with you about your experience with that paper,"

OFINION OF TOPIC

A. 1s watching t.v. during the week & subject you have strong feelings about?
P1 Do you really care about it? (get sense of Btrength of yes or ne)

P: Do your parents care?

B. What is your opinion on the isgue?

C. What do other Pecple say about the issue who might fes) differently from you?

EXPERIENCE WITH THIS ASSIGNMENT

A. Did you have a reaction when you first read the assignment? What was it?
P: Then what?

B. How did you go about actually writing your letter?
P: What did you da first?

P: what did you do next, etc.




F.

G!

g Name

Did you make notes or an ocutline or anything like that Lefore BLarting?
{If not mentionad in B, 1f mentioned, refer to their response in B and
se same probes.)

P: Can you deséribe what they looked like? Were there a lot of them?

P: What did you use them for? Just to get thoughts together? to
organize your paper?

What did you try to accamplish in your letter?

Did you have any problems/get stuck at any point in your thinking or writing?
P: Could you describe what they wers/what happensd?

+ Pi What d4id4 you do?

Did yosu think about how Dr. Schay might react as you wrote the letter?
(12 this was answered in C, just skip over it)

P: 1In what way?

When you got yéu: Paper back the second day, did you make any changes?

P: wWhy did you make them?
(Get an idea of how extensive they were)

P: Would you have wanted to make more changes?

Pid you like how your writing came out?
F: Was there a part or parts you were particularly pleased with?
What was it/were they?
P: Was there a part or parts you didn't like so well/weren't so
satisfied with? What was it/were they?

“THANK YOU FOR TALXING WITH ME; I ENJOYED MEETING YOU AND YOU WERE A GREAT HELP!
1 LOOK FORWARD TO TALKING WITH YOU AGAIN," . . - : R
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Intarviewer et e g et e
- bate of bate of Faper

Assignment

BTULELYT INTERVIEW FORM Interview _

N e R el e it

Waters" STEPS in Writing Curriculum Name —

Hriting Process Interview IT Class L L
IRTROLUCTION

"Hello 7 - It's nice to see you again. In cese you don't recall

my name, I'm + and; as you know, I'm working with the

school to study writing instruction. Today 1'a like to talk with you for
& few minutes about the writing assignment you just completed for Reading
Writing Workshop. 1 really appreciate your taking the time to help us out,

1. OPINION OF TOPIC

A. I understand that the topic of your last paper had to do with your
opinions about movie ratings and restrictions. 1s this a subject you
have strong feelings about?

P: Do you really care abou: it? (get sense of strength of vas or no)

" Pr Do your parents care?

B. What ig your opiniecn on the issue?
P: why?

C. What do other people say about the issue who might feel differently from you?

I1. CONNECTION OF ASSIGNMENT WITH iﬁSTRUCiTIQH
A. The last time we spoke you had written a letter about watching television on

week nights. Did you find this assignment sither easier or more difficult

than that ocne?
P: Why do you think this is so (If they have indicated a difference)

P: Can you think what might have made it easier? (If thy said more difficult)”




2 Hams

Have you been doing a lot of writing in your Reading Writing Workshopy
P: What kinds of things have you been wWriting?

F: How have you felt about the writing vou've been doing in class?
(11 studente have snown a lot of affect in their initial response
to the interview question, you might want to follew it Up right away
by using this probe first) )

Do you think what you've been doing in class influenced how you wrote
the paper you just finighed?

P:  Can you think of any Bpecific examples, like the things you
paid special attention to7

I1I. EXPERIENCE WITH THIS ASSIGNMENT

Ai

Did you have a reaction when you first read the assignment? What was it?
P: Then what?

How did you go about actually writing your essay?
P: What did you do first?

P: wWhat 4id you do next, etc.

Did you make notes or an outline or anything like that before gtarting?
(If not mentioned in B. If menticned, refer to their response in b and
use same prcbes.) ,
P: Can you describe what they looked like? Were there a lot of them?
P: What did you use them for? Just to get thoughts together? to
organize your paper?

P: 1Is this what you normally de? (If not: Why did you de it this time?
and Was it helpful?)



i Namn — N .

D. What did you try to accamplish in your asnay?

E. Did you have any problems/get stuck at any poeint in yeur thinking or writing?
P: Could vou describe what they were/what happenad?

P: What did you do?

F. Did you have some reasons to support your opinion that you felt more strongly
about than others? ‘
P: How did you distinguish between them? (Some of thig might have been
answered in D; if 80, refer back to it before using probe)

G. When you got your paper back for revision, did you make any changes?
: Why did you make changes?

P: What kinds of changes did you make? (Get an ides of how extensive
they were)

P: Would you have wanted to make more changes?

H. Did you like how your writing came ocut?
P: Was there a PArt or paArts you wers particularly pleased with?
What was it/were they?
P: Was there a part or Parts you didn't like so0 well/weren't 1)
satisfied with? What was it/were they?

“"THANK YOU FOR TALXING WITH ME; YOU WERE A GREAT HELP AGAIN! 1 LOOK FORWARD
TO TAILKING WITH YOU IN A FEW MONTHS. HAVE A NIcE HOLIDAY!"

Note here observations about student's level of comfort, composure, openness and
approach during interview as well as any circumstances that might invalidate -
this interview.

- . o 2 T —— e T S ——
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Interviewer . e

Date of Date of FPaper
Interview ___ Assignment
Waters' STEPS in Writing Curriculum Hame — e , o
Writing Process Interview III Claas e Teacher
INTRODUCTION
"Hello « It's nice to see you again. 1In case you don't recall
my name, I'm + and, a8 you know, I'm working with the schoesl

to study writing ingtruction. Today 1'd like to talk with you for a few
minutes about the writing assignment you have just baen working on for Reuding
Writing Workshop. I really appreciate your taking the time to help us out,

OPINION OF TOPIC

A. I understand that the topic of this last paper had to do with your predic-
tions about how people feel and bahave towards videogames. Is the subject
of video games something you have strong feelingas about?

P: Do you really care about it?

B. What was your prediction about videogames?
P: Why?

C. Did you find that the responses to your questionnhaire differed at all from
your prediction?
P: In what way(s)?
P: How do you account for that?

e I e S o W e o o P S i e -

- - - o T 2 s TS I s S S S G S . e o g e i

Note here chservations about student's level of comfort, composure, openness
and approach during interview as well as any circumstances that might invalidate
this intarview.
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Z Name

Il. CONNECTION OF ASSIGNMENT WITH INSTRUCTION

A. The last time we spoke you had written a paper about movie ratings and
restrictions. Did you find this assignment on videogames either easier
or more difficult that the one on movie ratings?

P: Why do you think this is so (if thay have indicated a difference)

(If their general response to the probe does not include the following,
ask them as probes:
= Which topic interested you more?

~ Which topic did you have more to Bay about? Why?

- Did the other work you've done in the course make a differsnce in
how hard or easy this assignment was for you?)

B. Have you been doing a lot of writing and organizing for writing in your
Reading Writing Workshop in the last month or twG?
P: What kinds of things have you been writing?

P: How have you felt about the writing you've been doing in class?
[If students have shown a lot of affect in their initial response
to the interview question, you might want to follow it up right
away by using this probe first)

C. Do you think what you've been doing in class influenced how you wrote the
paper you just finished or are just finishing?
P: Can you think of any apecific examples, like the things you paid
special attention to? :

IIX. EXPERIENCE WITH THIS ASSIGNMENT

A. At what stage of your paper are you right now?
P: First draft? Completed paper?




3 Hame

B. Did you have & reactien when you first neard about the research assignmerns?
What was it?
P:  Then what? (Did you keep on fecling that way or did your feelings change?)

€. How did you g& [or are you going] about actually writing your essay?
P: What did you do first?

P: What did you [will you] do next, ete,

[Note to Interviewer: when re-copying, please include any of these Comments
that answer other questions under the appropriate qguestions as well)

D. Did you make notes or an outline or anything like that before starting? [I1f
not mentioned in C. 1If mentioned, refer to their response in C and use same
probes.]

P: Can you describe what they looked like? Were there a lot of them?

P: What did you use them for? Just to get thoughts together? to organize
your paper?

F: 1Is this what you normally do? [If not: Why did you do it this time?
Was it helpful?]

E. What did you try [are you trying] to accomplish in your essay?

F. Did you find it difficult making a prediction?
P: Why do you think this was so?




;i. Did you have [are you having] any Problems/get

' G.. How did

N

: ‘gaufgé*ébgu: keeping track of th
- from the questionnaires you collected?

H.  [use one of the following questions]
You mentioned earlier that the results o

prediction, How did you go about using that information in ye

e data that pertaine

P: 'Did you fing it easy enough to Hrité~ab§ut?

or

You menticned earlier that the results from the questionnaire differea from .

your prediction and you told me why you

- about using that information in the pape
can ask, Did you use the explanation yeu
¢ Did you find it easy enough to wri

- thinking or writing?
P: Could you describe what they were
P: What did you do [will you do]?

thought that was so.
r [If they're not fo

4. to your tapi:

How aig You go
rtheoming, you

gave me? 1If not, why not?]

te about?

[are] /what happened?

*J. What role did the computer Pplay in writing your paper?

P: Was it helpful?

* This questioen is only for students in the

computer sections

S

Stuck at any point in your




Name

K Did you [will you] have any opportunities to revise ‘your paper?’ What were
. they (will they be)? o ,
" . P:  Did you [uil; You] make changes? Why those particular changes?
P: What kinds of changes did you [will you] make? [get an idea of how
extensive they were or will be] ,

P: Would you have wanted to make more changes?

‘L. Do you like how your writing came [is coming) out?
P: I there a part or parts you are particularly pleased with? What is
it/are they?

P: 1Is there a part or parts you don't like smo well/aren't so satisfied
with? What is it/are they?

"THANK YOU FOR TALKING WITH ME: YOU WERE A GREAT HELP AGAIN! I LOOK FORWARD
TO TALKING WITH YOU IN A MONTH OR SO. ARE YOU GOING TO WASHINGTON NEXT WEEK?
&E rm! n



<~ Interviewer = - ST N T e
LT e e , Date of .~ Dpate of Paper
STUDENT INTERVIEW FORM = Anterview. _ . o Assignment _

'ﬁitngFVSIﬁPS in Writing Curriculum Name _

~ Writing Psééess Interview IV . Class ___ y _ Teacher
INTRODUCTION
“Hello ., - It's nice to gee You again. In case you don't recall
my name, I'm : ‘ ¢+ and, as you know, I'm working with the

‘ school to study writing instruction. Today I'd like to talk with you for

-~ a few minutes about the writing assignment you just completed in Reading
Writing Workshop/English. 1 really appreciate your taking the time to help:
us out. ~ = :

I. GENERAL QUESTIONS:
A.. Back in September You indicated to me/Mrs. Morash that writing daesfééesnfff;

come easily to you. Is that still the case?
P: (1f different) What do You think accounts for the change?

B. 1In September you also indicated that was easiest for you in
school. 1Is that still the case?
P: (If different) what is easiest? How do You account for the change? .
C. You also indicated that was most difficult for you in school. -

Is that still the case?
Pz (If different) What is most Aifficult? How do you account for the
change? )

D. (Ask if you can't already tell from the responses to questions A=-C)
Where does writing fit into these extremes?
P: Where does it fit between (C & B responses)?

- = - - - g . S Sl 5 o~

Note here cbservations abeout student's level of comfort, composure, openness, and

Approach, etc. during interview as well #s any circumstances which may invaiidatt»,‘fff

this interview.
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A E. Is -‘ 1“ sti1; your favorite gﬁbjeét?

P: ,(ifjaifferent) What is your favorite subject? Why do you think this
changed? ,

F. réatting back to writing, what do you now find makes it easier or harder to
. complete a writing assignment? (Indicate which came from probes you used ana
- which were spontaneous) )
P: Topic - choose yourself or have it assigned?
= familiarity with topic or having to lock things up?
= interest in topie? ,
P: Structure of assignment - it tells clearly what is expected or leaves it -
Up to you?
P: Where you work on it = in class or take it home?
P: Time you have to work on it ~ do You need a lot of time? More than a class
d : period? .
P: Using resources - does it help you to talk about it with pecple?
‘ ~ = to be able to look things up? gather data?
= do you prefer to work by yourself with your own ideas?
=~ do you like to look at other writing like it?

G. (Ask if not answered already in earlier guestions)
Has Reading Writing Workshop/English made writing any sasier for you?
P: (If yes) What happened in the course that it made it easier?
P: (If no) Did it make it more dAifficult? Why do you think this was so?

- OPINION OF TOPIC

A. I understand that for your last paper in Reading Writing Workshop/English
you vere asked to write a letter to the 8th grade house leaders telling them
Hh:f; you think the 8th grade should go for their trip next year. 1Is this
8 subject you have strong feelings about? ) i

P: (Try to get a sense of the strength of the yes or no)
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B, What is your recommendation for the best Bt grade trip?
P:  Why? =

C. What might other pecple say about the isgue who feel differently from yaﬁ?

III. :CONNECTION OF ASSIGNMENT WITH INSTRUCTION

For Reading Writin Workshep students:
 The last time we spoke you had written an essay about videogames. Did you find
- this assionment either easier or more difficult than that one? o
P: th‘éa"ypﬁ=thinkithis;is 80 (If they have indicated a difference)
® {If general respanse to the probe does not include the following, ask
them as probes. Check if You had to use it as a probe.] 7

—-Which topic interested you more?
Which topic did you have more to say about? Why?

-~

For English students:
A. Did you find this assignment either easier or more difficult than the other
Papers you've done this Year in English?
P: 1In what respects?

B. Do you think what you've been doing in Reading Writing Workshep/English
influenced how You wrote the paper you just finished?
P: Can you think of any specific examples, like the things you paid special
attention to? .




IV, EXPERIENCE WITH THIS ASSIGNMENT

. A. Did you have a reaction when you first read the assignment? What was it?
- -P:. Then what? (Did you keep on feeling that way or did your feelings change)

B. - How did you go about actually writing your essay?
P: What did you do first?

P: What did you do next, etec.

[Note to Interviewer: when re-copying, please include any of these comments

that answer other questions under the appropriate guestions as well)

€. Did you make notes or an outline or anythoo= i
(If not mentioned in B. 1If mentioned,
same Lrobes.)

P: Can you describe what they locked :ii=
P: What did you use them for? Just T W
: your paper? '
Sybil: P: (Refer to eariier interviews here:
It seems from sur other talks tha: :Ai: 5/1» not what you normally do.
Am I right? (If not: Why did you 4n ¢ this time? and Was it helpful?)

Is this what you -ormally do? (If =o¢. ¥1y did you do it this time?
and Was it halpful?) ’

-3

Were uhare: a lot of them?
zghis together? to organize

D. What did you try to accomplish in your letter?

E. Did you have any problems/get stuck at any point in your thinking or writing?
P: Could you describe what they were/vhat happened?

P: What did you do?




- © Name

you have any opportunities to revise vaur Paper?  What were the;{? o

- F. Did
- "P:  Did you make changes? th those §gtieular :hmges‘x’*
P: what kinés of changes aid yau m:? (grammar, ideas, etc; t:}r ‘En get an
ideas of how extensive they were) :
P: Would you have wanted to make any more changes?

G. Did you like how your writing came out?
P: Was there a part or pn.rti you were particularly pleased w;th?
What was it/were they?
P: Was there a part or parts you didn't like so well/weren't =o Eatisfiea
with? What was it/were they?

"THANK YOU FOR TALKING WITH MF; YOU WERE A GREAT HELP AGAIN! I HAVE REALLY ENJOYED
GETTING TO KNOW YOU. GOOD LUCK ON YOUR EXAMS! AND HAVE A NICE SUMMER." g
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APPENDIX D

COURSE EVALUATION INTERVIEW FORM




© STUDENT INTERVIEW FORM ~ Name: _

~ STEPS in Thinking/Writing/Problem Solving Place:

. Wayland Rgading/ﬂriting Workshop - Date/time:

INTRODUCTION: 7 o . |
~Hello, My name is Dr. Shann. Thank you for agreeing to mee
- purpose in talking to you is to:-get your opinions on how wel

twithme. My ~ -
1 a program of =~ =

instruction helps students learn--which activities work and which ones don't

work. I'd 1ike to start by asking you some questions about
and then focus on the Reading-Writing Workshop in particular

school in general, ~
.- Your opinions

are important. After all, students are the ones our school programs are

supposed to help.',
I. GENERAL questions:

A. How do you feel about going to school?
. Probes: 1Is it a waste of time? ,
Is it always great, fantastic?
0K, somewhere in between?

B. What do you 1ike most about school?
Probes: Nothing? ‘
Anything else?

C. What do you 1ike least about school?
Probes: Nothing you really dislike?
Anything else?

D. What is easiest for you in school?

E. What is most difficult?

Note here observations about student's level of comfort, com
and approach during interview as well as any circumstances t
invalidate this interview.
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* QUESTIONS SPECIFIC TO RRW.AND STEPS

Now I'd like to ask more specific questions about ways of teaching and
© .~ learning, class experiences, and ways of organizing materials that might help
“.7you learn better. . Remember, you know what helps you and what doesn't help.

~Your opinions are important. TRCREE o ; ,

Il PERCEIVED PURPOSE OF THE CURRICULUM o
| A. I understand that the Réédinglﬁriting Workshop s supposed to help

you with difficulties in ..... (Use as appropriate what student
named as difficulty in general responses about school.) ,
Probes: Is that how you see the course? - '
Is it broader than that? - .- I -
What do you think is the purpose of the course?
How is 1t supposed to help you?

B. Let me ask that question a 1ittle bit differently. If one of your
* . friends asked you what the course was all about, how would you L
describe it?

C. How has your teacher described the course to you? (Did the teacher
make the goals explicit?)

D. What percentage of time in the course is given to:
1. Reading N
2. MWriting T
3. Thinking I 3
4, Other %

3

e —

F.  What kinds of activities would you include in each category?
« Reading

2. Writing
3. Thinking
4. Other

G.  Were connections made between these areas of the course, or were
they taught as separate activities?

H. What was a typical class period 1ike?




S 111. 7 SELF EVALUATION

A, Has the Reading/Mriting Hﬁrkshnp helped in any of these areas? .

Probes: _Any help?
In what areas have you improved? -

B.  Can you say any more about how this course has helped?

IV.  TRANSFER VALUE

V.

helped you learn better in other areas in or out of school? e
Probes: (Check if used. List responses, prompted or not, in-

- appropriate spaces. )

A Has the Reading-Writing Workshop (and especially the STEPS portion)

1. Other courses you are taking?

_2. How about in other things you do outside of school?

AFFECTIVE OUTCOMES

A. Do you feel any more confident now about your abilities in school?
(If yes) Can you explain why you feel this way?

B. Has the course affected whether you'll attempt a difficult
assignment, or how long you'll stay with it? (Motivation, stamina)"

C. Specifically with respect to writing assignments, has the Reading-
Writing Workshop made writing any easier for you? Is 1t less
stressful for you to do a writing assignment than it was at the
beginning of this school year? :

Do Do you think this course has made you learn more independently, =

without as much relfance on the teacher?
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STUDENT IHTERACTIDNS

A,

F.

Lethers do the work?

“TEACHING STRATEGIES

'i'most of your other courses are taught?

~particular knowledge required?)

- Reading-Writing Workshop? - (Check)

| Can you rank order these from most to least used arrangements? o

Is the Reading-uriting Workshop taught any different?y frem the way ?3

_ Probes: How is that so?
- No difference at al1?
Heu ebeut in the way the teacher treats yeu?

‘(As appropriate) Do you iike the different way of teaching? mDeeel
: it help you learn any better? 7 oy

Could any teacher teach a course 1like the Reading/Writing |
Workshop? (Are special attitudes, d1agnestie competencies, or -

Do the students in the Workshop course react dffferentIy to one
another from the way they do in most :1asses?
Prebes‘ How is that so?
-~ There is no difference?

Have yeu Tearned anything from ether students in the course, or de
the kneuiedge and training come mest1y from the teaeher? |

Is that so in most of the courses you take?

Hhat kinds class arrangements do you use fer 1nstructien in the ;;“

Probes: 1. Whole class

‘ 2.  Small group

3. Pairs

4, Individual work

(Show rank erder in area to right of above questien.)

Do the group arrangements allow some students to “coast® nhile



VIIT. CLASS SI1ZE

A. Were there few enough students in the course for you to get
personal attention from the teacher?

B. Is personal attention from the teacher necessary?

IX.  LEARNING ACTIVITIES

A.  Of the exercises, activities, and assignments you've done in the
course, which ones did you 1{ke?

B. Which one didn't you 1ike?

X. STUDENT RECOMMENDATIONS

A.  Would you recommend any changes in the course?
(EYicit here unprompted remarks.)

B.  How about in the content of the courses?

C.  How about changes in the relative emphasis (time) given to the
different areas of content or skil11s in the course?

D.  In the number or length of class meeting each week?

E. Who do you think should take the course? Only certain types of
students, or everybody?

F. Is there anything else you'd 1ike to add about the course and the
things we've talked about?

THANK YOU VERY MUCH. YOU'VE BEEN A GREAT HELP!
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APPENDIX F

COMPILATION OF RESPONSES TO THE STEPS UNIT VI1
COURSE EVALUATION FORM




REGPONSES TO COURSE EVALUATION FURM

What was the easiest part of the courme, for you?

-

categorizing and solving mysteries

having my questions answered on the computer
the writing assignments

the reading logs

finding answers to word relationships, math reasoning, reconstructing data when
written in steps

reading logs, writing stories
the packets we did Units I-1V

problems with Detective Zurdley, etc.; it was fun solving them

some of the drills

the writing skills; they were easy and fun to figure out

a1l pretty much the zame

times when we had writing agsignments

math reasoning

the story and then you did the questions

reading

reading logs

writing assignments

when we used the computer it just wan't easy, it was fun and exciting
writing assignments

reading aloud in class plus doing short associated assignments on readings in class
math reasoning

writing assignments

reading, plays

doing worksheets on analcyies, etc.

reading books

short mysteries becaise I always like mysters

.the reading we had to do; it was easiest because I like to read

Problem solving

reading stories

reading logs

some of the writing assignments
problem solving

énaiegy problems




]

=~ drunk driving project

= the little essays and reports

~ math reasoning and stories with holes

< reading those stories and the assignments
= the "rounds" in baseball game problem

= the math reasoning problems

= reading logs

= the writing assignments; even with the deadlines I had a chance and enough time to
finish and enjoy it.

'+ What was the hardest part of the course, for you?

= reading and trying to keep Up with reading logs

= reading logs

= Solving verbal reasoning problems

= the tests and reading plays out loud

=~ word problems and detective stories, finding key words and phrases
= solving problems

~ the writing assignments sometimes

~ analogies. Some easy, some hard, but frustrated me because I had to read them
over and over

= problably reading, because I'm on and off
= some of the stories getting all of your information in order and all together
= putting data in essay of videogames

= computers and reading logs

=« careful reading

- writing the stories

- writing

= questions on stories

= reading logs

= mostly all of the work like testing and worksheets

= math reasaning

- reading

« outside writing assignments that I'm not interest in

- analogies

.= getting to school on time
V * long boring writing

’%‘déing_questians on the reading




writing part, because I never really could write

for me it was doing the essays in the beginning, but no+ really nothing comes hard

the mystery problems

writing essays

writing assignments

reading 75 pages

eE5ays

planning and some writing

videogames

getting the reading done

reading 75 pages every week

the writing assignments

there wasn't any really hard part of the course for me. 1f£ there was it was "Red
Crossing the pDogert”

writing a fluent student log
practice tests
reading logs; I really wasn't interested in doing them

Was there any section(s) that you felt were especially worthwhile and should always

be in a course likref;}jis?

‘the stories with holes; I learned a lot from them

Units on Drunk Driving, movies and other various writing assignments

reading books and writing essays--loved reading all the stories/plays--vanted more

the major writings on certain topics (but have a choice like Macbonald's) and :
similarities

keep doing the reading logs

most important thing was regularly decing writing assignments; others were finding. :
relationships, making charts or drawings for math reasoning problems SE

reading logs--I though they helped my understand the book more

ne

all sections helped us

all pretty good .

it ;s very good to have a course like thir; you learn a lot from the writing skilis}a
there should always be this course

the essays good to learn to do ever though I didn't enjoy them

the problems. They teach you to look at the problem more carefully

careful reading

drunk driving




= fin: as it is

= when we used the computer which was a good experience
= careful reading problems

- reading and writing

= I think reading sto:ies aloud is good because everyone gets to know how each person
reads. Also doing the class work question-writing assignment on that topic is
good because we were able to help each other.

~ math reasoning

=~ reading

- plays-~it helps reading sk:.1s

- math reasoning and anlogies were fun

- reading is very important; have future kids read a lot

- all sections were helpful and worthwhile to us

= the mini=mystery unit was worthwhile because they were fun to figure out

~ nofreally

= I think the problem solving was an excellent idea

= no

=~ problem solving

= Yes, the detective and analogy problems

~ all are sections I guess were important, especially drunk driving

- Yes, learning how to put together a report

- stories with holes

= the writing and unit assignments were very helpful in this course

-1 think the mystery problems were worthwhile because it teaches students how to
figure out problems

= Yes, I think the detective type problems should be left in because they make a
kid's brain always be on the ale:r: and thinking

= practice tests; they were good hel;r on the final

= writing assignments and reading in class should always be in the course

4. Was there any section(s) of the course that you felt were unnecessary and should be
left out another vear? = e i S e

= no = }6 student replies
~ reading 75 pages per week
- reading logs and being interviewed on essays you write

Shackleton story
‘Do different kinds of writing stories, like maybe make believe stories

:':f}‘:—fthe videogame and movie i'atiﬂgs—-they‘ don't really affect anyone and were boring.
~ Should pick more interesting topics next year. :

lis




some writing assignments because some boring. Try to come up with mora
interesting assignments

analogies because they didn't seem to help me much

keep everything

no, but don't do as much study skills wark

the story on video games

reading logs

the only thing I don't understand is why we did those reading stories with questions.

the essay on videogames and some of the other topics you had us writ essays on.
Drunk driving was good, though

weekly reading logs; it should be bi-weekly

videogames sheets

unimportant set topics like videogames or movie theatres
drunk driving assignment. reading legs

videégamas thing

1 didn't think there was one section that wasn't helpful

Was there any section(s) that didn't have enough problems or assignments in it to

enable yau,tcrggarﬁ,mgﬁh of anything? o X -

-

math reasoning should have more problems

categorizing

Did any sections have too much material so that the skills learning became boring?

=== ————

Has the work done here helped you in_other courses you took this year?

too much to learn sometimes

videogames uninteresting

reading logs

reading lngs

videogames and other set topics

don't do as much study skills work
short mysteries got boring after awhile
mysteries

essays

English = 18

Yes with no specifics = 3
Some = 2

Not Sure = 1

No = 6




Science = ]
Math = 2
to look more carefully; read twice

¥

i

in writing reports and thinking problems out

Do you have any éthar"cgmmggts,yag,waulg,like to make?

= Reading logs should be verbal
= We had practically no work out of class

We didn't have enough problem writing

In each section you could give other homework besides reading; we should make
finishing a book more of a goal

I like this year's reading better than last year

=~ Math reasoning sort of hard and got me confused

¥

Maybg make logs more frequent and lower the number of pages



