
>> [indistinct chatter] 

>> [inaudible] I think we're going to get started.  Thank you and welcome for coming to session two.  I am-

-I have the pleasure of introducing Dr. Lewis who I saw last year present and was very excited to see him 

back.  He does some wonderful work.  Dr. Lewis is the assistant professor of literacy education at the 

University of Delaware where he teaches undergrad and graduate courses in content-area literacy, 

English language arts, methods, writing, and young adult literature.  Dr. Lewis serves as a coordinator for 

both middle school ELA and ELA masters of arts teaching programs at the university.  He has served as 

a literacy specialist for the Historical Literacy Project, an initiative funded by the United States Department 

of Education and as a facilitator for the Delaware Writing Project.  Dr. Lewis has also served as a 

consultant to both the Delaware and Georgia Departments of Ed, and presents a range of professional 

development seminars in content-area literacy and text-based writing at the local level and the state level.  

Before coming to the University of Delaware, Dr. Lewis taught secondary English language arts for 20 

years in PA public schools.  And his research interests focus on persuasive writing and argumentation, 

secondary content-area writing or reading and writing.  Dr. Lewis' research has been published in The 

Journal of Educational Psychology, Contemporary Educational Psychology, The Harvard Educational 

Review and Reading and Writing Quarterly.  And without further ado, Dr. Lewis. 

>> Thank you so much.  Thanks everybody.  Okay.  So first of all, all I want to do is I want to make sure 

that I--that I apologize for any confusion.  I know that it had sort of a--I'm going to be talking in some 

cases, some of these slides will have a secondary focus when we talk about some of the things that I've 

been doing like I work mostly with secondary students, but the strategies that we're going to be talking 

about have been actually worked with upper elementary students, middle school students, and high 

school students.  In fact, many of them have actually been more so done more research with them at the-

-at the upper elementary and middle school level.  So I want to make sure that I make sure that I know 

that a lot of people have more of an elementary focus here.  And I want to make sure that we--that we talk 

a little bit about that.  Okay.  So first of all, feel free to call me Bill and I'm very glad to be here and talk a 

little bit about some of the things that I've been very, very concerned about.  And again, as you know, I 

teach at the University of Delaware and where I teach mostly pre-service teachers, but before that 

course, I was--I was an English teacher for 20 years at Solanco High School in Lancaster County, 

Pennsylvania, and Solanco High School, of course, has possibly one of the worst mascots of all time, the 

Solanco Golden Mule.  It's right up there with some pretty, pretty bad mascots.  So I spend a lot of time in 

schools, and it's given me real passion for starting to think about the reading and writing that particularly, 

our lessons need to do, but also that we need to be starting to think about how we kind of back that down 

into elementary schools.  The demands are very, very high on students right now, the Common Core 

Standards really complicate issues quite a bit, and we know that one of the things that we--that we need 

to do is that we have prepare  students to become independent readers, writers, and thinkers.  And some 

of the things that are going on in schools right now are not helping students to get to that point.  So what 

me and a number of my colleagues have been thinking about is how do we include more writing and 



more connective writing and reading into classrooms and that's what I'm going to be mostly talking about 

today.  So for me, I think that what it comes down to is that--and this sort of kind of goes with elementary 

as well, right?  We've made great strides in literacy development at the elementary levels, right?  With 

early reading, we understand what's going on, but one of the things that we also see is that when kids 

start moving into the sixth grade, seventh grade, they become adolescents, is that they very much level 

off and that their development is not as good.  And I think that's because of a number of reasons that 

we're going to be talking about.  So we need to start thinking about how we're going to be making that 

bridge between the upper elementary grades and as we get into the sixth, the seventh, and into the high 

school.  We have, I think, a perfect storm right now, right?  And there's a lot of concern.  I definitely 

recommend [inaudible] read report which talks about how important writing is to kids' reading 

comprehension.  These are great reports from the Carnegie Institute that are freely available and have 

really nice friendly kinds of executive summaries that are very helpful, I think, to teachers and 

administrators.  But one of the things that we see is that we definitely see a lot of kids that are falling short 

of their literacy skills, right?  They do not have--they can't read very well, they lack basic skills, their--the 

skills have to be remediated by businesses, they have to be remediated in college.  Kids are not 

developing the kinds of literacy skills making that bridge and continuing on their trajectory between 

elementary levels and secondary levels as they start moving through their trajectory of middle school and 

high school.  And here's a lot of reports that I definitely recommend, right?  Certainly, the writings and 

read report which came out a long time ago, but the Reading Next report or--I'm sorry [inaudible] a lot 

earlier than that, Reading Next or Writing Next and literacy instructions in the content-areas, all of these 

[inaudible] Carnegie Institute and Alliance for Excellent Education.  We understand that there are actually 

things that we can do to encourage kids' development across the trajectory to age well, right?  But this is 

really important, right?  Because we are going to be concerned about the Common Core State Standards 

and their implementation in the state.  In Delaware, people are scared.  All right.  How many people are 

scared of Common Core State Standards? 

>> [indistinct chatter] 

>> Oh, it's got a lot.  There's some people [inaudible] kind of--okay.  Yeah, people are frightened, right, 

because one of the things that we see in Delaware is that on the DCAS Test on the Delaware--on the 

DelawareTest, 80% of the students who take that test are proficient.  We are projecting probably that 

when the Smarter Balanced Assessment that is aligned with the Common Core Standards come out, we 

think that it's going to go down to about 20% proficient.  And if you think that that's not going to cause a 

huge stir with parents, teachers, administrators, that's going to be a big, big deal, right?  It's because the 

things that we see on the Common Core, right, really start demanding robust reading and writing of 

difficult and complicated text, right?  And the ability to write across text, the ability to make arguments, the 

ability to do a lot of different things that students are not really having the skills in order to do it.  All right.  

And this is particularly important, right, because when we start looking at the NAEP, we understand that 

generally speaking, kids aren't great writers, particularly when it comes to argumentative writing.  They 



kind of stink, so American students are not really successful in doing these things, so we have a lot of 

things that are right now converging at one point that are making it very important that we start thinking 

about the way that we do writing in schools.  So here's a goal for this session.  I want to talk about goals 

for secondary writing, but I'm going to talk about goals for writing across the trajectory of upper 

elementary, middle school, and high school, right?  I also want to look at tiered writing instruction and 

what that actually means, right?  RtII is pretty well established when you know what that looks like in 

reading, right?  We don't really know what that looks like in writing, right?  So based on some research, 

I'm going to provide a possible structure for what RtII looks like in writing across--and we can even think 

of this across elementary school and into--and in secondary school.  I also had worked with a couple of 

research validated strategies, right?  And the strategies that are used or I have that we're going to be 

representing today have actually been validated in elementary classrooms.  The research are presented 

particular by Steven Graham and his wife, Karen Harris, are mostly--have mostly been validated with 

older elementary school students who have been identified as having writing difficulties.  Okay.  And then 

we're going to talk a little bit about our questions about writing instruction or possible tiers.  Okay.  So 

here is the opening conversation that I'd like you to engage in.  I want you to take about a minute or two 

and start thinking about this, but also think about in your environment in particular, okay, and especially 

when it starts thinking about, you know, the [inaudible] in and think about Common Core State Standards 

and how that looks.  I want you to start answering these questions and talking with one another and have 

kind of a conversation.  Number one is what roles do we have for our kids' writing development where 

we're at, right?  What is it that we see the kid, where do we see kids at, where do we want them to be?  

What does it look like to have effective writing in our environment, right?  What does that look like?  And 

how can we develop tiered writing instruction that is effective and also [inaudible] the management of 

Common Core State Standards, right?  But I'll ask this, how does writing instruction have to change?  

Now, in Delaware, this is a really--this is actually a really--a really easy answer.  They actually have to 

instruct writing right, right?  In 2009, they took writing off the [inaudible] of the text, right, because of 

concerns about, well, first of all, it's very expensive to grade writing, right, and it also concerns about how 

valid those words are going to be, right?  And interestingly enough, when it fell of the state test, no one 

taught writing, right?  And in fact, in some places, particularly in elementary schools, teachers were not 

able to even write down objectives that had to deal with writing, right, because they get in trouble because 

it's not about money, it was about reading, right?  Reading development.  But because we understand 

how important in kids between writing and reading in a reading comprehension, we need to really rethink 

that a lot, particularly if you start thinking about these second generation assessments that are coming 

out in line with the common core.  So let's take about a minute or two to talk with some people about 

these questions, what goals do you have?  Right?  What does it look like where you're at, right, whether it 

would be elementary or secondary schools.  And what--how do we need Common Core State Standards?  

What things have to change?  That's kind of a change question.  Everybody good?  All right.  Two 

minutes.  Go. 



>> [indistinct chatter] 

>> You have one more minute, everybody. 

>> [indistinct chatter] 

>> Okay.  Everybody.  So let's try to answer some of these first two questions that we have.  What goals 

do we have in our students concerning their writing development and what does effective writing look like 

in our school environments, right?  So it's kind of a combo question.  And so what is--what we had, what 

are the goals that we have for students and what does it look like?  Oh, this is a class participation part.  

Yeah.  All right.  So we have biology and science [inaudible] we have co-constructed understanding and 

now we are to share it.  All right.  I also [inaudible] it's kind of like mirroring, so what is--all right.  Okay.  

So what are some of the things that we have?  What are some of our goals?  Yeah. 

>> To explicitly teach writing. 

>> Okay.  All right.  So what are the things that I think that is actually--so let's use that as sort of the 

framework, right?  One of the things that we understand is that if we want students to write, we actually 

have to explicitly teach writing.  We assign writing, but we often don't teach writing.  And that is a major 

problem and a big difference.  So let's start thinking about that explicit instruction.  All right.  So that's all 

right, that's what we need to do.  All right.  What are the goals that we have for our students to do? 

>> For us, it has to start with--and we've been talking about this for a while and trying to get it up from 

going, but just is we're struggling with it.  Lead teachers in the departments, training, everybody on the 

same page, common language across the board.  Instructs--you know, explicit instructions.  And it can't 

be like, well, I teach it this way in my room and I teach it that way in my room [makes noise] everybody 

has to get together and, you know, have a community of writers and work on it together. 

>> Yeah.  So there's another really good, I think, teaching goal, right?  Start thinking about what it is that 

we're going to adopt, adopt small and then really try things out with students and have a common 

language in order to share those understandings.  I think that's absolutely true.  And I think that this is one 

of the things that elementary teachers are a little bit better than secondary teachers are, right?  We're 

more likely to get that oftentimes with my colleagues in secondary like, hey, well, this is the way that I 

teach it and I've always done it this way so I'm going to do it instead of taking more of a teamwork 

approach, we've got to take a teamwork approach across all of our--across all of those contexts.  All right.  

What else? 

>> I was just going to add to that if that is especially important with the students who struggle to write.  If 

they don't have that consistency, they don't know what to do in this class, in this class, in this class and 

they already have issues with writing.  So that just compounds the issue, they're confused and all of those 

things happen. 



>> Yeah.  That is absolutely true, right?  For kids who struggle with writing, this is where, number one, is 

explicit instruction has to happen and we have to have the same kind of experiences across different--

across different classrooms that they enter, right?  And so this also means that we need to start thinking 

about how we then include writing in every single content area and every single class everyday, right?  

People always ask me like, "Well how much--you know, when I should be doing writing and reading in my 

classroom?"  It's like everyday.  Like otherwise, I don't know what you do in the classroom, right?  Like, 

you need to do those things.  So I think that that's a really, really important point and that's a very 

important part of the common language.  All right.  What is it that we want for our students and--oh, we… 

>> I think what we were talking about, two is that I know you said it, it seemed the connection between 

author's craft in books that you love and using some of the author's structures in their writing and that's 

why our kids who are course writers also don't read and so they don't--are more advanced to make a 

natural connection. 

>> Yeah.  I don't know if anybody--and I don't know if anybody is an AP English teacher as I used to 

teach AP.  It's like in high school, one of the questions that was always on the AP test was this, right, and 

it'd take many forms depending on--but the question was this, read this passage, tell me what basically 

the literal and emotional meaning of the piece is and what conscious choices of language is the author 

used in order to get you to see that, right?  Now the reason that showed up on the AP test every single 

year is that is the question that an AP terms separates the sheep from the goats, right?  Those people 

who can write are the ones that sort of understand craft in the way that--you know, that kind of the feeling 

that you get from really well-crafted writing, it doesn't--it's not magic.  It actually happens in conscious 

choices of language, right?  It feels like magic but it's actually conscious choice of language.  This has to 

start at the elementary level and can start at the elementary level.  When we start getting kids sort of 

accustomed to what it is that authors are doing, right?  That's a very, very important goal and one of the 

things that cannot start in the high schools.  So that's a great--I think that's actually really grateful.  How 

do we get kids to read in ways that they're going to be like authors, right, be like authors.  All right.  What 

else?  Yeah. 

>> The other thing you talked about was [inaudible] first time doing one man writing task, what are you 

going to assess?  You know, high states environment. 

>> Yeah.  So one of the--so what is it--so what do you do?  Do we need to give them practice at the kind 

of the [inaudible] I agree, right?  This is a type of writing, right, that they're going to be doing.  And so we 

have to give them kind of a chance to sort of explore that particular type of writing about dropping at the--

at the, you know, kind of writing and [inaudible] right?  Okay.  What else? 

>> I was going to say, probably one of the most important things is model, like you can't just tell them you 

want here by the informational piece and you set examples of what it looks like, what it sounds like, words 

they're able to read [inaudible] their own. 



>> Yeah.  In the--in the writing to read report, right, the modeling and using really good models and being 

able to explicitly point out those places in the models what the--what offices are doing, that is actually one 

of the 10 items that actually increases student writing quality, right?  So, that takes your research, that's a 

research, things and lots of studies that show that, so writing models is going to be an important part.  All 

right.  What else? 

>> I think we saw this whole tension of quantity and quality.  And so if you just in that conversation, when 

we're talking about author's craft and reading great authors and absolutely want, you know, quality, but 

then you set up this tension of an assessment and common core and some of that is quantity, writing 

across several different types of notes, text and analysis on demand.  And so I guess what I find when I 

worked with the teacher's association, primary teachers, they're very much of a quality side of the 

conversation.  And they wanted the variable, elongated or maybe collaborate writing pieces.  And then 

you start to see the shift in upper elementary and the middle of high school where we have to--you know, 

there's still teaching going on, but now, it's almost production.  You know, what's that outcome I need and 

I want and, you know, really a requirement, so I don't have an answer to that, but you see that tension a 

lot of quantity and quality.  And then the kind of quality writing that we accept from students, that I think 

gets lower overtime like--as long they're writing, any writing will do.  Well, you know, we set poor quality 

writing.  I'm not sure it has--is really helping kids over a long time. 

>> Yeah.  So here's the thing, right, the gold standard it seems like to me especially for kids, it seems like 

writing flexibility has to be part of that, right?  And there is going to be a tension between quality and 

quantity.  I think that one of the things that we can do though is that we can--we have to think strategically 

about how we arrange those assessments in order just to--in order to kind of plan for that, right?  Like, we 

can have long range kind of assessments for kids, but we can also have shorter assessments that are 

also going to help us to understand whether or not they're getting content in any particular time and allow 

them to also synthesize and extend their understanding of those tasks.  And we'll talk a little bit about that 

later on and later on, but I think that's an important tension that we need to work through as teachers and 

administrators, right?  Okay.  What are some other goals like what is it--when we have the goals, what 

does--what does this look like? 

>> I think there's got to be some motivation.  Stir something up in the students when they have something 

to say, because mainly is to communicate and if there's nothing to say in their voice, nothing genuine will 

come out in their writing. 

>> Yeah.  This is a--this is a really, really good--okay.  If there's a--there's--actually I just finished kind of 

rereading a report by [inaudible] who got--who did a lot of work on motivation in writing.  And he wrote this 

great chapter and a writing handbook.  And one of the things that he says is that writing motivation 

oftentimes is that we make a mistake, I think, as teachers that just thinking about, because a kid likes 

baseball, that he wants to write about baseball.  There's a big difference there, right?  So, one of the 

things that we have to do is that we have to make writing, what [inaudible] says, a first moment upon 



which other claims of interactions in the classroom occur, right?  Where we write and we kind of generate 

ideas, those go out into a discussion where we can share our ideas with others.  And it's not just about 

just communicating or writing between teacher and student, right?  And just because they were having to 

write about something that they like doesn't mean that that's going to be really motivated, right, or 

motivating.  So, we have to kind of provide that idea of having it as a first moment of other kind of 

important classroom conversations that are interesting, right, and are motivating in principle.  All right.  

So, that's, I think, a really interesting point.  All right.  What else?  What are the--what are the things that 

we need to be thinking about? 

>> I actually think back to like what you said about the common core [inaudible] and when we think about 

that, we need to have our students use their content area and be able to express it through in writing.  

And that's where I see that we have to guide our constant teachers to adapt to teaching of writing of the 

content, you know, so the kids can get to that college and be prepared to write those pieces that they 

need to. 

>> Yeah.  This is, I think, a really--I think a really important part of it, right?  We need to--and the best 

people to do that are going to be the content area teachers who have the expertise on those contents, 

right, and know that writing kind of looks like.  I think the biggest mistake that we can do is put writing on 

the--on the backs of English language arts teachers, right?  That's going to be part of it, but they do it in a 

lot of other different kind of context than just an English language arts, so it'd be really nice to start 

needing to think about that.  All right.  Any other goals?  Yeah. 

>> This relates to that need to have kids do on demand writing and attendance of content area [inaudible] 

the point of connecting, reading, speaking, listening and writing, but good argument writing can--should 

come from how the kids understand how to debate an issue, right?  Because if you could poorly state 

your thesis statement that's supportive with really keys of evidence that any kid can use it for a delayed 

way to take that and not worry though, right?  And then you do that quickly, because you've already 

thought about it before we debated it using some adlibs.  And that's the kind of exercise they need, not 

just the writing process where we help them take something and scaffold it all the way, because when 

they get to the assessments, nobody scaffolds them. 

>> I agree.  Right?  This is this whole idea and this is one of the things that we understand too about kids 

like in American classrooms, kids have a very difficult time representing alternative perspectives, right?  

They're terrible at it in fact, right?  They can do that like, "I don't need this because…" writing a lot of 

bunch of reasons.  But they can't provide the alternative perspectives, they can't address and think about 

reasons for the alternative perspective, and they cannot rebut those alternative perspectives.  They're 

terrible, right?  And what we know about arguments, it essentially got hot, right?  We're having a 

conversation.  And one of the things that we understand--Deanna Kuhn has got some really good work 

from Columbia University about setting up kids for success by having lots and lots of conversations where 

they debate two sides of an issue and there's lots of verbal stuff going under that, right?  That provides 



them the kind of framework that they need in order to help them to produce those kinds of alternative 

perspectives, because kids do not do well in providing alternative perspectives, they're absolutely horrible 

at it.  Absolutely, horrible.  Monique has really shown it.  Yeah. 

>> I actually teach graduate school.  And believe it or not, I'm not dealing with my students' writing in 

terms of--I reminded things to talk about, building mechanics, the way [inaudible] and the way I need to 

pluralize bananas. 

>> [indistinct chatter] 

>> For grad students?  Okay.  Yeah.  So, this is I think--you know, this is actually, I think, another 

important--this is actually, I think, a really another important question that we do have to talk about, 

because it comes up so much in our classroom context in public schools in particular.  In the writing and 

read report, they mentioned the 10 activities that actually increase student writing quality, right?  They 

actually did some studies about what are some of those ones that actually have negative effects on us.  

And guess what activities had negative effects on us on student writing quality?  Traditional grammar 

instruction, traditional grammar instructions.  All right.  This is a--this is where English teachers run 

screaming from the room, right?  You know, this is one of the things that I think that we have to start really 

reasonably.  We cannot conflate grammar instructions with writing instruction, right?  Grammar instruction 

can help you circle the [inaudible] right?  You're really good at [inaudible] circling.  But it's not necessarily 

going to improve writing quality, right?  Now, there are types of grammar instruction including sentence 

combining work where we explicitly talk about the ways that we can combine parts of sentences to make 

them more sophisticated kind of sentence, right?  To highlight certain things and to bring other things into 

the background, that is proven to be really, really good.  Bruce Saddler particularly in elementary school 

has done a lot of work on sentence combining work, right?  So, what we need to be thinking about, I 

think, in the schools is that we've got to think about how we can actually provide that kind of context to 

give them that type of fluency, right?  And I think another important part of it is that they have to write all 

the time, again, to improve--in order to improve that kind of writing influence.  All right.  So now, I mean for 

the graduate level--oh, man.  I--my own graduate students attests.  I just--I just got my--one of my 

doctoral students through the process and they just couldn't read--went through their dissertation.  And 

we did a lot of kind of [inaudible] type of stuff in there.  So, one of the things that we do need to do is that 

we can think about how can we do prescriptive types of grammar.  But I think at the elementary level in 

particular, and if we start thinking about tier instruction as we go through, there has to be some sense 

combining work that's going to be done and we have to start to rethink this idea about traditional grammar 

instructions.  It's not that traditional grammar instruction is evil, it's just that it takes time away from things 

that actually work in the classroom, right?  There's some things that I just highlight--when I go into the 

[inaudible] and I look at the things that are going on in classrooms, I--there's a couple of things that I just 

can't--I cannot buy, right, like you can't say you can't spend two hours a week on traditional grammar 

instruction.  All right.  Where it's just sort of circle that you're in, you know, kind of circle the adjective kind 



of stuff.  It's just not going to help kids.  The same thing with  [inaudible] vocabulary instructions, right?  

There's not a single study that I can give you that says that memorizing list of SAT words is going to help 

their lexicon.  It doesn't.  It's a waste of time, right?  I can't help it, because I go crazy when I see it.  Now, 

they're--I'm saying the vocabulary is important.  They're not saying that this instruction is important.  It's 

really, really important.  We've just got to do it in really smart ways, right?  Yeah, question. 

>> More I guess with the comment, interesting that a grad doctor over there is having trouble with some 

itty-bittys like that.  My comment is more along the lines of when we teach writing probably all the way 

back to the primary level is very mechanical.  It's very syntax of, you know, putting things together of 

where does this word go, what--and we--at some point in that continuum of teaching, it roots from a 

mechanical process to an art form.  And I think that's where that line blurs because when--if we just need 

to teach words then that words is the subject element practically go, that's one totally different mental 

process that you're using and then you start to move into that artistic part and that--and I think that's 

where--for me, I teach history, you know, going from that concrete to the abstract and we're kind of 

somewhere in the middle there, that's what makes the writings apart. 

>> And I think actually that's where it's going to be, right, sort of this kind of fourth and fifth grade areas, 

you start making those kinds of--as you start making those kinds of transitions.  And this is where I think 

having everybody on board, having a common language, looking for craft and being able to link it to the 

reading that we're doing and be able to make sure that kids understand what authors are doing.  When 

kids can understand what authors are doing, they can then do it themselves, right, when we explicitly tell 

them those things.  All right.  You know, I like--you know, authors are great, but I tried to sort of--a lot of 

times downplay the quote of the author, right, because when we say, "Oh, this author is so magical."  

Well, then, you know, kids aren't magical, right?  So, if you kind of make everything authors like, "Oh, my 

gosh, they're up on this pedestal."  Then something the kids are sort--it's attainable for kids, right?  We 

need to start thinking about how we're going to be making sure that it's attainable for kids by looking at 

and being able to do a lot of things about like, well, what's the author doing here?  How did they do this?  

Like, let's take a look at this word frame.  What are these specific words that really resonate?  We have to 

really kind of focus on that and that's where I think is going to happen in fourth and fifth grade in 

particular. 

>> One thing that we were talking about is almost a great [inaudible] concern is that we kind of think none 

of us were taught to write.  And so we are now teachers and if we didn't go into a program that specifically 

teaches you how to teach children vocabulary, there's a greater concern at district levels that we have to 

provide some kind of staff development in teaching kids how to write. 

>> Yeah.  And you see--and here's another important thing that we don't actually see.  And I didn't really 

understand as a teacher level until I became a--before I became an academic.  Right there, there's a real 

kind of split in the way that wet start thinking about teaching writing, right?  So, there's a real kind of 

cognitive strategy instruction kind of split which I have more of a focus on in cognitive strategy work.  And 



then there's more of kind of a process composition studies type of thing on the other side, right?  I don't 

think that these--I don't think that these are diametrically imposed.  In fact, I think that they can be 

combined.  It's like in the world of academia right there, you fall on one side or another and oftentimes 

there's a lot tension between those groups and the kinds of writing curricula that are in schools either 

have one orientation or the other.  That becomes very complicated for teachers who oftentimes don't 

understand the bigger debates, you know.  But, you know, my own colleague who's just a wonderful guy 

got like booed at a composition studies thing, because he's a student of sort of cognitive strategy 

instruction thing.  It's him out there.  All right.  And people also think--you know, they've hear a lot about it 

and there's lot of big debates to go about it.  And--but that translates to confused types of curricula that go 

in our schools and not knowing where those curricula are coming from the ideas that basically kind of are-

-generate this.  Okay.  So, that's I think a really good kind of opening conversation as we get into some of 

the things that we get--that we have for the Common Core, right?  So, for me, I think that the Common 

Core actually does impact things quite a bit for us.  If you take a look at the shifts, right?  There's a lot of 

shifts that are--that a core represents.  How many of your guys thinking about the shifts a little bit, right?  

All right.  So, building these [inaudible] informational text is huge, right [inaudible] complex text including 

multimedia text, right, so, it's not just--you know, it's a digital text, these other kinds of video and things 

like that.  Building facility with academic language, connecting text-based responses with reading, this is 

the big shift when it comes to writing and the common core and the kinds assessments that are 

associated with it, right?  There's no--in most of the kinds of questions that we see on the test, there's no 

more test like, "Hey, everybody, they think that you want to use flip-flops to go to the school, like, write an 

argument whether you should be allowed to wear flip-flops or not allowed to flip-flops."  Like the question 

is out, right?  It's like read this passage and then take the stands on it based on providing relevance 

[inaudible] right, so that's a big common core type of language.  And a big shift as well, right?  It's writing 

across sources.  And the smart [inaudible] test where people go crazy when they look at it and they see 

the reading site and it's like, watch this video, read this 14 paragraph writing, now write this argument of 

essay using relevance to [inaudible] drawn from across the texts.  Yeah.  And people like, I'm not--like 

they--if they know nothing, they just want to follow, right?  It's--and it's challenging.  It's challenging.  But 

when we start thinking about college and career writing, right, college and career writing is synthesizing a 

possible multiple task.  That's what we do to prepare and become teachers and administrators, right?  We 

read a lot.  We do a lot of sentences across those texts and we write arguments about that, right, and I 

think that's an important part.  So, you know, and even when we start looking at the Common Core, if you 

look at--if you look at the performance task and I used this from kind of nine and ten, like these are the 

performance tests that kids should be using that would meet the Common Core standards.  This is what 

totally freaks people out.  Now, we noticed, however, that the focus is also on the author, the author's 

point of view.  The author is really fronted in a lot of common core kinds of things.  So, as we start 

thinking about author's craft and what authors are doing and what authors' points are even in elementary 

school, that's huge, right?  In order to do this, is has to start waves.  All right.  There's a sort of a multiple 



text one on the top.  Oh, the bottom one, oh, my gosh.  It's like--I know.  When I read that bottom line, I'm 

like, "I don't know if I can answer that question."  So, right?  We see some pretty heavy duty demands in 

these--in these assessment tasks.  And what I would like to kind of bring up though is what I believe I 

think is the most important reason about why we want to be thinking about writing, you know, in all of our 

[inaudible] classrooms, in all of our contexts, that because for kids to really understand our content, they 

have to write about it, right?  They have to write about it, because it forces them to synthesize, to connect 

information, to develop the relationships in their head between that information.  And when I start thinking 

about RTIs or thinking about the strategic elements that go into it, I want to pick those strategies and 

actually--I hate to use the term force but I will say force, force kids to make those connections.  All right.  

In a strategic and scaffold the type of way.  All right.  So, one of the things that I did as part of this--the 

perfect storm is that generally speaking I don't think the kids are doing a tremendous amount of reading 

and writing, particularly in secondary schools.  What we've been calling a text-less approach and I--so my 

son is not here, so I can use his picture.  So, here's the parable, right?  The parable is this, here's my son, 

Greg.  He's actually a senior and he's graduating this year.  This was taken a couple of years ago.  And 

so here's my son.  He wants to be good at tennis, but he does not practice tennis.  Instead, he thinks a 

$275 tennis racquet will make him better and there it is, it's the Babolat racquet.  All right.  So, what do 

you think is the outcome of this practice regimen?  Anybody want to take a guess? 

>> [indistinct chatter] 

>> He looks good with it, yeah. 

>> He looks good. 

>> Greg is bad at tennis.  All right.  And the reason is because we understand the merit, right?  We 

understand the merit that if kids are going to get better at something, they must consistently do that thing 

that we want them to get better at.  And this is the same with reading particularly in high schools, right, 

where people are kind of putting everything into a PowerPoint, and like, I [inaudible] from a PowerPoint.  

And they kind of predigest information for kids and kids write it down in little single word skeletal notes, 

that kind of instruction is not going to teach them to be the kinds of kids that can answer those questions, 

those assessment test in the Common Core, right?  Because if they are not reading and writing, they are 

not getting better at reading and writing, right?  I'll tell you--and this is--this is not just in other content, my 

English teacher said that's--I had an English teacher say, "I read all of To Kill a Mockingbird to my 

students."  I’m glad everybody is like --and I was like, "Why did you do that?"  And we understand, 

because one of the things they think is that they can't do it or they won't do it or, you know, they’ll have all 

sort of--they haven't learned it in previous grades, right?  And so all the types of excuses, but one of the 

things that we know that those kids are not going to be able to do well on answering these kinds of 

questions, they're not going to be college and career ready, so we've got to think about how we infuse 

reading and writing in class on everyday, practice makes perfect, right?  So we think about the Common 

Core Standards, connective reading and writing of diverse text all the time, all the time.  Summary writing 



which builds comprehension and printing and writing skills.  I am going to--we're going to talk about 

summary writing.  And I want to make sure that I bring this up as a really important thing, summary writing 

has been shown to, number one, increase reading or reading comprehension just as well as reading 

comprehension strategies, okay?  The effect size is just as high and it also has been proven to increase 

writing quality, so when we think about summary is sort of old school, I always think about summary 

writing is old school, right?  That's something that I used to do in--you know, and we all kind of did in 

school.  It's actually something that we need to be thinking about, but we also have to teach it, because 

summary writing is hard, all right?  It's hard.  And I think that we have to think about text-based 

argumentative writing, right?  This is going to be--this is Common Core Standard number one in reading 

information texts, reading literature and writing, it's all about reading, right?  Okay.  So here's the problem, 

right?  One of things that I think is important is that--is that RtII is tough, right, when you start thinking 

about response to intervention kind of program, I--this has been--this is kind of a good--this is a really 

good session for me to do because there's not a lot of work done on what RTI-W looks like, you know, 

responsive intervention writing.  So I can just come and go  [inaudible] because there’s not a lot of stuff 

out there, right?  I can--based on some things that people have done, I think I can make some guesses 

about what it could look like, right?  But one of the things that we know is that the common core provides 

all of these certain really high level, robust types of skills that students do, but they don't really kind of 

mention the kinds of instructional practices that can actually build those skills, in fact, they’re almost 

completely silent about those things, right?  They talk about parent-teacher feedback, they talk about use 

of writing models, they talk about explicit writing strategy instruction, but they totally dig down to any of 

those things and those are really kind of not helpful to the teachers.  All right.  So what I would like to do 

is I want to kind of highlight some of the things that we know from the writing next report , okay?  And this 

is a very--Steve Graham and Dolores Perin, they did this in 2007.  It's a meta-analysis, right, where they 

did a huge kind of starting [inaudible] they kind of put together all sorts of studies that dealt with particular 

activities in writing and they generated effect size, right?  So if you have effect size of 0.8, it's a really 

strong effect size, effect size of 0.5 is a--is a moderate and strong, effect size and a 0.2 is a--is a--is a 

weaker effect size.  Let's go with that.  All right.  What works?  Writing strategies.  If we want kids to be 

able to write, we have to teach them strategically, we have to actually teach them.  Now, of course, Steve 

Graham focuses every bit of his energy on writing strategies.  And there's a tremendous amount of 

literature out there about writing strategies particularly with elementary students with special needs.  

Okay.  So his strategy that we're going to be talking about today is really kind of come from an 

elementary--an elementary area, summarization, number two--that's a [inaudible] collaborative writing, 

right?  You got to get kids to be able to think about the--and write together.  All right.  It can't be this sort 

of singular thing.  It has to be that first moment upon which classroom conversations, all the very serious 

writing that I do in my whole life is done with other people.  I barely ever do anything of consequence by 

myself, right?  And I think that we need to be thinking about that with kids.  All right.  And I always think 

about when I'm giving test to my students and I was like, "What other time in our lives are we forced to 



solve problems with no access to any kind of tools and we can't talk to anybody?"  Like, hardly ever in 

real times, right?  And I think that one of the things that we need to think about is how collaboration can 

work here as well?  And I can't dig a hole in my backyard without like four neighbors going around and a 

couple of people throwing some tools I--all right.  So we need to think about how collaboration is used.  

Specific protocols, this is just kind of providing, because like when you do this kind of writing, I want you 

to include these things, right?  And as far as we're processing, you know, works, sentence combining is 

really important to basically develop more sophisticated sentences.  Prewriting, inquiry activities, I have--

well, I'll talk about inquiry maybe a little bit at the end, but this is, I think, really important and I didn't know 

how important it was until this was last year, but I won't go into it right now.  Certainly process writing as 

we go through and we kind of put together major writings and we're going to be doing a lot of revision on 

and kind of conferencing on, those are the things and then the study of models, right?  All of these things 

are the things that work for students, improving student writing as well.  And many of these things also 

work for improving students' reading comprehension.  Perfect.  All right.  So we're going to talk about 

these four.  Okay.  Strategy summarization collaboration and specific protocols.  Okay.   So again, all 

right, a few caveats for RTI-W is--so we know the framework for RTI, right?  So really good instruction in 

Tier 1 for everybody, you know, when Tier I fails, we have Tier II intervention and then more intense 

instruction and then we have some kind of way that we kind of determine who goes to Tier III and actually 

more intense interventions from that.  I--again, we don't exactly know what that looks like for writing, right, 

although we know pretty well what that looks like for reading.  However, all right, Gary Troia who's a 

friend of mine is--has done a lot of work in writing, particularly writing for students with special needs and 

he's been thinking a lot about what this can look like, right?  So one of the things that we know is--Gary 

says that basically self-regulation is going to be the sort of the main thing that students really need who 

are writing poorly, that write that kind of Tier II and Tier III level, right?  And that means that for us we 

need to be able to teach students to be able to set goals for the writing, okay?  There's also kinds of 

students don't even know what their goals are going to be and then if they don't know what their goals 

are, they're not going to be able to reach that.  They have to be able to self-evaluate their writing based 

on some criteria, right?  And they also have to reinforce themselves to keep on going, okay?  This is 

particularly true with kids with special needs who have a very, very difficult time producing texts, right?  

And they have a hard time kind of motivating and keeping themselves working, right?  So we need to be 

able to do a number of different things that are going to help them to do that.  All right.  So for Tier I, this 

is what I'm--okay.  So again, here's my caveat, I'm not sure about this.  Okay.  This is what I'm thinking 

that it looks like, right?  Tier I, can I [inaudible] writing for all students all the time, right?  So, you never 

saw [inaudible] assessments, right?  I think that this is a time where we can start thinking about how we 

can collect pieces for our portfolio and getting kids to able to reflect on portfolios, right?  And carry that 

through to next grades.  All right.  So that's what I'm thinking about for Tier I, okay?  All right.  Greg is bad 

at tennis, because he doesn't practice tennis, right?  Our job is to get kids to be able to be better in 

writing, because they're practicing writing and they're doing it mostly every single day.  Okay.  Tier II--Tier 



II is going to need, I think, a more explicit intervention, so explicit strategy instruction with process and 

product goals, right?  This is part of self-regulation that many students who struggle with writing do not 

have.  The SRSD framework is the framework that has been designed by Steve Graham and Karen 

Harris that I admire.  And we're going to kind of go through with it a little bit.  It's called the self-regulated 

strategy development and it has a--it has what my writing partner calls a distinguished research pedigree, 

right?  SRSD is improving over and over and over again to be able to help kids substantially with their 

writing, right, who struggle with writing.  All right.  And that means that at the time we have goals to be 

multi-monitoring of individual assessments certainly do some portfolio review, we've got to start thinking 

about how we can get some diagnostic assessment on global norm reference types of tests.  All right.  So 

there has to be something at Tier II that we're--that we're--that we're thinking about with the--with kids and 

how and where--why is it going to be known in Tier II and what that kind of means?  All right.  Tier III, all 

of the things in Tier II plus we're going to probably have to do some sentence combining with, right?  So 

this is going to be something particularly where we really need to be thinking about how we do--has 

sense of combining to really develop a lot more writing influence.  All right.  So what do you think?  That's 

what I'm thinking.  All right.  I'm not sure.  It's not based on my research but that's what I'm thinking.  And I 

think that--you know, I think that Gary Troia who does a lot of work in this would probably back me up on 

the way that we would be thinking about it, right?  However, I kind of wanted to start thinking about what 

that means about explicit product process and product goals and what this SRSD framework really 

means.  Okay.  So let me give you an example, right?  And this is an example--this is a strategy that is 

being used in many Delaware schools and that I developed when--back in my--in the '90s when I was 

working at Solanco High School.  The strategy is called CSET, but I am going to present it to you in a--in 

a more kind of self-regulated strategy development framework, so you understand how that kind of works, 

okay?  All right.  So this again, the strategy based on framework of Harris and Graham, Graham and 

Harris, all right, then I developed this because one of the things that I was seeing with my junior American 

literature students of all levels was they were not able to write analytical arguments about literature.  They 

were terrible at it, okay?  They could not use evidence from books or short stories or poems, they could 

not explain how that evidence to be related to their points of view.  They were able to state their points of 

view like, "I hate this character or this book is dumb…" or, you know, probably the things that we know 

that kids do.  But they were not able to back those things up, okay?  And for me, my goal was is, I wanted 

a strategy that was going to be providing a scaffold for them, but also going to be able to provide 

something that was flexible to them that allowed them to develop, okay?  Now, when I originally did the 

CSET, it was actually called something different, but--and it wasn't in the SRSD framework, right?  But 

when I started my graduate school, I said, "Hey this really is self-regulated strategy development design."  

And even though I kind of thought of it on my own, it was really done like many, many years before.  

Okay.   So here's the Harris and Graham [inaudible] cycle, okay?  The cycle is basically in about--in about 

six different steps, right, which starts out by developing background knowledge for why you're going to 

present a particular strategy to kids, right, just to get that kind of a bond.  All right.  Then there is what 



they call a discussive phase, the discussive phase is generally speaking providing kids a mnemonic 

device that tells them what they actually have to produce.  Remember, one of the things that Gary said is 

that for kids with self-regulation, we need to give them both product goals, right, for what they're going to 

produce, but they also need to give them some process goals for how they are going about producing.  

The model stage is huge, right?  We know that we have the model of these things and the use of the 

strategy for students and we have to allow them to kind of do some co-writing with students, right?  Harris 

and Graham are really, really big on the memorizing phase, right?  They want kids to be able to have 

enough practice so they're able to memorize the mnemonic and kind of develop the automaticity in order 

to--in order to use that, so it's not bogging them down, right?  So we did a little more practice.  The 

supportive phase is when we start releasing--we start releasing responsibility for the use of the strategy to 

kids giving them other kinds of examples that are still kind of scaffold and then practices while we 

continue to give them more examples of using the strategy and then also maybe developing more 

flexibility in the use of the strategy.  All right.  Now, that's not going to make too much sense to you until 

we actually go through the cycle.  So let's go through the cycle and this is actually some instruction that I 

use in [inaudible] now, this is being used in elementary schools now, right, for kids to develop 

argumentative writing because that we know that this is where it has to begin.  Kids need to be thinking 

about relevance and sufficient evidence and they have to be taught to be able to explain that relevance 

and sufficient evidence and what it means to their points of view.  All right.  So develop background, so 

here's the strategy that I came up, all right, so I'm going to come up with the CSET and I'm going to say to 

kids this, I'm going to say--and this is something I've learned from my colleague [inaudible] she says this 

to everybody including her graduate students and they believe her.  She's great and [inaudible] so I said, 

"You know, kids, I've been thinking about you.  I know it's magic."  They're [inaudible] like, they're like, you 

know, my age is 50 years old now.  That's great, they're been thinking about me.  All right.  So this is kind 

of a bond.  All right.  So kids, I've been thinking about it, right?  And, you know, we're going to do--we're 

going to be thinking about persuasive argument all this year and we want to be start to think about how 

we use evidence to back up our points of views.  It's really important, right?  And so we talk about all of 

the importance in curriculum, you know, arguments skills [inaudible] better grades [inaudible] important 

and it's common core [inaudible] standards, right, so we can kind of get a bind for that, so that's the--that's 

the develop background knowledge phase, right?  We want to get some kind of bind for that.  All right.  At 

the discussive phase is when we actually develop the mnemonic and we give them the mnemonic.  All 

right.  There are many, many mnemonics that Harris and Graham have designed to meet the needs of 

students and to produce a variety of different texts, including narrative text, informational text, and 

persuasive text, right?  So we're going to be focusing on persuasion and we'll look at it a little bit later on, 

but they also did a power three strategy, the stop and dare strategy, right, those are all mnemonics, right?  

And this is the CSET strategy which is just another mnemonic, kind of giving kids some product goals 

about what they're going to produce, right?  So for me, what I wanted to say is this, all right, my juniors in 

high school were terrible in writing in analytic arts, horrible, right?  So, instead of yelling at them and 



getting all mad at them and frustrated, I even say, "Okay, well, what is it that I actually want them to do, 

right?"  What is it that they actually need to produce, right?  What are the goals?  So, I say, number one is 

I want you to have a claim, you know, with it, right?  You have to have a clear claim and I need to be able 

to provide them lots of opportunities to have claims like when I ask questions about things, like I said, 

what is the setting of the piece and then I want to say, like, how do you think the setting kind of--you 

know, how do you think the setting of this actually kind of helps move the story or whatever?  I said, that's 

going to be more of an argumentative piece where they have to kind of move that along.  All right.   Then, 

what they do is this, all right, they're going to use quotes, but what else I want them to do is before the 

use a quote, right, one of the things that my students oftentimes do is they go, I believe this quote, and 

then they draw a quote in there, right?  And I'm like, "Where the heck did that quote come from, who said 

that quote, where are you getting it from, what's the context for that quote, right?"  If there's anybody who 

have kids that just sort of brought those books in there, right?  All right.  So I said, no, this what you need 

to do, you got to set that up for me, so you have to say, in the beginning of the story, right?  Or when 

somebody is talking about this, they say or the author writes when describing this character or [inaudible] 

you kind of give a little bit--like you got to set it up for them, right?  Then the quote, I used to have this as 

the CSQT but evidence is better when we start thinking about our science and history teachers, right?  

Because they're not always going to be using direct quotes, they're going to be using some data and 

some other things.  All right.  They have to provide that quote and evidence and then the most important 

thing, right, they have to tie-in, because even if kids were like, "I think this book is terrible."  And there's 

your claim, right, and then they even use a set up.  They're like because [inaudible] they often describe 

this and they use a quote, oftentimes they just leave the quote and then just run away, right?  They would 

tie in the quote, right?  They would provide what we call an argumentation like a warrant, right, which is a 

rule that reasonable people follow, right, that connects the evidences to the claim.  So, I'd like you to start 

thinking about this, so like, look at the CSET, it offers two things, right?  It--well, it offers--in this case, it 

offers really clear for product oriented goals, right?  Part of the self-regulation that Gary Troia had been 

talking about in his--in his piece [inaudible] but they didn't understand about like what it is, like reaching 

into the quote of being able to pull out that evidence.  So, what I wanted to do is I wanted to give them 

some help sometimes through visuals about what the tie-in actually is, right?  And again, a tie-in is a 

warrant that reasonable people generally accept.  And if you give them some sense of satisfaction, right, 

it is generally accepted that or as a wall or usually when people do this, they, right, we can give them that 

kind of rules.  This is again another scaffold for kids who are having difficulty, right?  If we want them to 

produce tie-ins and they're not doing it, then we give them another scaffold in order to teach them how to 

do that.  Now, it's not just the tie-ins, but it does anything with our--with our--with the instruction that we 

say.  Okay.  All right.  Now, let's practice really quick here, everybody.  Come on.  So I'm going to give 

you this question.  And I know this is terrible.  All right.  Then this is a following illustration example of 

murder or suicide, right?  Let's look at the data.  Now, actually George Hillocks wrote a really kind of good 

book.  It was called Argument Writings and I kind of borrowed wildly from this book with these illustrations.  



All right.  So I want you to make a claim and then I want you to tell me what you think.  All right.  So, is 

this [inaudible] University of Delaware, people hanging themselves.  It's a great appetizer prop.  All right.  

So here's the thing, right, so we find this as an example that I talked about, right?  So we find this person 

here, he says [inaudible] I mean there's no [inaudible] right.  I want you to tell me, I want you to make a 

claim.  I want you to make a claim based on the--on the data that we have up here on the evidence, all 

right, about whether or not you think that this is a murder or a suicide, I want you to talk with your 

neighbor for 30 seconds, go. 

>> [indistinct chatter] 

>> I'll try to get a less [inaudible] okay.  All right.  So, so let's talk--let's talk about this in just sort of the 

CSTT, right, or the C set format.  So give me--who can--who can go out on a limb and give me a claim, 

the C park, right?  What's the claim? 

>> Murder. 

>> [indistinct chatter] 

>> All right.  How many people go for murder?  All right.  State it in a--in a sentence for us, please. 

>> I believe that a murder [inaudible] 

>> Excellent, okay.  So now, what we want to do though, right, is we want to look for evidence and then 

we want to set that up.  So just remember, we have this set up and then this evidence, so in the set up, 

when you say something like, in the picture, all right, we see and then we're going to improvise that.  And 

who can give me the evidence? 

>> The school that one would apparently use if you're committing suicide and you need to be hanging 

lower than it. 

>> Correct.  All right.  Exactly, right.  And now, here's the time, right?  So give me a time which is sort of 

like, generally speaking, reasonable people believe when people are doing this, they often--all right.  Can 

we begin at the tie-in? 

>> Generally speaking, when people are doing this, they often kick the stool over in order to hang. 

>> All right.  Very good.  All right, what else?  Can anybody give me another tie-in? 

>> As a rule… 

>> Oh, as a--as a rule. 

>> Whenever wants to commit suicide, one should kick the stool over. 

>> Okay.  I want to go with that, right? 

>> The laws of physics do not pull off the force. 



>> [indistinct chatter] 

>> Here we go [inaudible] on a roll there.  Very nice.  Okay.  So now, believe it or not, right, so it's fun to 

do those kind of things, but actually one of the things that we admit, students have a very difficult time 

with tie-ins.  All right.  And so one of the things that we really want to do is we want to provide them a way 

to look at it, so even the structure of this which gives them [inaudible] is not enough, because sometimes 

the products that they have within those actually needs a little bit of scaffolding as well, so we need to 

think strategically about that.  Okay.  Fantastic.  Now, here is the model that fits, right?  And this is 

actually the--some of the--some of the texts that we can use, maybe some informational text, right, we 

can do a lot of different things.  So on [inaudible] All right.  Eventually, I tend to visualize that I think I 

would want to go [inaudible] all right.  Where you guys from? 

>> [indistinct chatter] 

>> [inaudible] so here's the thing, one of the instances that I was living with my parents, I'm from 44 

Pennsylvania [inaudible] and if you're from the pole regions, you understand that because people 

basically hire their relatives for jobs that they have absolutely no skills for any kind of training for, 

tragedies happen all the time, right?  And I was going--I was going up--this is my first [inaudible] I saw this 

headline which was, woman rolls off loading dock at Valley Crest, now Valley Crest [inaudible] from my 

background, you know, the background that's highly poorly for reading comprehensions, so I activated my 

background on all to know that [inaudible] so and I then read this, right.  So I want to say--I want to use 

this text and I used to use this for my own students as well, right, because one of the things we want to do 

is kind of motivate them through interesting work.  So now, this will be surprising to everybody, but those 

who live in the cold regions.  So again, the officials are attempting to find out how a 91 year old 

wheelchair-bound patient [inaudible] found her way to an outside loading dock and fell while still in her 

chair.  Anna Cerwonka, 91, is in critical condition in the intensive care unit [inaudible] according to 

sources the woman sustained a serious head injury when she fell [inaudible] according to sources, 

Cerwonka was in her wheelchair when for some unknown reason, the elderly woman folded towards to 

where which led to a loading dock located [inaudible] at least one person attempted to intercept 

Cerwonka, but [inaudible] individual headed towards the door, opened it, stay on the loading dock and fell 

off still in her chair.  Okay.  So here's the thing, right, one of the things that I do with my students is I want 

to make sure that I'm able to provide an information and provide some scaffolding where we actually able 

to create this together, right?  So for me, what I would do is I would give them a graphic organizer, very 

much like the graphic organizers that was in the materials, right, which is they have [inaudible] with a little 

block, so they can put that information in.  For struggling writers, I'm going to probably use that for longer.  

For younger and struggling writers, I'm going to use that longer than I normally would.  I want to very 

quickly move away from that visual scaffold to actually have them to start doing it on their own, because 

this is a paragraph format, it's not sort of--I don't want them just doing things like C and then a dash and a 

dash and a dash and--okay.  So who could give me a claim--so what I basically said for my--for my 



students is--okay.  When I gave these questions to them, I said, "Are these sources for this reliable?"  Are 

the sources to this article reliable?  Okay.  It's argumentative so they have to pick a yes or no [inaudible] 

so can--I want you to think about this for about 10 seconds and then I want you to--somebody give me a 

claim that whether or not they believe the sources are reliable, right, talk it over with somebody real quick. 

>> [indistinct chatter] 

>> Okay.  Again, who would like to go out on a crazy limb and tell me what they believe is the--can you 

give me a claim for this in a nice statement?  All right.  Who can get me to see? 

>> I believe the sources of the article are unreliable, because they've put these statements and [inaudible] 

>> Okay.  Because that they put these statements in the article.  All right.  So now give me a set up as 

you go into your evidence.  Okay.  So we want to take our evidence first, right, but let's talk about a set 

up.  So can anybody give me--all right.  So what is the evidence that to you--can anybody give me some 

evidence that you're like, "Oh, man, it's totally unreliable."  There's so much to choose from like the whole 

thing.  All right.  Can anybody give me--can anybody give me a statement that you says it's unreliable to 

you. 

>> When the author says 91, wheelchair-bound, and spry in the same article. 

>> Yeah.  Now, here's the thing, right, so in this case, we can even use sort of like short quotes, right?  

So in the article, Anna Cerwonka is described as being 91, right, and wheelchair-bound, and in the same, 

you know, paragraph is described also as spry.  Right?  Okay.  So can anybody give me the tie-in for 

that? 

>> Generally speaking. 

>> These are what people believe. 

>> [indistinct chatter] 

>> Ninety-one year old wheelchair-bound people would be unable to move around and another individual 

and speed [inaudible] 

>> And are therefore not spry.  And yeah.  And so do you understand--so right, so this is what we really 

want to get students to be thinking about.  Now, a lot of times, they think about [inaudible] contains two 

things, right?  So we have unnamed sources, some people kind of think that's a problem, right?  So in the 

article, like, the people, they say--there's not a lot, because they have--the sources are unclear.  So in the 

article, it says, you know, according to sources and then later on it says this.  And all of these sources are 

unnamed.  And if they are unnamed, you know, then we don't know where this information is coming up, 

so it's not really reliable.  All right.  So we can go now.  But it also goes because these things sort of 

stretch our belief about the--you know, the--actually the physical [inaudible] 91 year old wheelchair-bound 

patients who have a hard time wheeling around a bit.  All right.  So one of the things that we want to do is 



we want to give them those kinds of opportunities and be able to discuss that, right?  So, the monologue 

phase is really important.  The other thing that is important as well is that we also have to know that 

these--that these steps in the cycle, they're not just sort of like, "Okay.  I did that step and I gave this little 

article and now we're moving onto the next one."  The criteria for moving onto the next one is mastery at 

each level, okay?  So, this is one of the things where like SRSD instruction, you can say, "Okay.  I'm 

going to do a week of SRSD instruction."  Because depending on the age of your kids and depending on 

the needs of your kids, SRSD instruction can take one week for some groups and it can take four weeks 

for other groups to go through a cycle with a particular--with a particular strategy, right?  The criteria of 

performance is mastery in each of those steps.  So, right, they need to be able to like--you get before you 

go on here, when they're writing with you, you need to get a sense on how whether they understand 

CSET and whether or not they're able to kind of generate those things that you need ,right, before we 

move onto the other stages, all right?  And that's why this is actually been used very successfully with 

kids with disabilities, right, because it really does take into account individual differences.  Yeah, a 

question. 

>> Specific question, do you know the set up or when you're going [inaudible] have you ever told them 

how many paragraphs will be different? 

>> Okay.  So, no.  All right.  And yes.  I'm sorry about that.  Okay.  So, here's the thing about the--and I'll 

through--I want to go through another--I want to go through another example.  I will answer that question.  

The CSET in its basic nature is basically a paragraph, okay?  But one of the things that I was really--I was 

really interested in is getting kids in our junior year to write their first term papers, right?  They needed to 

write their first term papers.  And generally speaking, a term paper is just a bunch CSETs kind of strung 

together, right?  So, what I wanted to do is be able to introduce them to the CSET the way that they use 

evidence to explain that.  And then I wanted to get a little bit more flexible with them and be able to direct 

them in a number of ways.  And I did talk oftentimes specifically about length, but I can also talk very 

specifically about elements that I want you to include that can equate the length.  And I'll tell you what that 

is in just a second.  So that's a really good question.  Okay, right?  Memorizing phase, this is where we 

start getting a little bit more chance to internalize that, right?  And this is where you can use maybe more-

-you can use more continuity attached, right, to be able to give them some support.  You can do some 

collaborative writing here in order to sort of bolster them during the stage.  Okay.  So now as juniors, this 

is how it would actually go, like first day of class, just classroom rules, like really boring day at school.  

Second day is introduction of the CSET in a month, right?  We would get through the introduction and we 

would get up until--I actually gave them a different sort of text in this on the first day.  And then they would 

do the Anna Cerwonka article for homework for the first night and we would go over that.  And then the 

next time, we would--we would start getting into kind of--we're going into Native American poetry, right?  

So then we're going to start writing about Native American poetry next.  And this is where we kind of get 

into in the memorizing phase, but this is where also we do maybe a little bit more collaborative writing and 

a little bit more scaffold in there.  Okay.  Now, here's also at the supportive phase, right, so this is where 



we can get into some more kind of examples of that where they're starting to do this on their own.  This 

has been used in the--in the Delaware schools like I've been talking about.  And one of the things that 

they've done [inaudible] they're actually very successful in some science classrooms, right?  Now, one of 

the things that one of the teachers that I was working with had done and he was doing a unit on 

earthquakes, right?  And he had this informational text about earthquake management happen and he 

kind of talked about the variety and different kinds of earthquake management and what happens during 

an earthquake.  All right?  And he wrote this--he wrote this question which I think is actually a really good 

question.  Because if we are going to do argumentative writing, then we actually need to create an 

argumentative prompts that are not found in the text themselves, but they have to make things for 

instance about it, okay?  So, he asked this question.  After you read this, about these eight different kinds 

of earthquake damage, I want you to answer this question.  Based on your reading, make an argument 

for how and where you would build a house to avoid suffering earthquake damage if you lived in an 

earthquake prone zone.  There is no section in that text that says having where you would build a house if 

you lived in an earthquake zone, right?  Kids have to make an imprint based on all that information to do 

that and they have to then build the--build the example.  And here's the example that they came up.  All 

right, in high school, and I think that the--like if kids are doing this at the end of that earthquake, you're 

good, I'm good, I'm really good.  All right.  So first of all [inaudible] right?  So [inaudible] then they have 

[inaudible] earthquakes cause great changes and destruction to land and structures [inaudible] 

completely destroy buildings [inaudible] whatever that is, property is [inaudible] to prevent damage, all 

right.  And then look at this tie-in.  This supports two to three week you guys selected this [inaudible] 

house for a better to prevent some earthquakes like one [inaudible] and also the house is probably 

designed to withstand a moving straight earthquake.  All right.  This is actually kind of a second set.  All 

right.  So, this is where they're actually able to expand this into a bigger paragraph or a multi-paragraph 

work, right?  The third piece is [inaudible] these, right, kind of evidence [inaudible] great amounts of 

damage.  And they didn't really do a tie-in, but, you know, you kind of do a little tie-in conclusion here.  I 

think that's pretty good.  All right.  And here this thing with the CSET and then some of these other 

strategies, right?  For me, one of the things that it did is it gave me a common language to talk to kids 

about what I wanted them to produce in my classroom, right?  You need to have a strong plane, right?  

You need to--you got--you know, I can't--I don't want to say this, you need to give me a little more reason 

before having--like I want to say you need a better set up here and I was able to talk to them in their 

assessments, right?  Like that's really good evidence and here's a really good quote here.  Now, your tie-

in is a little weak, all right?  Now, all right, for this next one, now I want you to do as CSQTQT or 

CSQTQT, right, just this.  All right.  Or I can say I want you to do a CSET with a CS small quote, right, and 

large quote and then a tie-in that ties in both of them.  All right.  So, now I can start working a little bit 

flexibly, but I can't work flexibly once I have the common language to talk to them about the parts that 

they are generating, right?  Those are the protocols.  That's part of the self-regulation that we need and 

kind of the writing instruction when we start thinking about how things are going to be that are going to be 



struggling with it.  And this is for kids that were normally genius, right?  So, we really need to use this for 

our kids if they're going to be really needing to understand what those process and protocols are going to 

be.  All right.  And stage six, we're just going to practice.  And this is where we're going to maybe actually-

-when we start seeing it, and if they're not using the elements correctly, then we have to make sure that 

we're going to be continuing the reinforcement.  I stressed to you that we want to make sure that we're 

not kind of like conflating all sorts of different--the [inaudible] like CSET in itself is for argumentative 

writing.  It's not just a glorified [inaudible] right?  Like you can't do a CSET for like a question like, what is 

a setting of this story when the setting of the story is mentioned in the first paragraph, like the setting of 

the story is New Jersey, because in the beginning of the story, it says it was a wonderful day in New 

Jersey.  I mean this is in New Jersey.  And, you know, people--you know, I'm sorry if you said voices, 

weird voice.  Okay.  All right.  So the CSET provides, right, the explicit protocols, but also when you're 

looking at--when you're looking at the--sort of the instruction of Graham and Harris, all right, they also 

have really good quote process and protocols as well, all right?  For argumentative writing, they also do a 

pound tree which is a strategy for younger children, okay?  If you look at it, they give them the process to 

go at the top the idea or actually just write and say more.  And then the tree part reminds you that 

[inaudible] three reasons and ending.  And then at the end, you need to examine to make sure it has all 

the parts.  And they oftentimes usually have a little thing called writing rockets where they would fill in the 

parts that they have, like if you should be filling in the four parts, right, like--and they--that encourages 

their self-regulation, okay?  So, pound tree is a great strategy for a persuasive writing based on--for your--

for our younger kids, all right?  And also what they do is they encourage kids to have self statements, 

right?  The things and ideas, I do this, while I work, I do this, to check my work, I do this, all right?  And 

then they oftentimes give them a sort of a before, during and after framing, right, which is before you're 

reading, think of good ideas or one of the things that we know is that kids have a hard time to generate 

things, all right, particularly our struggling writers have a very difficult time in a certain language, so we 

give them some kind of things to think about.  We coast them around the room in ways they're kind of--

are going to be supporting [inaudible] while I work, I want to do these things, right?  I don't know about the 

million dollar [inaudible] whatever.  Okay.  To check my work, right, we do these things, right?  So, our job 

is to start thinking about how we then kind of get kids to develop that self regulation and give them those 

processes and protocols.  And I think that's going to be the important thing about [inaudible] is going to 

look like in Tier II and Tier III.  All right.  Stopping here and there which is also another framework, right?  

It's also another thing that allows kids to be able to--it's a mnemonic that we teach kids that shows them 

the different kinds of parts, right?  And there's a--there's a graphic organizer that goes with it.  So the first 

thing that we know is that if kids have a hard time generating alternative perspectives, the first thing that 

we do is we tell them not to commit to a topic then, right, stop.  Just spend your judgment and list--sorry.  

List reasons for both sides, right?  This can actually happen after a little bit of a dialogic conversation with 

our peers, right?  List those regions down, right?  Then we can take a side, but because we have like four 

reasons on one and three reasons on another and we evaluate those reasons, so we can kind of encircle 



the side like, "Hey I'm going to make--I'm going to make a strategic choice."  Right?  We organize our 

ideas.  We say, this is the idea I'm going to use first, this is the idea I'm going to use second, this is the 

idea I'm going to use third.  And then we plan--and so we plan to write some more, right, so then we write 

this.  And when we use [inaudible] we have both our own perspective represented and we also have the 

alternative perspective represented.  And we can get very much easily addressing the alternative 

perspective and the body which kids have a very difficult time in doing this.  Okay.  All right.  So self-

regulation, goal setting for self-evaluation, self-reinforcement is the important part.  I--but I also wanted to 

talk very briefly because we had--we had a great conversation today and time flies when you're having 

fun.  Sorry about that.  All right.  So I want to introduce one thing that is, I think, very important to me 

which is summary writing, okay?  I want one strategy which is, I think, one of the most powerful strategies 

out there for getting kids to write summaries.  And kids have difficulty writing summaries, right?  My old 

English students either would not do the right--so I use it for my own perspective.  When I was writing 

summaries, this was my strategy.  I would plagiarize something from the beginning of the--of the--of the 

story or the article, I plagiarize something from the middle.  I'll plagiarize a sentence from the end and 

then I would just spell a couple of words, so the teacher will know it was me [inaudible] All right.  And that 

strategy, the tear of the strategy, there's a scratch.  All right.  I want to actually get kids to do this more 

effective, right?  And magnet summaries are the way that I'm going to do this.  So I mean I go through this 

fast, because I want to actually think about what this magnet summary looks like because I think it's so 

good.  Okay.  And here's the thing with magnet summaries.  All right.  Magnet summaries are really 

based on the idea of teaching kids this idea of the magnet term and a magnet term is a big idea word that 

is in a passage.  Okay.  And back and oftentimes, we found it in headings, in titles, in subheadings, right?  

But we get them to look for those magnet terms, the big idea word or short phrases, okay?  And when 

we're teaching it, what we would--what I want to do is I want to put that up on the board in the middle.  I'd 

say, "Okay.  What do you think about this?  Can we look at the titles?"  And look at the magnet terms 

here.  And we put up all magnet terms in the middle.  All right.  After they read them, what we get them to 

do is look for what I call attractor terms.  Now this is actually [inaudible] developed a strategy a long time 

and actually it was kind of re-branded in 2009, but I think it's a fantastic strategy.  It needs to be revisited.  

All right.  So we write the magnet terms in the board, then we kind of come up with these attractor terms, 

right?  Short words or phrases that we think are really important.  All right.  So this gets us to do the one 

thing that we want to do in summary.  Well, there's two things.  We want to be able to get kids to select 

those things that are most important, right, and synthesize those into a meaningful term.  Okay.  So all 

right.  In your packet, you have this hover thing here, right?  I'm going to give you like a minute to go 

through this, so you can read it up here, you can read it on your--you can read it on your--on your part.  

But I want you to talk about something with your neighbor.  I want you to tell me what you think that the 

magnet term is, the big idea word or short phrases for this passage.  Okay.  Who can give me the magnet 

term here?  What--and again, don't be afraid.  I purposely left out a title of the heading of this piece, so 

that you couldn't cheat on that one, right?  It's not cheating.  It's actually using it, so I have it there. 



>> Hoover Presidency. 

>> Right.  The Hoover Presidency maybe will be a good--would be a good magnet term, right?  So, oh, 

look at that.  Right.  So Hoover Presidency put in the middle.  All right.  Now, one of the things that I will 

give kids, because I will give them a three by five card in order to write these things down, because 

magnet summaries are really quick writing activities that I will use to pass that advice, right?  This is a--

this is a really good pass in the classroom.  All right.  Then we're going to go through, right, is look for 

some attractor terms.  Now, we won't go through this, but I just wanted to kind of--to think about some 

possibilities.  Now, let me give you the other warning on this, as you're going through on a magnet 

summary, I would only choose probably four attractor terms at the most as you're starting this.  And 

maybe for our younger kids, three, right?  So that at the most, we have the magnet term and then four of 

the attractor terms, so five terms in particular.  Now, if we go through this, we tend to look at what we 

think are attractor terms, so the Hoover Presidency, all right, the fraction, subtract that or do nothing, 

probably individuals and people on the [inaudible] now, what I would like you to do is this, right?  What I 

would want kids to be able to then do is take that magnet card and then I would want them to write one 

single sentence, right, that incorporates all the terms in a meaningful way, okay?  It's important that you 

limit them to one sentence, okay?  And this is where you see where writing quality actually improves, 

right?  Because in order for them to do this, this is hard cognitive work, right?  And I would do this model 

for them first.  I will then do collaboration with them before they even touch this as independent--as 

independent writers, right?  But our deal is to be able to kind of write that in and out.  We know lazy kids, 

right?  What are lazy kids going to do? 

>> [indistinct chatter] 

>> Well, no.  They will--yeah.  You're right, you're right.  There'll be making through that.  Again, lazy kids 

are going to listen in--just a list, you can inaudible] right?  So they're going to go, you know, Hoover 

Presidency is a president.  He was a great [inaudible] and it was like people are afraid of him and it's like--

you know, like do that.  All right.  Our job is actually to get them to write a sentence that includes those, 

right?  So what would be a sentence?  I'd like you to take one minute to come up with a magnet sentence 

that use--that includes like the Hoover Presidency and let's choose three other terms.  I know this is hard, 

right?  We're going to spend a lot of time with the topic, but… 

>> [indistinct chatter] 

>> All right.  Can anybody give me one?  I know this is really hard.  It's really hard.  Okay.  Well, let me 

kind of go through this, so we can do something like this, right?  You could say, you know, like, the 

Hoover or you can say the Hoover Presidency or during in his presidency, he used to be called the great 

do-nothing, because he believed in rugged individualism and instead of bailing our people on the brain, 

he created the RFC which did not work  [inaudible] into the depression [inaudible] right?  Now, for kids to 

do that, it's hard.  It's hard, but actually one of the things that's the most beneficial about this is that it 



helps their writing probably because combining those things is really difficult, right?  But it also gets them 

to start thinking about magnet terms, the attractor terms while they are reading.  It becomes a structure 

for them to start thinking about those comprehensions.  Okay.  So what I wanted to do, I have zero time, 

right?  But I will--I will talk about any particular kind of questions that you have.  All right.  This is--this is 

my--this is my terrible thing of product placement.  All right.  Some colleagues of mine [inaudible] from the 

University of Virginia and [inaudible] is one of my great colleagues at the University of Delaware and my 

software book called Cracking the Common Core About Choosing and Using Text.  All of these strategies 

are in here and many of these strategies--many of them, if not all of them have been tested in elementary 

schools, right?  It deals with the common core standards and it deals with before, during and after 

readings, it deals with inquiry.  And I'll be glad to talk with you about any of those--any of those ideas at 

any particular time.  And also I have to say this [inaudible] wrote a before reading chapter that is one of 

the best chapters on before reading them I've ever read in my life, right?  And even though it's corrected, 

it's sort of middle school and secondary, the techniques that she used, she used--she used an elementary 

focus first.  So she'd be definitely a big person on that.  I have zero time left.  Thanks, everyone.  Have a 

great day.  But I will talk--I can talk and answer questions and I'll answer questions out there.  I'm hanging 

out in the [inaudible] so all right.  Hey, thanks, everybody.  You're pretty impressive.  Have a great day.  I 

really [inaudible] out of time. 

>> [indistinct chatter] 


