CHAPTER 9

i

sirategies for Handwriting and s elling

Writing is a complex task that requires the ability to generate, organize, and express
deas. Generally, the process of writing can be divided into two primary areas: mechan-
ies and content (Richards, 2008). Mechanics includes knowledge of grammar, punctua-
tion, and spelling. It also includes the ability to use the muscles in the hands and fingers
to physically form words, letter by letter, on paper (Tompkins, 2002). Content involves
conveying meaning through writing (e.g, vocabulary use, elaboration of detail, orga-
nization of ideas) and higher-level cognitive processes such as planning and revision
of writing (Spear-Swerling, 2006). Mechanics and content are both necessary to pro-
duce written products such as essays and narratives. For example, the more efficient
and automatic students are with writing mechanics (e.g., spelling, letter formation), the
easier it will be to focus on content: the generation, expression, and organization of
ideas (Richards, 2008). This chapter focuses on the mechanics of writing. Specifically,
this chapter discusses handwriting and spelling. Higher-level writing skills, such as
content generation and organization, are discussed further in Chapter 10.

Handwriting and spelling are two major prerequisite skills in the writing process.
These skills are typically taught in the early years of school. If students fail to develop
these essential prerequisites, they are likely to experience several long-term negative
‘nsequences. First, illegibility of written text and misspelled words can negatively
influence perceptions about a student’s competence as a writer (Graham, 1999; Graham
#al, 2008; Graham, Harris, & Hebert, 2011). For example, when teachers were asked
:;:;e the quélity of several papers that differed only on legib.ility of.handwritinglind
ermrser of misspelled words, the papers that were neatly 'wntten \.mth fewer spelling

Were rated much higher than those containing multiple spelling errors and poor
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legibility (see Chase, 1986). Second, difficult.y Wlt'h form}i:rg ‘ljitttﬁrfse?; with spelling may
overtax a student’s working memory, leaving l.um or d planning (Gr. hmental "€S0Urgq,
for higher-order skills such as content generation anl tIt) . formgati aham, 199, 1999
When students must frequently stop to th'mk about ette Hick ik ;)r how ¢, Speua.
word, they are interrupting planning and idea 8?“9;“10?' “;1 c;cth Ctan ea‘d‘t(-) lost j cas
frustration, and disjointed writing. Seve'ral.studles e‘wethou latexphm mstruction’
in handwriting and spelling can result in increases mG iComi)/Ie;ness (e-g:, Numbg,
of genre elements) and length of written w0r1.<.(9-8-r ra alIlI'I’ CReown, Kluhara,

Harris, 2012). Finally, difficulties with handwrlthg and spel ing may causg AV0idancg
of writing tasks, which can lead to a delay in ertmg_ development (Bermnger, Miz.
kawa, & Bragg, 1991; Graham, 1999). For e.xa.mplt.e, Ber.mnger and .cc?lleagues (1991) p, oteq
that young students who experienced difficulties w1tb handwrltmg were more likely
to avoid writing tasks altogether and to develop a b.el.lef that they Fould NOt write In
summary, teachers must understand that if handwrllt%ng and spelling do DOt becom,
automatic, these skills can substantially limit the writing process, Causing Students to
have shorter, less complete writing that is perceived as qualitatively poor.

PROBLEMS FOR STUDENTS WITH LEARNING DISABILITIES
AND ATTENTION-DEFICIT/HYPERACTIVITY DISORDER

Students with LD and ADHD often experience more difficulty with handwriting and

spelling than their typically developing peers (Barkley, 2006; Graham & Weintraup,
1996). These difficulties are evident early on and often persist well into later grades. Ag

we noted previously, these problems may influence students’ ability to attend to higher-
level skills such as planning and organizing text.

Handwriting

student struggling with writing, such as a tight and a
unstable body position (e.g., crouched over the paper, not anchoring elbow and forearm
» Or tiring quickly during writing tasks (e.g, complaining of

r for Learning Disabilities [NCLD], 2010). One of the
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S/

elate .
are I Jated to motor control and fine motor skills (see Graham 1999)

spelling
with LD and ADHD typically experien )
be especially difficult for these stid ent;iolzesl‘es‘llsetrearlltrsaroblems. with spelling,
i reading that many students with LD and ADHD experiencest(;;;,si.c EiISt,' the 1defici'ts
ficulty with decoding. Many of the same weaknesses that impact decodi);\anO s
honemic awareness, poor knowledge of letter-sound relationships) alsi (?% e
spelling (Moats, 19.95; Sl}ankweiler & Lundquist, 1993). Poor spellers commoI:I uﬁnce
weaknesses in their ability to analyze and remember the individual sounds (i y iVe
nemes) in the words, such as the sounds associated with j or ch (International ;—)e-, {D .
Association [IDA], 2008). Second, poor spellers frequently have trouble remem}};i :;r:a
the letters in words because they may have trouble noticing or recalling features ogf
those words, such as the syllables in words, and the meaningful parts (i.e., morphemes)
of longer words, such as un-, -pect, or -able (International Dyslexia Association 2008)
Finally, many educators have noted that students who struggle with spelling ’experi..
ence difficulty with recalling previously learned words or parts of words (Moats, 1995).
For example, a student may be able to sound out and read a word with little effort, but

unable to spell that same word correctly.

Gtudents

PREREQUISITE SKILLS

Handwriting

The prerequisites for handwriting fall into four general categories: motor/muscle devel-
opment, foundational knowledge, establishment of a dominant hand, and posture and
pencil grip. First, to form letters fluently (i.e., correctly and quickly), students must have
sufficient small muscle development and eye-hand coordination. Otherwise they will
be unable to manipulate writing utensils. Second, students need to have foundational
skills such as basic stroke formation (e.g,, ability to make lines and circles with a pencil),
letter recognition, and orientation to written language (e.g, writing from left to right,
starting at the top left of a page) to developing fluent handwriting (Polloway, Miller, &
Smith, 2003). Third, students must have established a dominant hand (Benbow, Hantft,
& Marsh, 1992). If both hands get equal practice at developing fine motor skills (e.g., cut-

ting with scissors, handwriting), students may end up with two mediocre hands rather
In order for students to do well at forming letters,

than one strong, specialized hand.
encil (Marr,

there should be a dominant hand that becomes specialized at controllinga p

Windsor, & Cermak, 2001). ; idli
Another ability related to establishment of a dominant hand is crossing the mldllpﬁ
(e, imaginary line that runs down the body, separating the right and left halves). w1tf
the dominant hand. This means that one hand should be able to move f.rom gne sxdte ot
the body to the other side of the body. Crossing the midline of the body is an 1mpor an
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ed for the appropriate development of a numbe
Midline crossing ability emerges as students g of mgq org
ity to use poth sides of the body). As Studenfvelo ; atxllg
s doing something skilled (e.g., cutting Cols le.arn tocera‘
hat is helping (e.g holding the paper), the ability to SI;Ont Oring) ngon
lops. Young children who have difficultly crossing the ;neously N ;n
have difficulty with writing because it requires COOrd_Ody’s mig iss
dy (e-8- hands doing different tasks) and cross-later Mation ¢ t?\e :
g to the nondominant half of the body). al motjg, " 3

ture and pencil grip are essential prerequisites t, 3
Marr et al., 2001). For posture, both feet should E hangy,
turned to one side. For right-handed w € 0N the flog,
left, and for left-handed writers the b:)‘;e;s ;he bogy
should

Ibow and forearm of the writing h

anchored on the desk. Ideally, the chair should be high enough that V%h and shoy]q be

is extended, the elbow will be at about a 90-degree angle (with the f en the foregyy,

the floor). For pencil grip, students should hold a pencil with thre ?il‘earm Paralle]

finger and thumb should hold the pencil while the middle finger pero i‘iféel‘& The indey
e Support for

the pencil.

site skill requir
dwriting.
Kkills (e-8~ abi
hand that i

|
4
;
t
i
:

prerequi
including han
coordination
dinate a strong
assisting hand t
the midline deve
are more likely t0
two halves of the bo
dominant hand crossin

Finally, proper poS
(see Benbow et al., 1992;
and the body should be slightly
should be angled slightly to the
angled to the right. In addition, the e

l‘iting

Spelling
Prerequisite skills in spellin imi
b gare similar to th :
principle, phonemic awareness). For ex ose for early reading skills (e.g,, alphabet
are Systemaﬁ d . ’ ample, students should und » &iphabdetic
c and predictable relationships b i nderstand that ther
spoken sounds (phonemes) and th ps between written letters (graph ‘
ter combinations (Armbruster, L. hat z‘loose sounds can be represented by 1§tee mes) daln d
sound (e, ther , Lehr, & Osborn, 2001). Phonem 18 ane K
letters or letter ceo;: E.thr?e phonemes in the word cat: /c/ / a/es/ta/r ¢ e sal estunid
There are more thanlzg t:;-)ns. that make up a phoneme (e.g., /k/ ) Gfgphemes are the
70 letters or letter distinctive phonemes in the E g sound of the c in af).
combinations t : e English language, but more th
sound can be produ ‘ o symbolize tho , ore than
. ced with th se phonemes. For
(e.g., piece). Good e graphemes e example, the Jee/
§ ’ SPellers have € (e'g" see, feel) ea (e h d
nemes and gra a strong understandi . .-g., each, peach), and ¢
to representgphgiemes'.Knowing the different crc;dlg-g of .the relationship between i
understanding of emes is a critical prerequisite fo mbinations or patterns of grapheme
correctly and a patterns and combinations of r good spelling. Students who havean
of graphemes ggl;oaCh spelling more strategic iglraphemes are able to spell more words
addition, y can make the long- gically (e.g., they consider the combinations
, understandi g-a sound bef .
to students wh ng patterns and fr ore attempting to spell word). It
(Moats, 2005) I?n spelling because the equent combinations of graphemes is help
on only Sounc.l_sor example, half of aJ] EPattfarns within words are largely predicta e
means that the Ie);nb()l correspondence (I}I{ghSh words can be spelled accurately based
patterns €IS used to anna, Hanna’ H o). hi
(Moats, 2005) © spell these words al ,OdgeS, & Rudorf, l9§ )
and if students are t also predictably represent their SO
aught these patterns (e.8- when the K
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INSTRUCTION IN HANDWRITING AND SPELLING

to improve students’ fluency in handwriting and spelli
ell
address these problems. In the sections that follow, P\Tve lpnr%s:;i(:: erms S}I‘OUId
. 1 ' X
ategies for teaching and/or remediating handwriting ancil sgeils': f
g

In order
directly
instructional str

problems'

Handwriting

ndwriting instruction should include four basic components (Troia & G
rst, letter and word formation, pencil grip, and paper positioning sh rlz
pe explicitly taught, modeled, practiced, and reviewed. For example, before beg inﬁ?n
2 writing activity, the teacher should tell students which letters or words arge to bi
learned in the Jesson and explicitly show how each letter or word should look while
also highlighting proper pencil grip and paper positioning using ”think—aloué" pro-
cedures (e.g, ‘1 know I should hold my pencil between my thumb, index finger, and
middle finger and make sure my paper is angled toward the left so that my letters
and words will look as neat as possible”). However, please note that the use of self-
instructions and self-statements should be used only during the acquisition phases
of handwriting (e.g to model how to form a particular Jetter) and should not be used

when students are working toward increasing handwriting fluency. Second, students
should be given supports for attaining legible handwriting. For example, teachers
or hand-over-hand

might provide pencil tripod grip molds, paper with raised lines,
assistance in forming letters.

Third, students should be taug
For example, if a teacher notices tha
particular letter or series of letters, the teac
look and prompt the student to be aware W
remind the student that he or she should a

Fffective ha
ham, 2003). Fi

ht to evaluate and improve their own handwriting.
t a student consistently struggles with forming a
her should explain how the letter(s) should
hen writing the letter. The teacher should

lways 80 pack and reread written work
t to read or incorrectly

for legibility and correct letters and words that are difficul d ‘
important role in evaluating handwriting by helping
mprovement,

formed. Teachers also play an i .
students keep track of their handwriting performance, setting goals for1 o that
and correcting poor handwriting whe it i iced. Finally, teachers mltISt : lr;;s wh

students need to be able to pro o the}l}iﬂtini:ﬁt o wriz
fluent text production is important (e.g~ f.ocfus on eo ortunities t0
ing). Teachers can help students increase fluency by Provfldlfv‘fhri’:a?;u;;ts set a goal
practice handwriting and by administering speed trials Orral com mercially available

of copying text 5-10% faster with each trial. briefly d escribed in
programs for teaching handwriting. Some of th
Figure 9.1.




STRATEGY INSTRUCTION FOR STUDENTS WITH LEARNING DISABILITIES
\

166

Handwriting without Tears
Handwriting without Tears, conceived by Jan Olsen, is a comprehensive program for

kindergarten through fifth-grade students that encourages active involvement in the
writing process. Incorporates instruction on posture, grip, and paper positioning in addition

to instruction on different scripts (e.g., cursive).

www.hwtears.com/hwt
e —]

Zaner-Bloser Handwriting (Hackney & Lucas, 1993)

The Zaner-Bloser Handwriting program teaches vertical manuscript/print (as opposed
to slanted) using step-by-step instructions and self-evaluation, meaningful practice, ang

application through engaging activities.

www.zaner-bloser.com
SR

D’Nealian Handwriting Program (Thurber, 1993)
The D’Nealian Handwriting Program teaches a specific type of script that has shared
characteristics with print and cursive letters.

www.dnealian.com/index.htm/

—

Write-on Handwriting

The Write-on Handwriting program teaches children motor movements needed for text
production through multiple instructional tools (e.g., paper- and computer-based exercises).
The program includes print and cursive handwriting.

www.writeonhandwriting.com/home.htm

FIGURE 9.1. Commercially available handwriting programs.

scripts: Manuscript, Cursive, D'Nealian

Qne of the common issues in teaching handwriting involves the script(s) that are taught
in school (e.g, the style or type of writing). In the United States students are typically
-taught two scripts (e.g, manuscript/printing and cursive). Generally, manuscript is
introduced in kindergarten or first grade whereas cursive is introduceci in later grades
(eg., secqnd or third grade). The D’'Nealian Handwriting Program (Thurber, 1993), a
commerc.lally a‘vailable program, is meant to make the transition between mz;nuscri'pt
and cv.'lrswe easier (Graham, 1999) by having students produce manuscript letters using
a continuous stroke without lifting the pencil. Despite the fact that most students learn

the i ifi i
Thee ;Znip:;:t?f spg;lﬁc programs and scripts on students’ handwriting is still unknown.
e evidence to support one Program or script over another (see Polloway et

s G pmirietinditety
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al, 20123 Wood, Webster, Gullickson, & Walker, 1987). What is clear j
difficult for some students regardless of the sC At 1l handwriting

an be C ript
¢ 4 to address any deficiencies as they arise, Se Pt used, and teachers should be

repare veral su ' :
have been suggested. ggestions for remediation

cuidelines for Teaching Handwriting

12, p. 312) recom d .
yaughn and Bos (2012, p mended several guid _
Jiating handwriting: guidelines for teaching and reme-
1. Teach handwriting explicitly, includin
) ! g how to form lett
not assume that students ‘.Nlll develop insights into letter formzrti):egihteﬁs.should
Instead, teachers should voice the steps in writing letters (e.g,, “Start with - OWT"‘
on the top line and draw a straight line down to the bottom line”) your pencil

2. Provide modeling and frequent feedback.

3. Initially focus on the motor pattern and then increasingly focus on legibilit
The first step in learning a new letter or word should be to practice forming t}i 1ettey£
or word. Once the motor pattern is established, the student should repeatedly form the
Jetter or word while focusing on neatness and accuracy.

4. Teach handwriting several times a week (e.g, 5 days a week for 15 minutes at
a time).

5. In addition to short lessons on letter formation, provide handwriting instruc-
tion in the context of writing assignments. For example, if students are working on
narrative writing, provide feedback on handwriting in the context of the student’s nar-
rative. In addition, if a teacher knows that a student or group of students is struggling
with a particular aspect of handwriting (e.g,, neatness and legibility), the teacher should
imbed instruction and modeling about these aspects in lessons related to narrative
writing,

6. Handwriting skills should be overlearned in isolation and then applied in con-
text. This means that students should practice Jetters or words in isolation (e.g, write
the letter m 10 times) until they become more fluent. Once the motor pattern associated
with the letter or word is learned, students can begin to practice the letter in the context
of words and sentences.

7. Ask students to evaluate their own handwriting and the B e
when appropriate. If students are able to critique the h.andwrltmg of peers, 11ca? eis
useful exercise in critical evaluation of handwriting skills. However, peet e

. - i teachers should encourage students to
not always possible or appropriate- I thik case; ™ In some cases, teach-
critically evaluate their own handwriting for clarity and m?sze S: .evaluating the,ir own
€15 may want to provide students with 2 s %11;1" 6’B’C(;n I identify individual
handwriting (e.g, “Are there spaces between each word?,

i e?”).
letters within each word?,” “Can I read all the words in the passag ) .
own handwriting is a model for the nea

8. Teachers should ensure that their 1t <an use frequent
and legibility that are expected of the students. In addition, teachers

he handwriting of others,
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heir own thought processes related ¢, ha

y own writing here. I guess I should erase g tu.]g
ert('
Ndey.,

short “think-alouds” to highliggt t
A ! can't even read m .
(eg. .Oh, Vi(;:t my letters are neatly written and easy for anyone to reaq and ,
it again so
stand”). _ N
9. In the beginning stages of letter formation, letter writing and letter "aming
hould. be integrated into instruction. Specifically, Feachers should Tnc.ourage Studey,
io voice the names of the letters that are being written. For example, if studeny, o
practicing the letter m, they would be expected to say i each time they wrote the leg,

10. Once students are proficient in letter formation, fluency should pe in
Studen'ts need to work toward writing neatly and qulckly: Teachers can encoy
by asking students to write as quickly and legibly as possible.

Cr eaSQd‘
Tage this

Self-Instructional Strategy

The following six-step self-instructional strategy (Graham, 1983b) has resulteq in
improved handwriting when taught to students.

L. The teacher models the writing of a target letter and describes how to form the
letter. Students then describe the formation of the letter. This step is repeated thre,
times.

2. The teacher writes the letter while describing the process. This continues unti]
students can describe the process for writing the letter.

3. Students trace the letter while the teacher and students describe the process of
letter formation together.

4. The teacher writes the letter, traces it, and then discusses the process while

including any corrections (e.g., “My letter is too slanted”) and self-reinforcement
(e.g., “That looks a lot better!”). This step continues, with and without errors,
until students can model the process.

5. The teacher writes the letter, and the students copy the letter while describing

the process and self-correcting as hecessary. Students should complete this step
successfully three times before moving to Step 6.

6. Students write the letter from memory.

Spelling
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Iling list might includ ]69
ing list might include homoph
aWeed(ly spe phones such as fo, o,
» 100, two, be, bee, dey,

and do.
) A spelling pretest of new words is administered the sam

3 On Tues(.iay' Wednesdayf a}n.xd Thursday students practice the spellj
hrough mdependent. activities such as using spelling words in - Werds
ing words in the dictionary, or writing the words severa] times B

4 On Friday a posttest is given to determine which spelling words were | d
earned.

e day.

rocedure simicliar to this }:O- teaclh the spelling of words.
The second approac involves immersing students in literacy-ri :

oses (Grahamy, 1999, 2000). According to this view, students “catch” most of thei 1C pur-
ing skills through engag.ing in reading and writing activities. For example zngiZeltl-
may be exposed to spelling through the teacher’s modeling of correct spell,in hITlS
writing in class, by sharing their own writing with peers, or through readin gdvii‘f o
ent texts. In addition, teachers use mini-lessons and teachable moments to ei;( lici‘flr .
instruct students on a particular skill, as the need arises (e.g, if a student is Stru}; gliny
10 notice a spelling pattern in a particular word). For students with LD, however, the ri
is little evidence to support the efficacy of this approach for teaching spelling (Gr/aham
1999). Research suggests that students with LD and those who find reading and spellz
ing challenging will learn to spell only a small proportion of the words they encounter
and are less likely than their typically developing peers to learn the correct spelling of a
word by encountering it in reading material (Graham, 1999; Ormrod, 1985). As a result,
itis important for teachers to explicitly teach spelling skills to students with LD.

! Although not every classroom uses these exact procedures, most classrooms foll
oW a
[

Guidelines for Teaching Spelling

Generally, spelling instruction should include four components (Graham, 1999). First,
students should be explicitly taught how to spell words they frequently use in their
writing. Second, students should learn how to generate plausible spel
words. This can be done through strategies such as spelling by analogy (further explained
below). Third, students need to know how to detect and correct spelling miscues when
they occur. This can include learning how to appropriately use resources such as spell
checkers, help from peers, and using dictionaries. Finally, students need to recognize
the importance of good spelling and develop a desire to spell correctly (Graham, 1‘9?9).
Teachers can foster this desire by consistently modeling correct spelling and providing
Opportunities for students to engage in activities where correct spelling 1 an expecias
tion (e.g, homework assignments, school/ classroom newspaper/ blog)

lings for unknown

Spelling Strategies
ing. To spell better, a student must
t using newly practiced words. As a

There is no shortcut for becoming better at spell
ow, students are expected

SPend time practici ling and generating tex
preEiiingFpe 1iBe hniques presented bel

Teg .
esult, in many of the strategies and tec
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to write and rewrite a spelling word several times. For example, most ol the spellip,
strategies below require students to look ata correctly spelled word (e.g., llst of spellin
words), write the word from memory, check the word to ensure that it is spelled cop.
rectly, identify any errors, and rewrite the word correctly.

TEST-STUDY-TEST. This technique is commonly used in schools anfi has been gy
cessful with both good and poor spellers (Graham{ 1983a,: Graharr'l & Miller, 1979). With
this technique, students are given a test to determine wluch spellmg words are already
known and which words still need to be learned. A new list of words is constrlxcted from
the words that were spelled incorrectly on the pretest. These words are studied and the
test is readministered to determine which words were mastered (Graham, 1999).

CORRECTED-TEST. With this technique, students correct specific spelling errors,
under the teacher’s direction, immediately after being tested or whenever errors are
detected while studying (Graham, 1983a). When using this technique, the teacher
would administer a test and immediately show students which words were spelled
incorrectly. The teacher would then prompt students to correct any errors and carefully
monitor them as they practice writing the words correctly. These procedures enable
students to identify which words are difficult for them, identify parts of words that
may be particularly difficulty, and correct errors as soon as they occur and under the
supervision of a teacher.

MNEMONIC DEVICES. The use of mnemonic devices has been found useful in
teaching students rules associated with spelling (e.g,, “i before e except after ¢”) or in
memorizing the spelling of specific words. Examples of spelling mnemonics can be
found in Figure 9.2. In addition, acrostics (further explained in Chapter 14) are mne-
monic devices that can help students remember how to spell tricky words. For example,
students can create their own “silly sentences” (i.e., acrostic) to help them remember

how to spell a word (e.g,, “Frieda really isn’t even needing ducks” to remember how to
spell the word friend).

COVER-COPY-COMPARE. This simple, three-step strategy promotes acquisition of
spelling words by engaging students in a step-by-step practice routine. This method

"I before e except after c, unless it sounds like an a as in neighbor and weigh.”
They went together to-get-her.

The principal is your pal.
An island is land surrounded by water.
That liar looks familiar.

Iost an e in an argument.

FIGURE 9.2. Examples of mnemonic devices for spelling,
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. used offectively with students VYith LD _ar'ld ADHD (Moser, Fishley, Konrad,

as Do o, 2012; Murphy, Hern McLaughlin, & Williams, 1990; Skinner, McLaughlin, &
& Hess 1957). Gtudents are given a spelling sheet with the target words correctly spelled
Loganr‘ olling list). Students look at each correctly spelled word, cover the word, and
ie,a V:rite the word from memory. Finally, students compare the copied word té) the
th'_gninal word. If students determine that they spelled the word correctly, they progress
:):gl o next word. If students deter'mme that the response was incorrect, they write the
rect response a set number of times. Correction procedures may involve ¢ opying the
word only once of copying the word multiple times (e.g,, three times). The cor-
dures to be used should be determined by the teacher prior to implement-

th students.

cor
incorrect

rection proce _
ing the strategy W1

FIVE-STEP WORD STUDY STRATEGY. The five-step word study strategy, developed by
Harris, Graham, and Freeman (1988; see also Graham & Freeman, 1986) is a variation
on the cover—copy—compare strategy and was previously discussed in Chapter 7. The
strategy has five recursive steps: (1) Look at the word; (2) say the word aloud; (3) cover
the word; (4) write the word three times; and (5) check to see if the word is spelled cor-
rectly. If mistakes were made in spelling the .word, Steps 1-5 should be repeated. If the
word was spelled correctly, the student(s) can move to the next word on the list. Several
studies have shown that this strategy, when combined with self-monitoring, is effective
for students with LD and ADHD (e.g., Harris et al., 1988; Reid & Harris, 1993).

GENERATE AND TEST. Wong (1986) developed a self-instruction strategy that has
been used successfully with students with LD.

“Do I know the word?”
“How many syllables do I hear in the word (write the number down)?”

“Spell out the word.”
“Do I have the correct number of syllables in my
“If yes, is there any part of the word I'm not sure 0
spelling the word again.”

6. “Now does the word look right? If so,

word?”
{2 Underline that part and try

SN

leave it alone. If it still doesn’t look right,

underline the part I'm unsure of and try again. If the wqrd I spelled dogs notd hc'w;
the correct number of syllables, I should try to hear the word in my head again an fin

the missing syllable. Then go through Steps 5 and 6 agair.l.”
7. “When I finish spelling, I should tell myself, ‘Good job, I worked hard.

: i

SPELLING BY ANALOGY. Spelling by analogy, sometimes refe;reld io :151 1 Z;Jari ji’tlziar
ily approach, teaches students to use common rimes (€8~ are) th Legarlx) gy
words. Englert, Hiebert, and Stewart (1985) taught students w: R en spelled o
egy based on the spelling rule that parts of words that thyme ar

Th i gpecific spelling
ese students first learned to spell pbanks of words that contained a I:an e to
pattern (e.g, an) and then hese words (&g~ 1™

g a an e

d
me examples of wor
help them spell new words that rhymed (e- tan). For SO

families, see Figure 9.3.

used their knowledge of t
g., ban, pan,
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2 un famﬁy . ‘ d it tot\

atfamily |op family . 0 maayy fit rot

a mp [ an il it ot

bat top e ran -2 hit dot

Gl cop i pan ray pit got

:Zt lop fﬁ; g8k I:;Zy wit cot

sat C:‘:; shun z:] stray qgit blot

pa Srop than play it :r(())tt

L;tat pia plot

that clan - i il ink family ook famity
brat . ate famiy |eat famiy |oil family ink look

ill family Sl ety & eat ol | ls?nk took

if all gate meat Spflﬁ mink book

pill call fate beat tOl.I pink nook

mill tal e heat CO,'l link cook

will gl mate seat B il wink hook

dill fall - treat broi il shook

diril hal:I e pleat think crook

tri!:I \t,:;il skate drink

il stall

small

oy . . . ¢ ]

Editing

nerate
ition to instruction and strategies that explicitly teach student.st .hou; rt:j grzvision
i aqdmon . for words or practice new spelling words, sorr_le editing d spelling
POSSIbl.e P en]m§ X Stoe s that prompt students to check for legibility of t‘ext an t.OP;
:zztresgilsswl:iit:neworllz. Two such strategies are discussed in the following section.

. revise any
9.1). Through a series of questions students are prompted to monitor and

TABLE 9.1. COPs Revision Strategy
C—Have1 Capitalized the fir
O—How is the overall appe

P—Have | Putin commas 5

st word and proper names?
arance?

nd end punctuation?

S—Have | spelled all the words right?

Note. Baseq on Schumaker, Deshler, Nolan, Clark Allac ~ o axar o
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L eprors in their papers. Students follow the mnemon;j
. 1

(hcm-"t']""s if they have capitalized the first words

o , earance: Students as
e for gverall appeare 5 ask themselves,

¢ COPS, The C reminds

and proper names, The

g o ; “How is
" when students check their handwriting and the ge';;hﬁi overall appear-
Tal neatness of th
e

e o p stands for punctuatio‘n. Students are prompted to ask
Pmt i'n commas and end punctuatlon? " This component address:s ;hemselves, “Have
IPIUS Judents attend to ?nd pu nctu.atlon, as well as punctuation With?;lc mechanics; it
htf} gtep N the Stfﬂftfg)’ 1s”the 5, which stands for spell. Students ask the Sentenc(ils. The
fuT‘ Jled all words rlght‘? Students should be encouraged to identif mselves, “Have
[ 5P quspectare spelled incorrectly. Those words need to be checked fy any word§ that
theye‘ anner that other material in the text is corrected. or accuracy in the
anical revisions, or transcription revisions, are essential to co iti
anical errors are distracting to the reader and take awa meOSItIOTl,' too
osition. It is also essential for young authors to understalz,d :ﬁm the intent
be aware that revisions should not only clean up their writinz P;ftii’:;;) f
’ y

sam

Mech
nan mech
o the comp
wﬂﬁngandto
their thoughts.

g and Correcting Errors

LD can be taught to detect and correct errors in their own written lan-
(1980) suggested several activities for teaching proofreading

pefectin

Students with
guage- Graham and Miller

and editing skills:
Provide a list of words that includes misspelled words to be found.

Provide a short passage with spelling errors, including easily recognized errors
g with which the student may currently struggle (e.g., spelling

L

2
and misspellin
demons).

3, List the number
dents locate them.

4 Have students identify the correctly spe
spellings.

5. Provide a passage W
identify misspelled words.

of purposefully misspelled words in a passage and have stu-
lled words from several alternative

ith words that may be spelled incorrectly and have students

Technology and Word Processing
essing, can be helpful for students who

The use of technology, especially word proc ;
struggle with handwgrzltingpand sgelling for several reasons (Graham, Harr1s, & MacAr-
thur, 2004). First, using word processing produces neat, legible text. Seco_n.d’ it ;l:l?v;s
students to add, delete, and move text easily (¢ without erasing and rewgtm%)tén t;rxt,
for struggling writers, typed text can be produced more quickly than han VZ:; _— s
As a result, more attention can be paid to other aspects of the writing Proc s, ,the sup-
Planning and editing, Finally, a major advantage of using g pr(l)cesséi)g capitaliza”
port provided for mechanical demands such as spelling (eg spelcie

ton, and punctuation. In addition to these benefits, researc
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word processing has positive effects on the writing quality of struggling Writerg ( o
Graham & Perin, 2007a, 2007b).

IMPLEMENTATION PLANS

In this section, we provide partial examples of imF:emtentalil'on plarhs. for eac
strategies previously discussed. Please notg that when t.eac ing :pe Ing stra
may not be necessary to develop a complete implementation p adn L.e., one that
all stages). In most cases, only some of the SRSD stages are used.

R of the
tegies, it

Stage 1 for COPS: Developing and Activating
Background Knowledge

Prior to teaching a spelling strategy, it is nece§sary to evaluate 'the students’ baCkgIOund
knowledge, attitudes, and beliefs about spelling. Formal and informal assessments g,
be used to determine which skills the students already possess and which skills the

still need to develop. Doing a task analysis can provide valuab.le information about the
skills that are required for a given strategy and help to determine whether the students

TABLE 9.2. Sample Task Breakdown for COPS Revision Strategy

Strategy Skills Assessment
Have I capitalized Knowledge of capital Given an informal assessment, the student
the first word and ~ and lowercase letters ~ will correctly produce capital and lowercase
proper names? letters.
Knowledge of first Given a paragraph, the student will be able
word of sentence to identify all first letters of sentences and
proper names.
Knowledge of proper
names
How is Understanding of Given an informal assessment, the student
the overall neatness of writing will write a short paragraph as neatly as
appearance? (e, letter spacing) possible.
Ability to write neatly  Given a paragraph or short narrative written

(if a student is unable
to write neatly, he or

by the student, the student will deterrpine
whether the narrative should be rewritten

she can type) for neatness or whether the narrative will
need to be typed.
Have I put in Knowledge of Given text with mechanical errors, the
commasand end  punctuation student will be able to satisfactorily correct
punctuation? those errors.
Have I spelled all Knowledge of spelling  Provided with a spelling test on common
the words right?

words, the student will be able to writean
spell words correctly.
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. skills. Table 9.2 sh
g - posses® those OWS an example of a tag) analys;
Jred Y ysis for the COPS
ratesy
2 for cover-Copy-Compare:
ﬂ“f,f,smg the Strategy
pis

. js the first stage I initiating the strategy when it is important ¢ :

This ) puring an initial conference the teacher discusses the stuclent's0 stress its rel-

e In order for stgdents to be successful and able to self-regulate ch‘;irent perfor-

m‘: o make @ CO.m{mtment to use the strategy; they need to “buay into” the ratlegyf they
n;ategy- Thus, it is 1mportanf for fhe teacher to stress this value, Brainstor: 1:\2:’; :}}:e
students on situations wherein using a stra.tegy or completing a given task acc :
' For example, the following might be appropriate brainstorming i;:z:tseg

js impor tant B oy ;
esponse to the question When would it be Important for you to spell correctly?”:

pvalt

. Writing papers Or essays in class

o Completing homework assignments
« Writing e-mails or letters

« Filling out job applications

A sample script for “selling” the strategy is as follows:

“The reason I wanted to talk with you is that we have been working on some new

spelling words over these past few weeks. When I was looking at your weekly

spelling tests, I noticed that you were making some careless spelling errors that

might be because you. . . . Let’s look at your last three spelling tests. You really did
anice job with . [Point out a few positives; focus on any letter patterns
within words or vowel combinations that might have been tricky.] However, I also
see that there are several misspelled words and that some of these words were
spelled correctly one week and not the following week. This tells me that maybe
you didn’t spend enough time practicing your spelling words. Remember when
we were just talking about why it is important to spell words correctly and you

? [Refer back to reasons why spelling is important.] Well, know-
to complete your assignments more accu-

en I grade your writing in class, 1 look at

said
ing these spelling words will help you

rately and earn more points because wh .
how well you spell in addition to the great ideas you think of. Well.Ihave astaleey

that will help you be more efficient with how you stuc%y your spel}ln% wo;ds. Tgi
means that you are going to waste less time and you will be mor;e likely ::1 re::; he
correct spelling so you can consistently spell the words correctty (;ma Zd e pr,etty
your assignment, in your papers). The strategy only has three s celp ‘,Nhen oo
easy to remember because each step tells you exactly what to do

spelling words! Cover—copy—compare!”

ps of the strategy and any

. rompts or mate-
[flthxs stage we would also introduce the ste P
als that may be given (Table 9.1).
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Stage 3 for COPS: Modeling the Strategy
Here is an example of a think-aloud for the COPS strategy.

“OK, what is it I have to do here? I know, I have to 'edit my paper. Editjp,
for me, but I know that using my COPS strategy _WIH help me do a
remember COPS because police clean up the .nelghborhood, anc’i I O Poli,
up, or clean up my paper by editing and making sure that I don't leaye ANY errorg
(rule breakers). The COPS strategy can help me remember what to g When [ 3,
editing. OK, I can do this if I try my best and use my strategy. I shoyjg Write doy,
the steps of my strategy so I don't forget any of them. OK, C stands for capity].
ize—have I capitalized the first word and proper names? Next is 0, What g 0
stand for? I can’t remember. I know, I can just look at the wall chart . let’s se ,

the chart says, ‘Overall appearance—How is the overall appearance?’ Oh yeah |

remember that now; I better write it down. Let’s see, then P is for punct‘uation\h(—“,e

I put in commas and end punctuation? Good, I’m remembering most of this; [ cap

do this! Finally comes S, which stands for spelling—have I spelled all the words

right? Great, I got them all written down; I'm really doing well.

“OK, what do I do now? I need to start with the C and ask myself, ‘Have | capi-
talized the first word and proper names?’ Let’s see . . . oops, here’s a sentence thyt
needs a capital letter at the beginning, and oooh, [ forgot to capitalize the name of
this town. Good thing I'm going over this! OK, that seems to be all of them, What's
next? [ have written down O. I need to ask myself, 'How is the overall appearance?’

Well, I'should clean up some of my handwriting; I can barely read it, and if | can't

read it I'm sure no one else will either! Oh, there are quite a few extra marks, too.

I need to erase those and clean Up my paper; I want it to look good when [ hand it

in 50 maybe I will get a gold star. I would really like one of those gold stars on my

paper! OK, all clean; it looks good.
“Now, what do I need to do? What’s after O? O..

‘Have I put in commas and end punctuation?”

commas. OK, I use commas whe

8 is hard
800d job, | can
need tq «

. P; T need to ask myself,
I need to remember where to use

s see, do [ have any long sentences? Yep, here’s
€re any others? No, I don't see any; looks good!

: ion mark. That’s an asking sentence, nota
tel} o L b od. Wow, this is going really well! I like
believe it, but I'm almost done!
sk myself, ‘Have I spelled all the words
now [ can do it; I've come this far. I can't
oks OK, but there are a few words that
ook those up in the dictionary. That's what we'e

++ - most of it lo
- I better |

_ 3 sure how to spell a word OK, all done! I did
great job, Using that strate . 9p ... 0K,
8Y and sticking wit ber what
to look for when I'm editing my paper.” e really = ped meae
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OPS: Memorizing the Strategy

the strategy i extremely important! We want students to b
t hand and not on trying to remember the steps of a str (t) e able to focus
on ' for encouraging memorization are not nearly as importani eTgy. The specific
tivities. The i.mportant aspect of the activities is wheth - There are many
memorization: You will need to plan and prepare the activitie er or not they facil-
Here are some examples of memorization activities fors t&}l:;dcg;rsutor their

strategy.

4forC

the task @

jtate
effectiveness.

peciting the Strategy with a Partner

s are matched up with peers and gi
given a checkli .
strategy. Each student takes a turn “quizzing” his or her IS;/r lt'landout- with the COPS
For example, Student A would have the COPS handout andisk I;fr,du51ng the handout.
COPS stands for Once all steps of the strategy have been discuslslec;3 ntthB what the O'in
, the students will

gwitch roles.

Gtudent

Creating a Poster

Students create their own posters (ei
ither on a blank pie
] . ce of
::rr:lii)nd'l:r\i fpeostlizrs should include the steps of the %OPSOStI::Fer or on a srpall note
hol a? step. Students can then share their individ Bg S, piIIE &
whole class or in small groups. vidually made posters with the

Stage -
ge 5 for Cover-Copy-Compare: Supporting the Strategy

In this stage, scaffoldi
gradually transfer gy is important. With scaffolding it i ,
given adequate timztztggy ownership from teacher to student. Stu%ielntl: II:OSCSilble .
use:cantent, task, and suPport to master the strategy. Here are examples e? N to be
¢ material scaffolding with the cover—copy COmparep : i’ ow to

- strategy.

Content

Students are gi . .

words, The tila‘;f;: z}rﬁllmg list of fewer words with a mixture of unknown and known
should direct the proce Studer}lts Sljlould go through the list together and the teacher
Iy strategy to make Szi (el.gl., I think I already know this word, but I should still use
spelling list that they h e I learn and practice it correctly”). Next, students receive a
dents should use thy ave already worked with (e.g., one from the previous week). Stu-
teacher can provid e cover—copy—compare strategy to practice each of the words. The

ide a chart, poster, or checklist to ensure that every step is completed.

Task

ents (or class) by asking them to

Durin

e . :
8 collaborative practice the teacher prompts stud
he teacher describes and models

identify the fi
Y the first step to be completed (i.e., cover); then't
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the step. In subsequent lessons the teacher asks the students to name and descrip, i
steps, and the teacher models the steps. Finally, the students are able to name, deSCrib:

and complete the steps on their own.

Marterials

Provide students with a
9.4 for an example). Initially,
at each step. Over time, the car
and eventually fading the mnemonic an
have reached mastery of the strategy an

mnemonic prompt card to be placed on their desks (see Figye
this card should list the steps of the strategy and what to g,
d will provide less direction, first fading the descriptiong
d steps altogether. At this point students shoylq

d be able to work independently.

Stage 6 for Cover-Copy-Compare: Independent Performance
dents are ready to use the strategy independently. The teacher’s main

task is to monitor student performance and check on consistent and correct strat-

egy use. Remember that students can make some idiosyncratic changes to the strat-
s high. However, if a student begins making

egy as long as their performance remain
reordering steps) and his or her performance

changes to a strategy (e.g. skipping steps,
decreases, the teacher may need to reteach certain steps of the strategy or model strat-

At this stage stu

egy use again.

1. To get ready, get out your list of spelling words, a piece of paper, and a pencil.

2. Look at the first word you want to learn. Notice any letter patterns in the

word.

Cover
e Cover the word after you study it.

Copy
e Write the word from memory on your piece of paper.

Compare
e Uncover the sample word and compare it to what you wrote.

Continue until all words on the spelling list have been spelled and checked.

FIGURE 9.4. Cover-copy-compare poster.

ress
~V"

F ; St T &
rom Robert Reid, Torri Ortiz Lienemann. and Tessica I Hacaman (2013). Coovright by The Guilfprd‘ P
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FINAL THOUGHTS

task that involves the automatic use of basic sk

oisd comple>:j roper grammar usage, in combination with
Wr.lt-l "8 spelling a7 ption word choice, idea organization, and audience awarenegs,
wrlm;%thought enelrawith’ the basic skills of writing (e.g, spelling) are more likely to
e qts who strugs ° lex skills (e.g., idea generation). For example, poor spellers may
s e with the Com.I: about to the words they can spell or may lose their thought
i what they er:tly their ideas) when they frequently stop to consider the spel}-

0cess (and Subseqli,eer there is good evidence that time spent improYi.ng a stu-dent s
4 of a word: HOWi,]lirllg skills can result in increases in length c?f writing and in .t}?e
handWriting and ipessay elements (e.g.,, characters, problem, so.h.mon). Asa ;isulté ;tr IIS
aumber of story O dents receive explicit instruction in .handwrl.tl.ng. and spe 11'1g X y
- pportant that‘ Stu. € d of struggles later on. In addition, exphc1t. instruction in t e:*ts;:
to reduce the hl'(f]hh;guld be provided to older students who COl’ltlIlllF: .to stn::igz;;lee lle;;
basic writling S:‘;e;’ ;rogress through school. Remember lt?l?t haaniv;r:t:}r:i ?:dis}susse g
these skills a ° isites for acquiring later writing skills—
are two critical prerequi

further in the following chapter.

ills such ag hand-
oOre complex skills



