W ’WWX

A GUIDE TO ADVANCING THINKING THROUGH

WRITING IN ALL SUBIECTS AND GRADES

Judlith C Hochwman

Nectalie Wwexler
FOREWORD BY /D(}w Le)(vu}\)

WRITING() 38 JOSSEY-BASS

REVOLUTIONs & A Wiley Brand







PRAISE FOR THE WRITING REVOLUTION
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power of the pen to write their way to a successful future.”

—Deirdre A. DeAngelis-D’Alessio,

principal, New Dorp High School

“This program has the power to illuminate and make big ideas and big content move into

the minds of our young people. Hear my plea . . . do not dismiss the work of The Writing
Revolution. It represents the highest art of teaching.”

—David Coleman, president and chief executive officer,

The College Board

“The Writing Revolution, true to its name, is a truly revolutionary resource for educators.
This revolution is an awakening of consciousness firmly based in research, strong and easy-
to-implement practices, and most importantly, refreshingly rational thought about writing
instruction in particular, and literacy in general.”

—David Abel, chief academic officer, ELA, of UnboundEd

“Every once in a while, you find an outstanding method that is clear, makes sense, and is
embraced by teachers and students alike, and what’s most important, works! This is how I
would describe The Writing Revolution. I have observed it in action, and I have been encourag-
ing teachers to learn about it and use it. Students who are engaged in this find that not only
their writing skills but also their thinking and reading skills improve as well.”
—Sally E. Shaywitz, author of Overcoming Dyslexia (Knopf);
Yale University School of Medicine, The Audrey G. Ratner Professor in Learning
Development; co-director, Yale Center for Dyslexia & Creativity
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the method so lucidly presented in The Writing Revolution. This book will give our nation’s
students a solid writing foundation because it shows teachers how to teach, not just assign,
writing.”

—Peter Travers, Rolling Stone, senior writer and film critic

“The Writing Revolution offers teachers across the content areas ground-breaking guidance on

how to develop all students into clear, coherent young writers.”
—]Jessica Matthews-Meth, former director of secondary literacy for DC Public Schools,
instructional coach in the District of Columbia



“As an author, I am deeply concerned about the vast number of students who cannot express
themselves with clarity in their writing. The Writing Revolution is grounded in research, has
been proven effective by decades of classroom application, and is impeccable in its logistics.”

—Mary Higgins Clark, best-selling author

“The Writing Revolution offers a clear, practical, research-based methodology for instruction.

From teacher to administrator, all educators will benefit from this book. The authors demystify
the teaching of writing so that we may better fill the world with strong writers.”

—Esther Klein Friedman, executive director,

Literacy and Academic Intervention Services,

New York City Department of Education

“The practices and approach laid out within these covers work. We had the good fortune to
discover Dr. Hochman’s approach in 1988 through our son, who was her student at Windward.
Since then, we’ve taught writing using the Hochman Method to elementary school reluctant
writers in Harlem, adolescents studying the trades in Vermont, community college students
struggling to put words to paper, and to hundreds of teachers baffled by how to improve
their students” writing. We celebrate the arrival of this lucid guide to making every student an
articulate, confident writer.”
—David and Meredith Liben,
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“The Writing Revolution provides concrete, evidence-based strategies for building writing flu-

ency. It’s a godsend for classroom teachers who are intent on giving their students the tools to
communicate in a rich and engaging way.”

—Barbara Davidson, executive director,

Knowledge Matters Campaign

“The Writing Revolution provides an excellent framework for teaching writing to all students.

Elementary, middle, high school, and college educators can improve their instruction by

applying strategies set forth in this book. This book clearly demonstrates how to use spoken

language to support writing, in turn, supporting critical thinking by students across all content

areas. It’s a great tool for supporting college and career readiness standards outlined in the
Common Core State Standards, a timely and important need for all educators.”

—Anthony D. Koutsoftas, associate professor,

Department of Speech Language Pathology,

School of Health and Medical Sciences,

Seton Hall University


http://ReadingDoneRight.org

The Writing Revolution

A Guide to Advancing Thinking
Through Writing in All Subjects
and Grades

Judith C. Hochman and Natalie Wexler

Foreword by Doug Lemov

W(E/RITINGO 2 JOSSEY-BASS’

REVOLUTION. & A Wiley Brand




Copyright © 2017 by The Writing Revolution. All rights reserved.

Published by Jossey-Bass
A Wiley Brand
One Montgomery Street, Suite 1000, San Francisco, CA 94104-4594—www.josseybass.com

No part of this publication may be reproduced, stored in a retrieval system, or transmitted in any
form or by any means, electronic, mechanical, photocopying, recording, scanning, or otherwise, ex-
cept as permitted under Section 107 or 108 of the 1976 United States Copyright Act, without either the
prior written permission of the publisher, or authorization through payment of the appropriate per-
copy fee to the Copyright Clearance Center, Inc., 222 Rosewood Drive, Danvers, MA 01923, 978-750-
8400, fax 978-646-8600, or on the Web at www.copyright.com. Requests to the publisher for permis-
sion should be addressed to the Permissions Department, John Wiley & Sons, Inc., 111 River Street,
Hoboken, NJ 07030, 201-748-6011, fax 201-748-6008, or online at www.wiley.com/go/permissions.

Limit of Liability /Disclaimer of Warranty: While the publisher and author have used their best ef-
forts in preparing this book, they make no representations or warranties with respect to the accuracy
or completeness of the contents of this book and specifically disclaim any implied warranties of
merchantability or fitness for a particular purpose. No warranty may be created or extended by sales
representatives or written sales materials. The advice and strategies contained herein may not be
suitable for your situation. You should consult with a professional where appropriate. Neither the
publisher nor author shall be liable for any loss of profit or any other commercial damages, including
but not limited to special, incidental, consequential, or other damages. Readers should be aware that
Internet Web sites offered as citations and/or sources for further information may have changed or
disappeared between the time this was written and when it is read.

Certain pages from this book are designed for use in a group setting and may be customized and
reproduced for educational/training purposes. The reproducible pages are designated by the appear-
ance of the following copyright notice at the foot of each page:

Copyright © 2017 by The Writing Revolution.

This notice may not be changed or deleted and it must appear on all reproductions as printed. This
free permission is restricted to the paper reproduction of the materials for educational/training
events. It does not allow for systematic or large-scale reproduction, distribution (more than 100 copies
per page, per year), transmission, electronic reproduction or inclusion in any publications offered for
sale or used for commercial purposes—none of which may be done without prior written permission
of the Publisher.

Jossey-Bass books and products are available through most bookstores. To contact Jossey-Bass
directly call our Customer Care Department within the U.S. at 800-956-7739, outside the U.S. at 317-
572-3986, or fax 317-572-4002.

Wiley publishes in a variety of print and electronic formats and by print-on-demand. Some material
included with standard print versions of this book may not be included in e-books or in print-on-
demand. For this title you may find those resources on the author site at http:/ /twr-resources
.thewritingrevolution.org/.

For more information about Wiley products, visit www.wiley.com.
Library of Congress Cataloging-in-Publication Data

Names: Hochman, Judith, author. | Wexler, Natalie, author. | Lemov, Doug,
1967- writer of foreword.

Title: The writing revolution : a guide to advancing thinking through writing in all subjects and

grades / Judith C. Hochman and Natalie Wexler ; foreword by Doug Lemov.

Description: San Francisco, CA : Jossey-Bass, 2017. | Includes
bibliographical references and index.

Identifiers: LCCN 2017026363 (print) | LCCN 2017010697 (ebook) | ISBN
9781119364948 (pdf) | ISBN 9781119364979 (epub) | ISBN 9781119364917 (pbk.)

Subjects: LCSH: Academic writing. | Critical thinking.

Classification: LCC LB1047.3 (print) | LCC LB1047.3 .H63 2017 (ebook) | DDC
808/.0427—dc23

LC record available at https://lccnloc.gov /2017026363

Cover Design by Wiley
Cover Image: © chrupka/Shutterstock

Printed in the United States of America
FIRST EDITION

PB Printing 10987 654321


http://twr-resources.thewritingrevolution.org/
http://twr-resources.thewritingrevolution.org/
https://lccn.loc.gov/2017026363
http://www.josseybass.com
http://www.copyright.com
http://www.wiley.com/go/permissions
http://www.wiley.com

Contents

Acknowledgments vii
About the Authors ix
Foreword xi

Doug Lemov

* >k

Introduction: How to Lead a Writing Revolution in Your
Classroom—and Why You Need One 1

1 Sentences: The Basic Building Blocks of Writing 23

2 Sentence Expansion and Note-Taking: Getting Students

to Process What They’'ve Read 55

3 One Step at a Time: Why Students Need to Plan Before
They Write 69
First Steps in Planning: The Single-Paragraph Outline 83
Putting Flesh on the Bones: Revising a Draft 111
Summarizing: Mining Texts for the Essentials 138
Moving on to Compositions: The Multiple-Paragraph Outline 152

0 N O U1 b

Take a Stand: Writing Opinion, Pro-Con, and Argumentative
Essays 179



Vi

Contents

9 A Gauge and a Guide: Assessing Students’ Writing

10 Putting the Revolution Into Practice: Combining

Our Sequence With Your Judgment 218

Xk

Appendixes 235

ROSBOZEZNAT " IOMmUO®»

Expository Writing Terms 237

Abbreviations and Symbols 239

Listening Evaluation Checklist 240
Proofreading Symbols 241

Revise and Edit Checklist 242

Research Plan Time Sequence Sheet 243
Sample Pacing Guide (Grade 3) 244

Sample Pacing Guide (Grades 7-12) 246
Single-Paragraph Outline 247

Summary Sentence 248

Combined Outline 249

Transition Outline (2 Paragraphs) 250
Transition Outline (3 Paragraphs) 251
Single-Paragraph Outline (Book Report) 252
Multiple-Paragraph Outline (3 Paragraphs) 253
Multiple-Paragraph Outline (4 Paragraphs) 254
Multiple-Paragraph Outline (5 Paragraphs) 255
Multiple-Paragraph Outline (Book Report) 256

Glossary 257
Index 265

204



Acknowledgments

So many people have played a part in bringing this book to publication
that it is nearly impossible to name them all—but we will do our best.
First and foremost, we want to thank The Writing Revolution (TWR)
team, led by Jacki Kelly, our executive director, and especially our senior
faculty members Dina Zoleo and Toni-Ann Vroom. They each read the
manuscript multiple times, displaying endless patience, making excellent
suggestions, and providing much-needed editing.

The Windward School in White Plains, New York, was the birthplace
of the writing method described in this book, originally known as the
Hochman Method. Jay Russell, head of school, and Sandra Schwartz,
director of the Windward Teacher Training Institute, played invaluable
roles in ensuring that the principles of the method reached many students
and teachers at Windward and elsewhere. Betsy Duffy, Windward'’s direc-
tor of language arts and social studies, was an important partner of mine
for years as we taught the expository writing course in many settings,
delved into the research on writing instruction, and developed count-
less activities to support the method. Phyllis Bertin, author of Preventing
Academic Failure, read multiple iterations of my early handbook, Teaching
Basic Writing Skills, and always helped focus me on the task at hand.
(Although this book has two authors, the pronouns I and me refer to Judith
C. Hochman.)

vii



viii

Acknowledgments

The faculty and staff members at New Dorp High School on Staten
Island, New York, under the outstanding leadership of Deirdre DeAngelis,
provided us with an unforgettable experience. When Principal DeAngelis
adopted the writing method in 2008, she began a partnership between
TWR and the school’s faculty that proved life-changing for all of us—and
for many of New Dorp’s students. The school, once failing, has now been
honored as a New York City Department of Education Showcase School.

The teachers and administrators of the District of Columbia Public
School system, which undertook a multiyear pilot project with us begin-
ning in 2013, taught us much about implementing the method in a large
school district. We were welcomed into many wonderful classrooms and
saw some amazing teaching. Every school visit was a learning experi-
ence. We would like to thank, in particular, the following district- and
school-level administrators and instructional coaches for their support
and encouragement: Lauren Castillo, Corinne Colgan, Kimberly Douglas,
Louise Fairley, Lauren Johnson, Jessica Matthews Meth, Gwendolyn
Payton, Brian Pick, Mary Anne Stinson, and Lauren Weaver.

We are grateful to the Edwin Gould Foundation and its president and
CEO, Cynthia Rivera Weissblum, for incubating our organization in its
early days. We are also deeply indebted to Peg Tyre, an award-winning
journalist who also serves as director of strategy at the Gould Foundation.
Peg wrote a widely acclaimed article about the adoption of our writing
method at New Dorp High School, which appeared in The Atlantic in
2012. The article sparked so much interest that we were obliged to start an
organization to respond to it.

Our editor at Jossey-Bass, Kate Gagnon, was a supportive and steady-
ing presence throughout the writing process and gave us excellent sug-
gestions. Hannah Levy and Connor O’Brien also provided valuable guid-
ance. Doug Lemov and Erica Woolway were generous enough to read the
manuscript in its early stages and give us encouragement and perceptive
feedback.

We are also grateful to the many administrators and teachers who have
implemented our method in their schools and classrooms throughout the
country and given thousands of students the opportunity to express them-
selves more effectively.

Last, but definitely not least, we appreciate the support of our families
and friends and their recognition that our mission is an important one.
In particular, we owe a deep debt of thanks to our husbands, Stephen
Hochman and Jim Feldman, for their technical, legal, moral, and emotional
support, without which this book might never have seen the light of day.



About the Authors

Judith C. Hochman is the founder and chief academic officer of The Writing
Revolution, a not-for-profit organization. She was the superintendent of the
Greenburgh Graham Union Free School District; head of The Windward
School in White Plains, New York; and the founder of the Windward Teacher
Training Institute. Dr. Hochman has taught in mainstream and special edu-
cation settings and has master’s degrees in special education and psychology
as well as a doctorate of education in curriculum and instruction, all from
Teachers College, Columbia University. Dr. Hochman lectures and presents
workshops and courses for educational organizations, colleges and universi-
ties, and public and independent schools throughout the United States. She
is the author of two books and several articles on writing instruction.

Natalie Wexler is an education journalist who serves on the board of
trustees of The Writing Revolution. Her articles and essays have appeared in
a number of publications, including the New York Times and the Washington
Post, and for several years she was the education editor of Greater Greater
Washington, a news website and communal blog in Washington, DC. She
has also been a volunteer reading and writing tutor in high-poverty DC
schools. Before turning to education journalism, Wexler worked as a lawyer,
a legal historian, and a freelance writer and essayist on a number of topics.
She is the author of three novels and holds a BA in English history and litera-
ture from Harvard University, an MA in English history from the University
of Sussex, and a JD from the University of Pennsylvania Law School.



To Toni-Ann Vroom and Dina Zoleo,
for believing in the method

and for being invaluable partners in bringing it to others



Foreword

A few years ago our family spent a couple of months in London. My kids
were 13, 11, and 6 at the time, and I had work there so we decided to take
the once-in-a-lifetime opportunity to live in one of the world’s great capi-
tals. We paid regular visits to the British Museum, combed through the
food stalls at Borough Market, and traced on foot the remains of the city’s
medieval wall. There were day trips to Bath and Cambridge. We even had
a local—pub, that is, which really should go without saying.

It was an incredible experience, thanks in no small part to what I
learned at a lunch I had with one of the authors of this book before we left.
I'd read an article about Judith Hochman’s work at New Dorp High School
in The Atlantic a year or two before, and it had stayed with me. Hochman
espoused embedding writing instruction in content. She thought sen-
tences were overlooked and rarely taught. She thought syntax—"syntactic
control”—was the link to unlock the connection between better writing
and better reading. She believed in the power of deliberate practice to
build reading skills. Her work was technical and granular. And the results
were hard to ignore. It was the kind of thing I was drawn to.

A friend had connected us and I drove down to meet her—with what
soon revealed itself as typical graciousness she had invited me to her home
near New York City—and the result was one of the most memorable days
of my working life. I remember scratching notes furiously on page after

Xi
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page of my notebook, trying to capture everything she observed—about
writing, its connection to reading and thinking, and about why so many
kids struggled to learn it. Over and over Hochman would hit on an idea
that had been swirling in my head in inchoate wisps and put it into a clear,
logical formulation of practice. Here was the idea you were fumbling with,
described perfectly; here was how you’d make it work.

I couldn’t write fast enough, but I remember thinking that when I got
home, I would read everything she’d written. This, however, turned out to
be the only disappointment. There wasn’t, until now, any place where the
ideas Hochman had talked about were written down in one cohesive place
for a reader like me. I was left with the observations in my notebook, the
hope that Hochman would someday write the book you are now holding,
and her sentence-expansion activities.

It was these activities that were the gift that transformed our trip to
London. Hochman had spent about 20 minutes riffing on the idea the
day we met. The sentence was the building block of writing and think-
ing, the “complete thought,” we agreed, but if you looked at the com-
plete thoughts students produced in their writing, they were too often
wooden, repetitive, inflexible. If the task of wrestling ideas into written
words was to memorialize thinking, students—at least most of them—
did not often have control of a sufficient number of syntactic forms and
tools to capture and express complex thoughts. They could not express
two ideas happening at once, with one predominating over the other.
They could not express a thought interrupted by a sudden alternative
thesis. Their ideas were poor on paper because their sentences could
not capture, connect, and, ultimately, develop them. That last part was
the most damning of all. One way to generate complex ideas is to write
them into being—often slowly adding and reworking and refining, as I
find myself doing now as I draft and revise this foreword for the 10th
or 20th or 100th time. Because students could not say what they meant,
and because, as a result, they did not practice capturing and connecting
complex ideas with precision in writing, they had fewer complex ideas.
Or they had ideas like the sentences they wrote: predictable, neither
compound nor complex. What might have been a skein of thought was
instead a litter of short broken threads, each with a subject-verb-object
construction.

Hochman’s solution was regular intentional exercises to expand stu-
dents’ syntactic range. You could ask them to practice expanding their sen-
tences in specific and methodical ways and they’d get better at it. Crucially,
she pointed out, this must be done in a content-rich environment because
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“the content drives the rigor.” Sentences needed ideas pressing outward
from inside them to stretch and expand their limits. Only rich content gave
them a reason to seek and achieve nuance.

One example of a Hochman sentence expansion exercise was called
because, but, so. The idea was deceptively simple: You gave students a sen-
tence stem and then asked them to expand it three different ways—with
the common conjunctions because, but, and so. This would help them to see
each sentence as constantly expandable. And it would, as Hochman writes
in this book, “prod them to think critically and deeply about the content
they were studying—far more so than if you simply asked them to write
a sentence in answer to an open-ended question.” It would build their
ability to conjoin ideas with fluidity. It would help them to understand,
through constant theme and variation, the broader concepts of subordina-
tion and coordination.

I want to pause here to digress on the seemingly underwhelming
concepts of coordination and subordination. I will ask you to stifle your
yawn as I acknowledge that they are easy to dismiss—ancient, faintly ris-
ible, uttered once long ago by acolytes of sentence diagramming in the era
of chalk dust. They smack of grammar-for-grammar’s sake, and almost
nobody cares about that. Teachers instead seek mostly to simply make
sure the sentences work and dispense with the parsing of parts. It is so
much simpler to tell kids to go with “sounds right” (an idea that inherently
discriminates against those for whom the sounds of language are not hap-
pily ingrained by luck or privilege) or to make the odd episodic correction
and not worry about the principle at work.

But coordination and subordination are in fact deeply powerful prin-
ciples worth mastering. They describe the ways that ideas are connected,
the nuances that yoke disparate thoughts together. It is the connections as
much as the ideas that make meaning. To master conjunctions is to be able
to express that two ideas are connected but that one is more important
than the other, that one is dependent on the other, that one is contingent
on the other, that the two ideas exist in contrast or conflict. Mastering that
skill is immensely important not just to writing but to reading. Students
who struggle with complex text can usually understand the words and
clauses of a sentence; it is the piecing together of the interrelationships
among them that most often poses the problem. They understand the first
half of the sentence but miss the cue that questions its veracity in the sec-
ond half. And so without mastery of the syntax of relationships—which
is what coordination and subordination are—the sentence devolves—for

weak readers—into meaninglessness.
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For weeks I reflected on the power of these simple activities for teach-
ers and students, but my reflections were not limited to my role as an edu-
cator. As a father I was intrigued as well, and I suppose this is the truest
test of an educational idea.

Fast forward to London some months later, where I found myself for
three months essentially homeschooling the Lemov children, those regular
and long-suffering subjects of a thousand of their father’s teaching ideas.
To keep them writing and thinking I had them keep journals, and in those
journals I found myself using and adapting Hochman’s exercises. They
were the perfect tidy-wrap summation to a long day out exploring.

Here are some early because, but, so exercises I rediscovered a few
weeks ago in my then-11-year-old daughter’s journal.

I gave her the sentence stem: “The Great Fire of London burned 4/5
of the city .. .”

She wrote:

The Great Fire of London burned 4/5 of the city, because at the time,
citizens didn’t have the knowledge or equipment to stop the fire before it

spread.

The Great Fire of London burned 4/5 of the city, but London survived
and thrived.

The Great Fire of London burned 4/5 of the city, so many people had to
live in temporary homes until the city was rebuilt.

After a visit to the Museum of Natural History she wrote for the sen-
tence stem, “The length of T-Rex’s arms is surprising . . .”:

The length of T-Rex’s arms is surprising, but this may have been a mid-

evolutionary stage and had they lived for another million years their arms
might have disappeared altogether.

A few weeks later I gave her this sentence stem: “Farleigh Hungerford
Castle is now in ruins . . .”
She wrote:

Farleigh Hungerford Castle is now in ruins because of weathering
and age.

Farleigh Hungerford Castle is now in ruins, but it is arguably even more

interesting now (while in ruins) than ever before.

Farleigh Hungerford Castle is now in ruins, so you are able to use some

imagination when envisioning the castle at its peak.
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We made these exercises a part of our daily lives, and as we did
so their confidence and the range of syntactical forms my kids used in
expanding their sentences grew, as did the ideas they developed and
encoded in memory.

Another sentence-expansion activity Hochman proposed to me in her
living room—and describes at long last in this outstanding book—is delib-
erate practice using appositives, brief, sometimes parenthetical phrases
that, like the phrase you are reading, rename or elaborate on a noun in
a sentence, and which can be surprisingly complex. Mastering this idea
enables students to expand ideas within a sentence, adding detail, specific-
ity, or nuance in a manner that subordinates the additional information to
the overall idea of the sentence. With appositives mastered, students can
link more things into the dance of interrelationships within a sentence,
reducing the redundancy and disconnectedness of multiple repetitive sen-
tences, and the Lemov kids reflected on their travels through the music of
appositives as well.

After a visit to Cambridge and its historic university I asked them to
use Hochman’s appositive exercise with the sentence: “In Cambridge the

17

‘backs’ are in fact the ‘fronts.” You may not understand that sentence at
all—it refers to the fact that when you punt down the River Cam, you face
what are called the backs of the historic colleges, but this name is ironic
because the buildings were mostly built to be seen from the river sides—the
backs. My daughter’s sentence expansion captures this with a smooth ele-

gance that supersedes the laborious description you just read . She wrote:

In Cambridge, a small town with a world-renowned university, the backs,
the sides of the colleges that face away from the street and therefore onto
the river, are in fact the elaborate entrances, the fronts.

I put the appositives she added in italics. Note here a few things that are
interesting about this sentence from a teaching and learning perspective:

1. It includes three different appositives, which my daughter used to
expand her description of Cambridge, turning it from a sentence
whose meaning was locked in code—what the “backs” and “fronts”
meant is very specific to Cambridge—and unlocked it for readers less
familiar with the subject. This form of explication is common to papers
written in academic discourse and is a key academic skill. But even so
the three appositives are surprisingly complex.

2. The second appositive, which explains what the phrase “the backs”
means, is in fact a compound appositive. First she includes the idea
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that the backs are the sides of Cambridge’s colleges that face away
from the street. The phrase stands up as an appositive by itself, but
then she adds—via subordination—a second appositive explaining
that the backs are also the sides of the buildings that face the river.
Necessity is the mother of invention. In her effort to explain what she
knows and enrich the sentence sufficiently she’s expanded her range,
experimenting with a doubly complex form of appositive.

3. The third example is even more interesting. In it, my daughter has
reversed the common order of appositive formation. Usually the noun
in a sentence is followed by an appositive phrase that expands on it.
But here she has instead put the appositive in front of the noun: the
sides of the colleges that face away from the street and therefore onto
the river, are in fact the elaborate entrances, the fronts. She has flipped
the form and is again experimenting with her growing proficiency. No
grammar lesson in the world could socialize her to understand and
apply compound appositives and inverted appositives, but there she
was within just a few weeks crafting carefully wrought sentences.

As our time in London went on I began experimenting with new
sentence-expansion activities, and they became a bit of an adventure for
my kids—could they express an idea that mattered and also meet the chal-
lenges of construction I set for them?

Could they, after visiting Kew Gardens, write a sentence about medici-
nal plants, starting with surprisingly and another sentence using the word
medicinal and some form of the word extract (i.e., extracting, extraction)?
Could they write a one-sentence description of the view from Primrose
Hill starting standing atop but not using the name Primrose Hill?

In this sense our time in London was an exploration of the power
of several themes that you will find constantly referred to in this book.
Hochman and Wexler’s study of these themes will be immensely useful to
you as an educator, I believe.

The first theme is the idea that if we want students to be great writers
we have to be willing to sometimes teach writing through intentional exer-
cises. Writing responds to deliberate practice, and this concept is demon-
strably different from mere repetition of an activity, which, as Hochman
explains, is how many schools attempt to teach writing. Let me restate that
in the plainest terms: Merely repeating an activity is insufficient to get you
better at it. This is why you are still as poor a driver today as you were
when you were 24. You drive to work every morning without intentional
focus on a specific aspect of your craft. You don’t get feedback. You don’t
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even know what the skills of driving are really. And so you never get bet-
ter. You get worse, in fact.

Research—particularly that of psychologist Anders Ericsson—tells us
that for practice to improve skills, it has to have a specific and focused
goal and must gradually link together a series of smaller goals to created
linked skills. It must also be structured in awareness of cognitive load
theory—it has to be difficult, to pose a real challenge but not be so difficult
that learners engage in random, non-productive guessing to solve prob-
lems and not so difficult that the brain shuts down. As cognitive scientist
Daniel Willingham points out, the brain learns best when it is challenged
in a manageable amount. Finally deliberate practice requires all-in focus,
and that is maximized in a short and intense burst. This book’s proposal of
sequences of adaptable high-quality exercises that can allow for deliberate
practice should be adopted immediately by nearly every school.

Second is the idea that writing, thinking, and reading are indel-
ibly linked. They are the three tasks of idea formation and so there is
far-reaching power for all of these domains in focusing on the craft of
formation. “I write,” Joan Didion famously observed, “to know what I
think.” Related then is the idea that revision is not especially separable
from writing. This much I know as a professional writer: As soon as this
sentence emerges on your laptop screen you are planning its revision,
and helping students to master this hidden phase of writing is necessary
to ensuring that students develop refined ideas, not just hasty first-blush
ones. This book’s study of revision’s wherefores and whys will be invalu-
able to schools.

Third is the idea that there is a scope and sequence to all this. The
numinous task of writing can in fact be taught step-by-step with a bit of
intentionality if you have Hochman’s wisdom and knowledge to guide
you. Now you don’t have to invent it. The tasks and activities are outlined
and organized for you here. You can move directly to execution.

Fourth is the idea of embedded in content. Writing is a learning activ-
ity as much or more than a discrete subject. It operates in synergy with
ideas—the need to express them is after all the reason for being for what
is otherwise an unnatural and artificial activity. This book will help you
to make every classroom in your school “writing intensive” and therefore
learning intensive. If I could wave a magic wand over America’s schools
and cause one change that would drive the most demonstrable improve-
ment to learning and achievement I would almost certainly wave that
wand and conjure up small bursts of intense, reflective, high-quality writ-
ing in every class period or every hour across America’s schools.
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Foreword

Perhaps last is my own lesson from London. That writing, when taught
well, is a joy. You build something real and enduring every time, and this
is a source of pleasure. As is the unexpected form it takes. Successful writ-
ing gives its practitioner the mystery and satisfaction of constant invention
and construction. When you look at the page and wonder, “Now where
did that idea come from?” you know you are doing it right; you know
your mastery of the craft itself is now guiding you. In that sense this is a
magical book, one that can help you achieve a sea change in the minds of
the students in your classrooms.

Doug Lemov

Doug Lemov trains educators at Uncommon Schools, the nonprofit school
management organization he helped found. He has also authored Teach
Like a Champion (now in its 2.0 version) and has coauthored the companion
Field Guide, Reading Reconsidered, and Practice Perfect.



Throughout the book we’ve included student writing samples. Some of
these samples are from actual students (under pseudonyms or first names
only), and others were created by The Writing Revolution staff members.
Some educator and student names have been changed, and in other cases,
and where noted, we’ve used real names with the individual’s blessing.
Some anecdotes and classroom examples, although based on actual expe-
rience, incorporate invented characters and events.






Introduction

How to Lead a Writing Revolution
in Your Classroom—and Why
You Need One

When Monica entered high school, her writing skills were minimal. After repeating first grade and
getting more than 100 hours of tutoring in elementary school, she’d managed to learn to read well
enough to get by, and she was comfortable with math. But writing seemed beyond her reach.

During her freshman year at New Dorp, a historically low-performing high school on Staten
Island, Monica’s history teacher asked her to write an essay on Alexander the Great. “l think Alexander
the Great was one of the best military leaders,” Monica wrote. Her entire response consisted of six
simple sentences, one of which didn’t make sense.

An actual essay, Monica said later, “wasn’t going to happen. It was like, well, | got a sentence
down. What now?”

Monica’s mother, who had spent many frustrating years trying to help her daughter improve her
academic performance, was equally skeptical about Monica’s ability to write an essay. “It just didn't
seem like something Monica could ever do."

Unfortunately, Monica is far from alone. Across the country—and espe-
cially in schools serving students from low-income families and English
language learners—countless students have similar problems expressing
themselves clearly and coherently in writing. On nationwide tests, only
about 25% of students are able to score at a proficient level in writing.?
And yet expository writing—the kind of writing that explains and
informs—is essential for success in school and the workplace. Students
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who can’t write at a competent level struggle in college. With the advent
of e-mail and the Internet, an increasing number of jobs require solid writ-
ing skills. That’s true even of many jobs—such as being a paramedic—that
people may not think of as involving writing. No matter what path stu-
dents choose in life, the ability to communicate their thoughts in writing
in a way that others can easily understand is crucial.

The Problem: Assigning Writing
but Not Teaching It

The problem is not that students like Monica are incapable of learning

to write well. Rather, the problem is that American schools haven’t been
teaching students how to write. Teachers may have assigned writing,
but they haven’t explicitly taught it in a careful sequence of logical steps,
beginning at the sentence level.

That’s not the fault of the teachers: In the vast majority of cases, their
training didn’t include instruction in how to teach writing. The assump-
tion has been that if students read enough, they’ll simply pick up writing
skills, through a kind of osmosis. But writing is the hardest thing we ask
students to do, and the evidence is clear that very few students become
good writers on their own. Many students—even at the college level—
have difficulty constructing a coherent sentence, let alone a fluid, cohesive
essay. If you're reading this book, chances are that at least some of your
students, and perhaps most, fall into that category.

To be effective, writing instruction should start in elementary school.
But when students do get a chance to write in elementary school, they're
often encouraged to write at length too soon, sometimes at a furious pace.
They don’t learn how to construct interesting and grammatically cor-
rect sentences first, and they aren’t encouraged to plan or outline before
they write. The idea is that later on they’ll refine their writing, under the
teacher’s guidance, bringing coherence and—perhaps—correct grammar
and punctuation to what they’ve produced. But after getting feedback, stu-
dents may be reluctant to rewrite a multipage essay that they’ve already
worked on for hours. And teachers, confronted by page after page of inco-
herent, error-riddled writing, may not know where to begin.

When students get to middle school or high school, it's assumed that
they’ve already learned the basics of writing. As many secondary teach-
ers know, that assumption has little to do with reality. But rather than
beginning with teaching the fundamental skills their students lack—
by, say, guiding students through the process of writing well-crafted
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sentences—teachers feel pressured to have their students meet grade-level
expectations and produce multi-paragraph essays.

High school teachers are also likely to ask students to write analyti-
cally about the content of the courses they’re taking. But many students
have written nothing except narratives in elementary and middle school,
often about their personal experiences. That kind of writing doesn’t pre-
pare them for the demands of high school, college, or the workforce.

In recent years, with the advent of the Common Core and the revamp-
ing of many states’ standards, teachers at almost all grade levels have been
expected to have students write not just narratives but also informative
and argumentative essays. But there’s been little reliable guidance on how
to teach students those skills.> The writing standards tell teachers where
their students should end up. But what teachers need is a road map that
tells them how to get there.

The Writing Revolution (TWR) offers just such a road map. It provides
a clear, coherent, evidence-based method of instruction that you can use
no matter what subject or grade level you teach. The method has dem-
onstrated, over and over, that it can turn weak writers like Monica into
strong ones by focusing students” writing practice on specific techniques
that match their needs and providing them with prompt and clear feed-
back. Insurmountable as the writing challenges faced by many students
may seem, TWR can make a dramatic difference.

Beyond Writing: How Writing Instruction
Improves Students’ Reading, Speaking,
and Thinking

As important as it is for students to learn to write well, it’s not the only rea-

son to teach writing. When teachers embed explicit writing instruction in
the content of the curriculum—no matter the subject area—they see their
students” academic abilities blossom. When students have the opportunity
to learn TWR strategies and practice them through carefully scaffolded
activities, they become better at understanding what they read, expressing
themselves orally, and thinking critically.

Explicit writing instruction will help you and your students in the follow-
ing ways:

e [dentifying comprehension gaps. When you ask your students to write
about what they're learning, you may uncover significant gaps in their
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knowledge and comprehension—before it’s too late to do anything
about them.

* Boosting reading comprehension. When students learn to use more
sophisticated syntax in their own writing, they become better able to
understand it when they encounter it in their reading.*

* Enhancing speaking abilities. As students begin to use more complex
terms and sentence constructions in their written language, they begin
to incorporate those features into their spoken language as well.

* Improving organizational and study skills. TWR activities teach students
to paraphrase, take notes, summarize, and make outlines. These tech-
niques help them absorb and retain crucial information.

* Developing analytical capabilities. The process of writing requires even
young students to organize their ideas and sequence information.
As they move through the grades they have to sift through a mass of
material, deciding for themselves what’s important, which facts and
ideas are connected to one another, and how to organize their thoughts
into a logical progression. When done in a systematic and sequenced
way, teaching students to write is equivalent to teaching them how to
think.

A Brief History: The Origins
of The Writing Revolution

TWR’s model, also known as the Hochman Method, is now being imple-
mented at a broad range of schools, spanning all grade levels. Teachers
from around the country—in fact, from around the world—have been
using the method for 25 years, learning it through teacher-training courses
held in or near New York City. More recently, TWR has partnered with
schools and school districts in New York, Washington, DC, Louisiana,
Texas, and elsewhere to provide more intensive and hands-on training
and coaching.

But how did this method originate? Years ago, like most classroom
teachers, I would assign writing activities that focused on my students’
perceptions and feelings: a visit to an imaginary country, a meaningful
moment in their lives. My undergraduate and graduate training hadn’t
included any preparation for teaching writing, as far as I can recall, nor
had I been assigned to read any research on effective writing instruc-
tion. (Although this book has two authors, the pronoun I refers to Judith
Hochman.)
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Later, as an administrator, I observed many lessons in a similar vein.
In the higher grades, when teachers assigned compositions, they assumed
that students would intuitively know how to sequence and organize infor-
mation, relate it to a reader with clarity and coherence, and develop sound
introductions and conclusions. The results consistently and dramatically
disproved these assumptions.

I was struck by the difference in how we taught writing as opposed
to reading. When I taught reading, I didn’t just give my students a book
and say, “Read this.” I used a well-researched method, providing explicit
instruction in decoding and using carefully sequenced activities that scaf-
folded skills until students read fluently and accurately. But when it came
to writing, arguably a far more difficult task,  had no way to give students
the tools they needed. If their writing fell short, as it often did, we simply
told them to “make it better” or “add more details.” Clearly, that wasn’t
enough.

I tried consulting the research, but at the time academic researchers
were paying far more attention to reading than writing. So I began to
experiment. I was fortunate to be at Windward, an independent school
for students with learning and language disabilities in first grade through
high school. The Windward staff members and I were able to try varying
approaches to writing instruction.

We stopped teaching the mechanics of writing in isolation as a set of
rules and definitions. Instead we asked students to write about the content
they were learning and then used their writing to give specific guidance.

awri

The feedback might be, “use an appositive in your topic sentence,” “put

A

your strongest argument last,” “use transitions when presenting your
points,” or “try starting your thesis statement with a subordinating con-
junction.” Because we had explicitly taught them how to do these things,
they were able to respond.

As we saw that these techniques were working for our students, we
noticed that researchers who were looking into best practices for teaching
writing were finding evidence that supported what we were doing. And
our techniques weren'’t just turning our students into better writers. We
also saw improvements in their analytical thinking, reading comprehen-
sion, and oral communication.

Seeing such dramatic gains in students who had been functioning
poorly in mainstream classes, we decided to share what we were learn-
ing with teachers who, like myself, had no proper training in writing
instruction. To that end, we founded the Windward Teacher Training
Institute.
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At first, those who came to the Windward institute were largely spe-
cial education teachers and tutors, speech and language therapists, and
teachers of students learning English as a second language. But as students
at Windward benefited from the remediation they received and reentered
mainstream schools, teachers at those schools began to notice their excel-
lent writing skills. As a result, teachers of general education classes began
enrolling at the institute to learn about the method.

Then, in 2012, an article appeared in The Atlantic magazine about how
the method we developed at Windward had produced dramatic results
at a low-performing public high school with 3,000 students on Staten
Island—New Dorp, where Monica started as a freshman in 2009. The
article detailed the New Dorp faculty members’ discovery that many of
their students didn’t know how to construct sentences using conjunctions
such as but and so—not to mention words such as although and despite. The
principal of New Dorp, Deirdre DeAngelis, heard about Windward from
a friend, went to visit, and decided she wanted to bring that approach to
writing instruction to her school.

After New Dorp had been implementing what was then known as the
Hochman Method for a couple of years, the article reported, pass rates
on state exams that included essay questions rose sharply—in the case of
English, from 67% to 89%—as did the graduation rate, from 63% to near
80%. The article spurred a tremendous amount of interest in the method,
and in response I founded a nonprofit that used the title of The Atlantic
article: The Writing Revolution.

Currently most of the requests we get for training, either through our
courses or school partnerships, come from mainstream teachers. Most
teach in schools primarily serving low-income students, some with high
proportions of English language learners and students with learning dis-
abilities. Many of these teachers have found that their students benefit
greatly from TWR’s explicit, scaffolded writing instructions, just as stu-
dents at Windward have. But the method—and the principles that under-
lie it—can benefit any student in any school.

What Makes The Writing Revolution
Revolutionary: Deliberate Practice

TWR is as much a method of teaching content as it is a method of teach-
ing writing. There’s no separate writing block and no separate writing
curriculum. Instead, teachers of all subjects adapt TWR'’s strategies and



Introduction 7

activities to their preexisting curriculum and weave them into their con-
tent instruction.

But perhaps what’s most revolutionary about TWR’s method is that
it takes the mystery out of learning to write well. In other approaches to
writing instruction, a teacher might give students a description of the ele-
ments of a good paragraph or essay, or perhaps present a model piece of
writing and have them try to emulate it. But for many students, that’s not
enough. They may be able to read and appreciate writing that flows well
and uses varied sentence structure, but that doesn’t mean they can figure
out how to write that way themselves. For them, the techniques of good
writing are a secret code they just can’t crack.

TWR’s method lets them in on the secret. It breaks the writing process
down into manageable chunks and then has students practice the chunks
they need, repeatedly, while also learning content. For example, if you
want your students to make their sentences more informative and varied,
you won't just ask them to do that and leave it up to them to figure out
how. Instead, you’ll introduce them to specific ways of creating more
complex sentences—for example, by using appositives. But you won't just
give them the definition of an appositive—"a noun or noun phrase placed
next to another noun to explain it more fully”—and ask them to start using
appositives in their writing.

Instead, you'll show them examples of appositives and then have
them underline appositives in sentences you provide. For example,
you might give them “George Washington, the first president of the
United States, is often called the father of our country.” In that sen-
tence, they would underline “the first president of the United States.”
Then you’ll give them a list of nouns—related to the content they’ve
been studying—along with a list of appositives, and ask them to make
the appropriate matches. After that, students will add appositives to
sentences you provide or construct sentences around appositives you
give them. After a while, you'll ask your students to create their own
sentences using appositives—and eventually, they’ll simply do that
spontaneously.

This kind of practice—deliberate practice, as some cognitive scientists
call itt—is quite different from having students practice writing by giving
them, say, half an hour to write and simply turning them loose. Merely
doing the same thing over and over is unlikely to improve their perfor-
mance. To make their writing better, they need a series of exercises that
specifically target the skills they haven’t yet mastered, while building on
the skills they already have, in a gradual, step-by-step process. They also



