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ABSTRACT 

 

Formal writing skills are essential to the professional development of students 

planning to attend college or the work force upon graduating from high school. This 

quantitative study examines best practices and frequencies for writing using AP high 

school courses across content areas. This study provides evidence of how frequencies of 

best practices for writing contributes to student writing success which can be reflected on 

outcome scores demonstrated on AP exams. 9th through 12th grade teachers who teach AP 

courses in English, History, Math, and Science answered a 19 question survey which 

outlined best practices for writing and different frequencies for student engagement. 

There are a total of nine best practices which include identifying similarities, summary 

and practice, providing recognition and reinforcing effort, non-linguistic representation, 

cooperative learning environment, setting objectives and providing feedback, generating 

and testing hypothesis, and cues, questions, and graphic organizers are some of the best 

practices that are considered throughout this study. Each survey question asks about the 

best practices and the frequency is determined in the following manner: never, yearly, 

monthly, weekly, and daily. At the end of the study, the research provides evidence of 

how best practices for writing are used across AP high school courses to help students 

improve their writing in different content areas. 
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CHAPTER I 
 

In the 21st century of learning and academics, more students struggle with success in 

reading and writing (Roberts, 2017). Because both tasks work simultaneously in students’ daily 

academic lives, it is important for students and teachers to understand the significance of rhetoric 

and composition within the English content area and formal writing. “Adolescents entering the 

adult world in the 21st century will read and write more than at any other time in history. They 

will need advanced levels of literacy to perform their jobs, run their households, act as citizens, 

and conduct their personal lives” (Moore, Bean, Birdyshaw, & Rycik, 1999). 

The issue many students have with effective writing is that their frequency of writing is 

restricted. When they do engage in writing activities, often times it is limited either by time or 

choice. Aydas and Baiker (2013) argued that students do not write very often, and most of what 

they write is classroom-bound. The most important factor in writing exercises is that students 

need to be personally involved in order to make the learning experience of great value. 

Writing is one of the most effective ways for students to not only express themselves, but 

also to demonstrate their understanding of knowledge across different content areas. 

Additionally, teachers are able to determine where students are academically through writing, 

specifically formal writing. Roberts (2017) argued, “The way students become better with formal 

writing is by writing across the curriculum. Teachers must motivate their students by explaining 

the reason behind formal writing and why it is significant” (p. 16). 

Peha (2003) suggested that writing allows students to put their ideas on a page and leave 

them there to be sorted out with proper deliberation. By teaching students how to write well, by 

showing them how to focus their intellectual energy in this unique and wonderful way, educators 

give them a key that helps them unlock the complicated ideas and complex emotions that 
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students are expected to master as they mature. In addition to writing well and comprehending 

information in a more authentic manner, educators and students establish a better relationship in 

regards to confidence and participation from the student, and an understanding of the student’s 

thoughts from the teacher. 

The purpose of applying writing skills from English to other content areas such as Math, 

Science, and History is to encourage students to understand the significance of formal writing, in 

addition to writing being viewed as a social activity. According to Stock (1986), “In institutions 

where such composition classes are taught, teachers in content-area courses support the 

development of students’ writing skills by including composition assignments in their curricula 

and then, as they respond to students’ writing, by attending to students’ use of customary 

conventions and arguments of writing in that discipline” (p. 99). The following five reasons were 

provided to highlight the significance of applying writing skills from English to a History course: 

 Writing skills from English helps students connect words and phrases in History 

that relate to causation; 

 Writing skills from English helps students connect words and phrases in History 

that relate to the passing of time; 

 Writing skills from English helps students with fluency and connectives which 

caters to higher attaining students; 

 Identifying the use of ‘connectives’ as a teaching issue can be an important step 

towards empowering lower attaining students to communicate their historical 

understanding in a more coherent form; 

 The use of writing frames in history classes is based on the premise that there is a 

close connection between literacy and the ability to think historically. Students 
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need the appropriate vocabulary if they are to make sense of historical data; they 

also need a stock of appropriate sentence starters and connecting phrases if they 

are to be able to write with fluency and clarity in responding to historical 

questions (Stock, 1986). 

According to Gribbin (1991), whenever writing is frequent in various content areas, 

educators are able to see how their students’ minds work and how they process the information 

they are learning. Using writing as a means to measure students’ success is a more unique way of 

learning and using rhetoric and composition across content areas provides students with 

opportunity to see education as a unified experience. 

College Board and The Advanced Placement Program 

 

College Board is an organization that was formed in the late 1800’s to bridge the 

academic gap between highs school and college freshmen students. Rothschild (2000) found that 

in September 1952, “seven schools implemented a pilot of advanced placement courses” to 

determine the success of the program (p. 175). The researcher stated, “Ray Stephens, a 

mathematics teacher from 1956-1989 and coordinator of Advanced Placement at Newton High 

School, remembers clearly that ‘When word came through Harvard College, the thing had a 

momentum of its own.’ Parents and faculty wanted the program” (p. 178). Rothschild (2000) 

further explained that after the first Advanced Placement examination took place in 1954, 

courses including English Composition and Literature were amongst the many courses that were 

given permission to move forward with implementation across school districts. 

The Advanced Placement Language and Composition course is aligned with College 

Board AP Central (2021a) to prepare students for the entry level writing course taken during 

students’ freshmen year of college. There was an increase in student interest to take advanced 
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placement courses with the hopes of earning college credit upon academic admission. Advanced 

Placement courses were created to enhance and establish higher expectations that will challenge 

students on an academic level. The AP Language and Composition course and exam were both 

developed from research and analysis that is specifically aligned with various colleges and 

universities. In fact, the AP English committee drew analysis from existing syllabi to not only 

establish the AP course, but also to create and develop the exam by aligning material from the 

college composition course to the exam (College Board, 2019a). 

The Advanced Placement United States History course was also aligned with College 

Board to provide students with the opportunity to earn college credit on a high school level. 

More than 2.7 million students register to complete the AP exam every year in May and the 

participation in taking the course for the exam has risen significantly over the years (College 

Board, 2020c). The Advanced Placement Program for History offered three different courses: 

European History, United States History, and World History, all which focused on analytical 

development and the connection to real world and factual analysis. The overview of the AP US 

History course provided details to its structure, organization, and how the content was aligned 

with the exam: 

1. The AP US History course was structured around themes and concepts in nine 

different chronological periods from approximately 1491 to the present. 

2. AP US History historical practices included analyzing historical evidence of primary 

and secondary sources. 

3. AP US History required argument development by making historically defensible 

claims in the form of a thesis with claims and evidence for reasoning. (College Board, 

2020c) 
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According to College Board, there were multiple Advanced Placement Math courses 

offered to high school students. The course and framework for AP Calculus AB was updated 

summer 2020 to provide more specific insight to the course description and the organization of 

the exam as an example to help teachers and students (College Board, 2020b). Additionally, the 

new pacing guide for all AP Math courses was restructured to adjust to the new way of virtual 

learning in the 21st century and the new demands of colleges and universities. “Due to the new 

challenges associated with hybrid and remote learning in 2020-21, a significant amount of the 

content and skills colleges are requiring for credit will likely need to be assigned to students as 

homework or independent learning” (College Board, 2020b, p. 1). The new pacing guide for AP 

Math courses has been created with daily videos and questions in place of or in addition to what 

teachers are assigning to their students (College Board, 2020b). 

The overview of AP Math courses provided insight to the updated development of the 

courses and how they align with college level math: 

1. AP Calculus AB is designed to be the equivalent of a first semester college calculus 

course devoted to topics in differential and integral calculus. 

2. AP Calculus BC is designated to be equivalent to both first and second semester 

college calculus courses. 

3. AP Calculus BC applies the content skills learned in AP Calculus AB to 

parametrically defined curves, polar curves, and vector-valued functions; develops 

additional integration techniques and applications; and introduces topics of sequences 

and series. (College Board, 2020b) 

The core document for Advanced Placement Science courses was also updated to offer 

teachers and students a new way to approach learning in the 2020-2021 school year by using a 
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flipped classroom design model (College Board, 2020b). According to Bhagat, Chang, and 

Chang (2016), using a flipped method model has proven to be more effective in math courses for 

students with various types of learning styles. The researchers asserted, “With the rapid 

advancement of educational technology, the use of technology across mathematics curriculum 

produces positive results in understanding and learning the concepts” (Bhagat, Chang, & Chang, 

2016, p. 134). The flipped classroom model for AP Science courses allow teachers to provide 

students with online videos where they can work at their own pace. The new pacing guide for AP 

Science courses highlight ways teacher can implement content and knowledge for classes that 

have been forced off schedule: 

1. Teachers should assign AP Daily videos and topic questions listed below as student 

assignments for each week. 

2. Using the reports generated by the topic questions, teachers should focus their 

limited, direct class time on the Learning Objectives where students need more help. 

3. If students are ahead of the pace indicated below, teachers will be able to incorporate 

additional days or weeks to spend more time challenging topics, practicing course 

skills, or reviewing for the exam. (“AP Biology AP Pacing Guide, 2021c"). 

Writing is a vital part on all AP content exams. According to College Board AP Central, 

the English, History, Math, and Science exams include free response sections where students 

must demonstrate their mastery of content knowledge through writing. Shelnut (2021) 

highlighted writing tips for students to be successful with the free response section on their AP 

English exam: 

1. Make a plan. 

 

2. Begin quickly and directly. 
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3. Use paragraphs and topic sentences. 

 

4. Use quotations and explain them. 

 

5. Create variety. 

 

6. Find the right word. 

 

Hayden (2019) demonstrated the similarities that exist between AP English and AP 

History exams and highlighted how formal writing through analysis and synthesis was a critical 

skill that considered when scoring students’ exams and determining college readiness. Hayden 

(2019), summarized major points in the following table: 

 
 

Figure 1 

 

Major Points Presented by Hayden (2019) 

 

Synthesis Essay Document-Based Question 

Similarities 

1. Use sources to support a thesis 1. Use documents to support a thesis 

2. Must cite sources 2. Must cite sources 

3. Do not simply paraphrase — 

no “laundry list” 

3. Do not simply paraphrase — no 

“laundry list” 

4. Must “enter into a 

conversation” 

Must understand the complexity of the 

historical issue to “enter into a 

conversation” 

5. Consider the author’s purpose, 

audience, and point of view 

5. Consider the author’s purpose, 

audience, and point of view 

6. Must develop a clear, 

organized argument 

6. Must develop a clear, organized 

argument 
(Hayden, 2019) 
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In the course and exam description of AP Math courses, updated information was 

provided on the new structure of the entire exam, including the free response section. Students 

were eligible to complete their AP Math exam digitally or on paper. According to College Board 

AP Central (2021), “The digital exam will take the same amount of time as the paper exam, but 

the free response questions will be adapted to include responses and explanations that can be 

easily typed” (p.1). Exam tips were provided to students to prepare them for the writing section 

of their AP Math exam: 

1. Keep an eye on your time. 

 

2. Show your work, even when you are using a calculator. 

 

3. Try to solve each part of the question. 

 

4. Be sure to fully answer the question being asked. 

 

5. When asked to justify or explain an answer, think about how that can be done. 

 

6. Do not round partial answers. 

 

7. Practice free response questions from previous AP exams. (College Board AP 

Central, 2021d) 

Henrichsen (2021) highlighted tips for students to be successful with writing on their AP 

Science exam. He provided details on how clear and legible writing, identifying variable names, 

and being aware of grammatical errors including misspellings and misuse of data can cater to 

student success on the free response section of the AP Science exam. The tips included the 

following: 

1. Characterize size and penmanship. 

 

2. Naming conventions. 

 

3. Avoidable mistakes. (Henrichsen, 2021) 
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Theoretical Framework 

 

Marzano (2009) discussed effective instructional practices to improve the learning 

experience of the student. Marzano’s (Nine) High-Yield Instructional Strategies suggested that 

teachers use these techniques with the intention to enhance student achievement. The nine 

strategies are as follows: identifying similarities, summarizing and note taking, reinforcing effort 

and providing feedback, homework and practice, nonlinguistic representation, cooperative 

learning environment, setting objectives and providing feedback, generating and testing 

hypothesis, questions, cues, and advanced organizers. With each instructional practice, teacher 

demonstration needed to be implemented to familiarize leaners of what to expect when acquiring 

the strategy to content knowledge. Additionally, throughout each best practice of Marzano’s 

strategies, teacher demonstration and student application are combined to achieve growth and 

completeness in academic achievement. Researchers suggested that focus on specific teaching 

practices must be implemented to provide quality instruction in order for students’ learning 

experiences to improve (Fleitz, 2007). This learning theory applies to the academic environment 

and to the idea that teachers must model techniques to their students in order for them to be 

creative and reach their maximum potential in the classroom. Marzano further suggested that 

student’s educational process of development stemmed from the stimulation of learning, an 

activity of thought and receptiveness. Wood (2018) further explained that Marzano’s (2009) 

instructional strategies provide learners with the possibility of becoming more authentic leaners 

through the art of education as an organic experience. Marzano depicted his instructional 

practices through nine categories, which highlighted the areas in which learners achieve their 
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academic needs in addition to educators helping their learners maximize their ability. (See 

Appendix B.) 

Statement of The Problem 

 

According to Fleitz (2007), AP courses are geared towards preparing students for the 

end-of-the-year exam, which limits effective writing across the AP program. Stock (1986) 

suggested cross-content writing was not encouraged in classrooms outside of English, 

specifically in secondary education. Stock further suggested that high school students spent small 

amounts of time practicing their writing skills in different content areas, or working to develop 

their writing skills. However, in order for students to display progress with their writing skills in 

other content areas outside of English, they actually had to spend time perfecting the craft. 

Additionally, most of the cross-content writing took place in higher education, and by the time 

students reached the collegiate level, they were not prepared for the type of formal writing that 

was required on a college level. Jimerson and Kaufman (2003) reported that 20% to 50% of 

students drop out of high school for various reasons, including their lack of abilities to read and 

write successfully. The researchers highlighted that, specifically, retained students who had 

lower levels of academic adjustment at the end of 11th grade were more likely to drop-out of 

high school by 19 years old, and were less likely to receive a diploma by the age of 20 (Jimerson 

& Kaufman, 2003). 

Sundeen (2015) claimed that writing is one of the most important skills students and 

individuals need to learn; and at the secondary level, writing becomes an essential and critical 

skill in order to be prepared for college and the work force. Edmondson (2012) also suggested 

that writing skills were never a primary focus within educational reforms. Applying best 
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practices for writing in AP high school courses is an expectation and a standard that can help 

improve writing difficulties of students. 

Purpose of The Study 

 

The purpose of this quantitative descriptive statistics analysis is to evaluate the frequency 

of best practices for writing used in AP high school courses. There are similarities that exist 

between content area courses and exams in the AP program. In order to apply best practices for 

writing, students need to incorporate writing strategies across AP content areas to be more 

successful with their writing tasks for their AP exams. Furthermore, teachers need to be 

knowledgeable about best writing practices and the structure of the AP exams to understand the 

various perspectives on how writing across the curriculum positively influences students’ writing 

abilities. One way to encourage students to apply best writing practices across content areas is by 

allowing teachers to have more collaborative time to plan activities that can be implemented in 

the curriculum (Stock, 1986). When the teachers are prepared to help the students, teaching 

becomes more authentic for the teacher and the student. According to Irvin, Meltzer, & Dukes 

(2007), motivation is the first step in increasing students’ writing skills. To further encourage or 

motivate students in their writing skills, students need to be presented with choice, and they have 

to understand that writing is a social activity. 

The significance of quantitative research in this study is to obtain “a holistic picture and 

depth of understanding rather than a numeric analysis of data” (Ary, Jacobs, Sorensen& Walker, 

2014). This quantitative descriptive statistics analysis is created to discover the best practices for 

writing to understand its frequency in AP high school courses. The most effective practices 

arranged in this study provide secondary classroom content area teachers possible approaches to 

incorporate in their AP course to improve students’ writing skills for AP exams. 
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Research Questions 

 

1. What writing strategies do AP teachers report they use in their course? 

 

2. What writing strategies do AP teachers identify as most frequently used across all AP 

courses? 

Limitations of The Study 

 

The data is limited to 24 teacher responses from high schools in a public school district in 

the southwest region of Houston, Texas. This can be a limitation because the data is only 

representative of 24 AP high school teachers. Research participants in the survey are teachers 

who only teach AP high school courses. Using survey questions can be a limitation because the 

population may not represent the entire AP teacher group and time constraints may present 

biased suggestions. 

Delimitations 

 

The delimitations developed by the researcher in this study were determined by the need 

for specific best practices and frequencies from 9th-12th grade AP high school teachers from an 

urban public school district in the southwest region of Houston, Texas. The use of high schools 

in a public school district does not allow the researcher to record data from teachers from 

different charter or private districts who also use the Advanced Placement Program to determine 

college readiness. 

Key Words and Operational Definitions 

 

The following key words and operational definitions are provided to ensure clarity: 

 

1. Advanced Placement Program can be defined as “the single largest determiner of college 

freshman course credit in American higher education” (Jones, 2001). 
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2. Advanced Placement Courses can be defined as courses utilized to prepare students for 

AP exams to earning college credit during their high school matriculation (Jones, 2001). 

3. Advanced Placement Exam can be defined as assessments that demonstrate students’ 

levels of understanding in various advanced placement content areas (College Board, 

2021). 

4. Content Areas can be defined as primary subjects: English, History, Math, and Science 

(Stock, 1986). 

5. Best Practices for Writing can be defined as instructional-practice principles to improve 

student writing (Office of Superintendent, 2019). 

Assumptions 

 

The following is a list of assumptions this research made for the purpose of this study: 

 

1. Participants involved in the study answered questions with honest and candid answers. 

 

2. Participants had background knowledge of the problem in addition to background 

knowledge of AP program and courses, best practices for writing, and writing across AP 

high school courses. 

3. Participants were sincere with their interest in the research and provides supportive 

feedback to authentic struggles of writing in AP program. 

Summary and Organization of the Study 

 

This quantitative descriptive statistics analysis contains five chapters that underlines the 

frequency of best practices for writing across AP high school courses. Chapter I includes details 

that introduce the study, along with information pertaining to the theoretical framework, 

statement of the problem, purpose of the study, and research questions. Additionally, Chapter I 

provides information about limitations, delimitations, keywords, and assumptions. Chapter II 
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contains information of existing literature that highlights the impact writing has on student 

development, why writing is important, various types of writing activities, teacher perceptions of 

student writing, history behind the Advanced Placement Program and its courses, best practices 

for writing, and writing across the curriculum. Chapter III is the methodology section, which 

includes an explanation quantitative research, methods and procedures of data collection, the 

analysis of data, and a summary of the chapter. Chapter IV includes details of the findings from 

the data collected, and Chapter V presents the conclusions from the study as well as ideas for 

future research. 
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CHAPTER II 

 

Literature Review 

 

Chapter II presents an overview of the literature found on research on the implementation 

and frequency of best practices in AP high school courses. This quantitative descriptive statistics 

analysis examined best practices that high school teachers use to help their students develop 

writing skills in AP high school courses across content areas. Researchers have collected data on 

instructional practices to improve student achievement and the importance behind writing across 

the curriculum. Best practices for writing and writing across content areas have been studied in 

correlation with student achievement and academic growth. Chapter II will present research 

regarding teachers’ and students’ perceptions of writing, which contributes to the best practices 

used for writing across AP content areas. Chapter II is separated into multiple sections in an 

effort to highlight the literature of this quantitative descriptive statistics analysis study: Writing 

across the curriculum, student perceptions, teacher perceptions, best practices, Advanced 

Placement Program, AP Workshops and Training, AP English, AP History, AP Math, AP 

science, and Virtual Learning. 

Writing Across the Curriculum 

 

Students’ ability to write academically is significant to their success across all content 

areas. Roberts (2017) highlighted that in order for students to establish high order thinking skills 

to write effectively in the English subject, they must write across all curriculums including math, 

science, and history. Although the mediums used in different content areas may vary, Roberts 

suggested that the objective is for students to develop the writing skill. “Writing across the 

curriculum impacts students’ writing proficiency [and] as a result, students become better writers 

[when they] write in different content areas” (Roberts, 2017, p. 5). Roberts further explained that 
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choice, connections, and interests should be made available to students to help improve their 

writing skills and to maximize students’ formal writing. 

Edmondson (2012) argued that in order to bridge the gap between students and their 

academic writing, English teachers must consider various genres for instruction, specifically 

biographies. Often times, students may discover realistic similarities between authors and their 

texts, which leads to heightened interests and connections between the student and the genre. 

Edmondson (2012) stated, “My hope is that the texts are written in ways that synthesize existing 

accounts into a text that serves as a richly contextualized life story that introduces young readers 

to people in certain times and place” (p. 4). Edmondson further underlined that when students 

understand the background information of an author, they are able to establish connections 

between themselves and the author, considering the real-life experiences of the two. Therefore, 

for students to improve their formal writing abilities, English teachers should consider teaching 

biographies to their students, which can lead to deeper connections. 

According to Newell and Holt (1997), the struggle between the English curriculum and 

students’ understanding is the lack of understanding from teachers within the department. Due to 

the curriculum reform for English literature, there has been a shift in how to properly approach 

students in terms of instruction. The authors stated, “The common problem is how to create 

structure and coherence in [the English] program as a whole while allowing individual teachers 

to challenge and support students of wide-ranging abilities and backgrounds from within each 

teacher’s pedagogical preferences” (p. 19). Therefore, one of the contributing ideas to the 

disconnect between the English subject and the students is the expectation from the English 

teacher. 
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To properly incorporate writing academically in a formal manner, English teachers must 

compromise with their students to meet the expectations of the curriculum and the needs of the 

students in order to bridge the gap with students’ formal writing. Carney (1996) claimed, “The 

dilemma [she] faces in her 11th grade English class [is] if [she] can fit the large process within 

the curriculum” (p. 29). Carney further highlighted that compromising with the students by 

developing workshop strategies to help them develop their papers and giving them choice in 

terms of narrowing down a topic generates a more positive environment for students, which 

helps in the writing process. 

In order to understand and apply effective strategies for teaching high school English or 

the English curriculum, it is important for educators to consider the ethnographic background of 

the students. Often, districts vary in demographics, which affects the way many students 

comprehend elements of the English subject. According to Ungemah (2011), “It’s important to 

select a pedagogical curriculum for teaching English when there is a multiethnic high school 

because it allows students to have a choice in what they are learning” (p. 4). Ungemah continued 

by explaining the importance of diverse immigration changes within public schools by 

suggesting that “demographic trends in public education have indicated that student population 

in the public school is becoming increasingly diverse” (p. 4). Therefore, when teaching English 

to high school students, it is important for educators to also consider ethnic backgrounds and 

diverse cultures of the audience: the students. 

Negrete (2015) conducted a study to understand the writing conventions of deaf, urban 

Latino youth and focused on the English subject in terms of formal writing for students that face 

various social challenges. He argued, “The interaction of a student’s exposure to multilanguage, 

social and compromised academic situations, may influence certain writing errors that may be 
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considered poor English writing skills at any grade level” (p. 12). Therefore, it is important for 

high school English teachers to consider key theories and approaches to different types of 

learners, specifically deaf Latino students who face various social struggles. He continued by 

offering various approaches English Teachers can take to achieve successful formal writing for 

students who face multiple social challenges that contribute to the differentiated types of writing. 

For students to become better with writing formally, they must write more often, and they 

also must establish a personal connection with English. According to Aydas and Baiker (2013), 

“Students do not write very often and most of what they write is classroom-bound. The most 

important factor in writing exercises is that students need to be personally involved in order to 

make the learning experience of great value” (p. 2). Therefore, one of the problems that exists 

between students and writing academically is that they are limited by time and choice, which 

results in a lack of interest in formally writing. 

Writing across the curriculum is a strategy that may be used to help students improve 

their formal writing skills. Stock (1986) suggested that in many institutions, writing across the 

curriculum is not only encouraged by administration, but it is also supported amongst colleagues 

on campus, encouraging their students through the inclusion of rhetoric and composition 

activities to track their development. By including this type of practice within various 

curriculums, educators are not only showing students the significance of collaboration, but they 

are also motivating students to understand the importance of formal writing and the role it plays 

in their academic careers. 

Additionally, Gribbin (1991) suggested, “Writing and learning are contemporary [and] 

high-order thinking skills such as synthesis and analysis are dependent upon written language 

[by] using writing as a means to enhance the thinking and learning of students” (p. 365). Skills 
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such as synthesizing, analyzing, and summarizing are significant in the development of a 

student’s formal writing skill. Gribbin further highlighted that because writing is contemporary, 

it is important for students to know that writing will take place outside of the academic 

environment, which is why it is important for scholars to practice their rhetoric and composition 

abilities. 

Formal writing is a social activity as well as a way to communicate with other 

individuals, which is a vital skill required by many professionals in the work force. Sundeen 

(2015) stated, “Writing is one of the most important skills that students learn. The ability to 

convey messages effectively remains a major consideration for employees and ranks in the top 

10 most important for both executives and new hires” (p. 197). Additionally, theoretical 

perspectives support students’ effective writing and formal writing abilities (Applebee, 1984; 

Applebee & Langer, 2011; Emig, 1977; Graham & Herbert, 2011). More specifically, the 

researchers explained that first learners must evaluate information to decide what is most 

important. Following, writers must make purposeful connections as they organize coherently. 

Thirdly, composing promotes reflection as ideas are examined. Additionally, after writers 

compose it requires them to become involved and make decisions and lastly, composing requires 

the writer to make considerations of the material or the topic. Formal writing is shown to be a 

necessity in daily life, which is why it is important that students understand the significance of 

the ability. 

Best Practices 

 

To further support students in their experience with developing their writing skills, it is 

important to make sure that effective strategies are implemented to promote success. Payton 

(2016) suggested, “[Encouraging] focus on specific teaching practices [is] needed to provide 
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quality instruction for improving the learning experience [of the student]” (p. 39).  The 

researcher further explained how the approaches that teachers take to teach writing are a 

necessity in ensuring ultimate success for their students in ELA courses. Additionally, Marzano, 

Norford, Paynter, Pickering, and Gaddy (2001) applied nine effective teaching practices that can 

be used in any content area to enhance student achievement. Marzano et al. suggested that when 

these nine strategies are applied in the classroom, there could be a positive change in student 

success: See Appendix B. 

1. Identify similarities and differences 

 

2. Summarizing and note taking 

 

3. Reinforcing effort and providing recognition 

 

4. Homework and practice 

 

5. Non-linguistic representation 

 

6. Cooperative learning 

 

7. Setting objectives and providing feedback 

 

8. Generating and testing hypothesis 

 

9. Questions, cues, and advance organizers. (p. 13) 

 

These best practices are similar to the instructional approach in the AP Language and 

Composition Course and Exam Description (College Board AP Central, 2019a) by offering 

teachers a variety of methods to teaching students how to write formally. Formal writing skills 

are an area in which students will be assessed on the AP Language exam and is one of the 

prominent elements that determine students’ college readiness for post-secondary ELA. 

According to the AP Program Guide (2019), students are required to address three free response 

questions in the form of an essay, and this particular area of the exam is worth 55% of the 
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student’s overall score. The teaching strategies suggested by Marzano et al. (2001) may increase 

formal writing skills, which is beneficial because this gives ELA teachers the opportunity to help 

students improve their writing. Furthermore, ELA teachers have the chance to provide 

differentiated instruction for all different types of learners ranging from beginning to advanced. 

In addition to focusing on best practices that promote student success with formal 

writing, the Office of Superintendent of Public Instruction (2019) combines instructional- 

practice principles and assessments to improve student writing. The guideline suggested six 

approaches that can aid student success in writing: 

 
 

1. Actively engaging students 

 

2. Daily reading and writing 

 

3. Relevant texts 

 

4. Graphic organizers 

 

5. Vocabulary study 

 

6. Questioning. 

 

There is a distinct relationship between the ELA Menu of Best Practices (Office of 

Superintendent, 2019) and the AP Language and Composition Instructional Practices (College 

Board, 2021a) which contribute to the overall success of student formal writing skills. Langer 

(1986) stated, “The use of specific teaching strategies as they relate to the tests could provide 

more insight regarding which practices are most effective for student writing” (p. 406). Langer 

further highlighted how students’ formal writing skills can be measured across curriculum by 

evaluating the impact of learning on the student, the completion from the student, and how 
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students are able to make connections between prior knowledge and new knowledge through 

positive teaching strategies. 

Because there are teaching strategies that are specific to enhancing writing skills and 

improving the overall quality of instruction in AP Language and Composition, it is important to 

consider how these areas support the improvement of students’ formal writing skills. According 

to the AP Language and Composition Course and Exam Description (2019), “Relevant texts are 

essential to students’ reading and comprehension level considering that exposure to different 

types of relevant texts promotes students’ ability to decipher and respond to complex and 

extended arguments” (p. 86). Essentially, the exposure to relevant texts allows the student to 

develop responses from multiple perspectives and generate ideas that can contribute to analysis, 

synthesis, and arguments, all which are areas of assessment on the AP Language and 

Composition Exam. Payton (2016) suggested, “Texts that are relevant to students are interesting 

to students because they understand the content and are able to relate to it in some way. Relevant 

texts are recommended because they connect the central theme, situation, or character to 

students’ lives, current interests, and future goals” (p. 41). The instructional practice of applying 

relevant texts in AP Language and Composition provides ELA teachers with the opportunity to 

support students in the development of their formal writing skills. 

Vocabulary study is another essential instructional practice in AP Language and 

Composition that helps to develop students’ formal writing skills. There is an emphasis on 

measuring how students use vocabulary in analysis of different types of texts. When students are 

exposed to vocabulary in ELA, students become more aware of how to apply literary devices to 

synthesis and argumentation, which is necessary in preparing for the AP Language and 

Composition exam as well improving their formal writing skills. According to Duinn and Graves 
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(1987), “It is widely recognized that the knowledge of words and the ability to use language are 

essential to success in school and achievement in society [and] that the vocabulary used 

influences the perceptions of speech and writing” (p. 313). Furthermore, an extensive body of 

research focused on the impact of simple versus mature vocabulary used in writing on 

determining the quality of writing (Grobe, 1981; Neilsen & Pische’, 1981; Stewart & Leaman, 

1983). When students are provided with instructional guidance in applying vocabulary study to 

their learning, this allows them to further their understanding of relevant texts and improve their 

formal writing skills, which may increase student success on AP exams. 

Actively engaging students through texts and exposure of different types of literature is 

another instructional practice that aids teachers in helping students develop their formal writing 

skills according the writing requirements of the AP Language and Composition exam. Li (2015) 

highlighted the types of literature used to promote cultural diversity within an English classroom 

setting and how diversity shapes a student’s approach to the ELA curriculum. A quantitative 

approach is applied to this study by using analyses and case studies, which included the 

investigation of multiculturalism in secondary education, with a focus on the 11th grade ELA at 

both urban and suburban school districts. Li (2015) explained that to understand the importance 

of multiculturalism within an English classroom, “teachers must combine textbooks from social 

studies classes and curriculum for English classes, which can lead to a better understanding of 

rhetoric and composition” (p. 15). These categories help determine the inclusion of 

multiculturalism through teachers’ epistemologies. At the end of the study, the researcher 

determined that there is a demand for multiculturalism, specifically in English courses, due to the 

cultural diversity that is advancing in the 21st century. 

Advanced Placement Workshops and Professional Development 
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The Advanced Placement Program offers workshops that prepare teachers to teach AP 

courses by providing them with professional development trainings, additional content resources, 

and instructional practices. According to College Board AP Central (2021), multiple workshop 

courses are available for teachers to gain insight on exam administration and course content 

through collaborative instruction with other AP teachers. The workshops offered through the AP 

Program play a significant role in teacher development because they allow teachers to become 

more knowledgeable about how to reach student achievement in courses that aligned with 

collegiate level learning. Swinton, Scafadi, and Woodard (2012) suggested that in-service 

teacher trainings are linked with student achievement because the workshops demonstrated that 

student scores increase on tests when their teachers attend specific workshops. The researchers 

further explained that different types of workshop topics such as turning lessons into games and 

virtual courses are amongst the most popular and often lead to the most student success. 

Virtual workshops are offered to teachers through webinars, which can be accessed 

through the AP Central College Board website. Karten (2010) suggested that webinars are 

excellent ways of training teachers because they can reach people anywhere and at any time. AP 

teaching webinars are organized in a variety of ways including by AP content area, suggestions 

for getting started with teaching AP, and various instructional approaches new and returning 

teachers can implement in their classrooms to achieve student success. The webinars offered 

through the AP Program are 20 to 50 minute videos that provide insight to best practices by 

discipline, and digital resources that focus on AP daily videos and progress checks are available 

online and on demand (College Board AP Central, 2021). 

College Board AP Central (2021) also offers face-to-face AP workshops where teachers 

can attend summer institute trainings provided by school districts. According to College Board 
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AP Central (2021), teachers may receive scholarships, host summer institute sessions, and 

become AP coordinators by attending summer workshops. Details about the benefits teachers 

receive from attending AP summer institute workshops are listed below: 

 Explore each section of the course and exam description, including the unit guides, 

while making connections to the course curricular requirements.

 Begin to develop a course plan by unit and topic that incorporates the full scope of 

your AP course into your school’s academic calendar.

 Examine formative and summative assessment items to identify content and skill 

pairings that are the targets of these assessments and create lesson plans to reinforce 

content and skill connections.

 Practice applying the scoring guidelines from the most recent AP Exam to 

samples of student work.

 Identify student strengths and weakness using data available through AP Classroom 

and Instructional Planning Reports.

 Explore ready-to-use strategies, instructional materials, and pedagogical tools 

pertinent to the content and skills required for success in your AP course.

 Develop meaningful connections within the AP community. (College Board AP 

Central, 2021h)

Garet, Porter, Desimone, Birman, and Yoon (2001) highlighted the positive effects 

professional development trainings have on teachers. When teachers participate in certain 

activities during workshops or trainings, “they increase their knowledge and skills on how to 

incorporate best practices in their classrooms” (p. 917). Furthermore, workshops provide 

teachers with insight on instructional practices that encourage student achievement in the 
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classroom. Desimone (2011) suggested that the greatest effect that workshops have on teachers is 

the fact that student achievement is gained. Teachers become more knowledgeable on best 

practices that encourage them to reach their students. Core features of professional development 

trainings are identified to enhance student achievement: 

 Content focus: Professional development activities should focus on subject matter 

content and how students learn that content.

 Active learning: Teachers should have opportunities to get involved, such as 

observing and receiving feedback, analyzing student work, or making presentations, 

as opposed to passively sitting through lectures.

 Coherence: What teachers learn in any professional development activity should 

be consistent with other professional development, with their knowledge and 

beliefs, and with school, district, and state reforms and policies.

 Duration: Professional development activities should be spread over a semester 

and should include 20 hours or more of contact time.

 Collective participation: Groups of teachers from the same grade, subject, or school 

should participate in professional development activities together to build an 

interactive learning community. (Desimone, 2011)

Student Perceptions of Formal Writing 

 

Kirsch (1988) presented the struggle that students have with understanding their 

expectations from their English teachers in terms of writing formally. The researcher found that 

students show a lack of interest to improve their writing in secondary education and post- 

secondary education because they are unsure of what quality writing looks like or even what it is. 
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Kirsch continued by explaining how the daily struggles of students in their English courses affect 

their learning. On the other hand, students’ perceptions of writing greatly stems from their own 

beliefs and their own self-efficacy. Kirsch posited, “The way students think, feel, and behave in 

academic situations in largely influenced by beliefs in their own abilities. It is through the 

students’ perception of their performance that their self-efficacy is developed” (p. 67). In 

addition, much of students’ perceptions of writing comes from their own personal experiences 

with writing. “When students believe that they can write well, then in academic situations, they 

write well; but when students have a negative perception of their own capabilities, then they will 

not perform the way they should, thus causing their academic performance to decline” (Kirsch, 

1988, p. 68). 

Furthermore, many students’ perception of academic success in English stems from their 

perception of failure. According to Lambert (1969), “Many students noted the deleterious effect 

of poor reading and writing habits on their entire academic performance” (p. 353). The fact that 

many students have consistent experiences of failure ultimately has a negative effect on their 

writing performance.  Students feeling like they are capable of being successful in their 

academics has a great influence on their performance with writing formally, which is important 

to consider when evaluating and understanding their perception of what it means to produce well 

written prose (Lambert, 1969). 

Many students’ perception of writing formally has changed due to the impact of 

technology. According to Silver (2019), students believe that technology negatively influences 

the development of their academic formal writing. One student in Silver’s study stated, “I think 

technology stuff is not necessary. I don’t think that improved my writing at all…even the 

remediation became more of an art project than anything else” (p. 220). The student further 
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explained that when they consider academic or “quality writing,” they look to text-based writing 

as a model because that is what they are familiar with (p. 221). When quality writing goals are 

not aligned, students believe they are not successful; and when incorporating technology, this is 

an issue for many students (Silver, 2019). 

Silver further highlighted students’ resistance to the incorporation of technology with 

their formal writing. Many students believe that technology does not successfully measure their 

quality writing due to the different types of writing that exists when technology is involved. For 

example, another student noted, “I think there’s just a little bit too much focus on online writing 

just because. Learning different writing styles and being able to go to a professional and ask 

them to help you with this specific type of writing that you’re interested in is more important to 

me than learning how to blog, or to look at an online portfolio, or something like that” (p. 221). 

Essentially, many students would prefer to know how to write formally compared to writing that 

may be limited, which is important to consider when understanding students’ perceptions on 

formal writing (Silver, 2019). 

Best practices are an integral part in students’ perceptions of the development of their 

formal writing skills. Many students find it beneficial when their teachers offer them multiple 

opportunities for practice and repetition with their writing, making them feel more secure and 

confident in their approach. Research indicates that 71.95% of students clearly valued instructor 

feedback, mini lessons, and peer reviews (O’Brien, 2016, p. 11). In O’Brien’s (2016) study, one 

student stated, “Re-reading and editing were challenging. The feedback from my professional 

reviewer really pushed me to new territory. It was challenging, but it was rewarding” (p. 11). 

Another student also noted that this new confidence to communicate effectively strengthened 

their professional identity and permitted them to see “writer” as a part of their future role (p. 15). 
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There is a relationship that exists between students’ perceptions of their formal writing and best 

practices that are often implemented by the teacher (O’Brien, 2016). 

Although many students find it helpful when teachers incorporate best practices to aid in 

the development of their formal writing, some students perceive formal writing as a difficult and 

often demanding task. Gambell (1991) explored students’ perception of formal writing and 

discovered that many students admitted that their writing difficulties resulted from “reliance on 

the ideas and language of others, an inability or unwillingness to conceptualize an audience, 

uncertainty about the rhetorical features of expository of argumentative modes, and a lack of 

understanding to a process approach to writing” (p. 1). Gambell’s (1991) study provides insight 

to students’ viewpoint on formal writing by examining students’ involvement with writing in 

academia which includes researching, choosing a topic, and revision. 

Majidi (2005) identified four main categories to highlight students’ views on formal 

writing. “The four main themes are students’ social motive to write, rhetorical situation and the 

writing process, students’ sense of the addressees, and students’ sense of belonging to the 

academia” (p. 5). The study concludes with students’ perceiving writing as a way of 

communicating; however, in order for them to communicate effectively, they must feel involved 

in the process. 

Student inclusion in the writing process effects students’ perceptions of formal writing. 

 

Jones (2001) suggested, “Student perspective of entry level writing composition courses is 

conspicuously absent from conversation within and regarding the academic community, the 

academic discourse, and best pedagogical practices, and any steps those scholars have taken to 

react to, to respond to, and to participate in their discussions” (p. 3). The study focused on the 

idea that students believe that they should be more involved in the development of their own 
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writing. Similarly, Bartholomae (2005) argued that students do not feel involved in the writing 

process and that students’ perceptions of quality writing heavily depend on meeting the 

expectation of the teacher. After reviewing 500 student essays, Bartholomae discovered, 

“Students tried to locate themselves within the academic discourse and imitate the language and 

styles they think best reflect academic prose” (p. 48). Although some students feel included in 

the development of their formal writing through best practices and peer reviews, these studies 

underlined the lack of student participation in the development of their formal writing, which 

negatively impacts their perception of producing formal writing and makes the development of 

formal writing one-sided (Bartholomae, 2005; Jones, 2011). 

Various approaches to student choice plays a pivotal role in students’ perception of 

formal writing. Frequently, students believe they produce more quality writing when choice is 

given in terms of their topic and style of writing. Lovejoy (2009) found that self-directed writing 

gives students the freedom to write about topics that are important to them, which is beneficial to 

writing formally. One student in the study stated, “This class has given me the opportunity to 

make time to write. I have enjoyed the self-directed aspect of it, in that we can write what comes 

to mind using our own language. It also gives us the chance to be creative. I think it gives us a 

sense of who we are as writers and who we are as people, and as we have shared with others, it 

has given us insight to our classmates” (p. 85). The self-directed approach to formally writing is 

perceived as a positive impact on student success, providing students with the opportunity and 

the desire to invest time into their academic success. Another student suggested that in the initial 

phases of their writing practices, they did not have the desire to write; however, that changed 

with the practice of self-directed writing, causing them to view writing as a way to write what 
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they were thinking and feeling (p. 87). Essentially, students feel more motivated to produce 

formal writing where choice is given (Lovejoy, 2009). 

Ensuring that students are prepared for college level writing is very important to many 

first-year college students. Ransdell and Glau (1996) surveyed 250 college freshmen where 

many suggested that they believe their high school English courses should have prepared them 

for various types of writing required for English and other content areas. One student stated, 

“Writing assignments in high school were geared toward five-paragraph essay; the quantity and 

difficulty of writing; rewriting and multiple drafts, and revision; grading procedures” (p. 18). 

Although the study ended with students feeling as though they were not prepared for college 

level writing, the students showed an increase in the amount of papers they wrote over a four- 

year period. “Students wrote an average of 2.2 formal papers their first year; and by the end of 

their senior year, they wrote an average of 3.3 formal papers” (p. 21). Students believed that the 

more they wrote, the more they produced quality writing that helped them to feel more confident 

about their success in their first-year college courses (Ransdell & Glau, 1996). 

Students’ perceptions of formal writing differ from one grade level to the next which is 

important to consider in understanding how students improve and develop their writing skills. 

According to the National Association for College Admission Counseling (2016), students in 

elementary school often associate writing with drawing; however, as they approach middle 

school, they begin to see writing as cursive. Once approaching high school, students begin to see 

writing as the way to be successful junior and senior year, and also college (p. 93). Knudson 

(1995) conducted a survey of 450 students, 232 boys and 198 girls to analyze the relationship 

between students’ gender and attitudes towards writing. Results indicated a positive correlation 

between the two subjects where many students said they want to write more to be become better 
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writers. They also suggested that they would like to write more to elaborate on their topics 

because writing is important to their careers (p. 94). Many students have a positive outlook on 

formal writing and understand that it is significant to future success in the collegiate and 

professional world (Knudson, 1995). 

Although many students have a positive perception on formal writing and its significance 

in their future professional occupations, some students view formal writing as too structural and 

mundane. Jeffery (1981) surveyed 47 teachers and 89 students ranging from sophomore year to 

senior year of high school. The questions asked for students focused on the following: 

1. What kinds of writing are done in school? 

 

2. What is the aim of writing? 

 

3. What contexts are provided for writing? 

 

4. What changes have developed recently in writing? 

 

Results from the survey indicated that students in their junior and senior years believed 

they spent most of their time writing essays, while students in their sophomore year believed 

they spent much of their time responding to questions (Jeffery, 1981). Additionally, students 

suggested their preference to write more creatively. Some also mentioned that they would rather 

write poetically in a non-classroom environment. There is much emphasis on personal writing 

interests of students in addition to experimentation with different types of writing. A 12th grade 

student stated, “Less essay style. More abstract—something to give people a chance to create 

their own styles that are not going to be wrong or disadvantaged” (p. 218). Another 12th grade 

student had a similar perception of formal writing, suggesting that, “Teachers rarely break away 

from basic theories and students are left to wonder whether the subject they are doing is really 

worthwhile” (Jeffery, 1981, p. 219). 
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Furthermore, Jeffery (1981) argued that some students perceived writing as punishment 

from their teachers. In fact, 34% - 40% of students, 68% of 10th  grade students, 47% of 11th 

grade students, and 48% 12th grade students believed their teachers use writing to penalize them. 

One student responded, “Teachers like to give us essays and assignments so that they can have a 

good laugh while reading some of the essays written. But they usually do it to give us marks so 

they can give us a grade at the end of the year. They often give you the same mark, or an average 

mark, no matter how good or bad your assignments are done. I hate that” (p. 220). Students often 

view formal writing as negative when their choice is limited and they don’t have the chance to 

demonstrate their creativity, more so when their writing is criticized for a lack of perfection 

(Jeffery, 1981). 

A large number of students strongly perceived choice as a way to help them improve 

their formal writing skills. Choice is considered a best practice that also helps students expand 

their topics, elaborate on their analysis, and enhance their knowledge of research and different 

types of writing tasks. Behizadeh (2014) conducted a case study and gathered results from one 

student, specifically, who explained the perception of having choice to improve writing skills. 

“Xavier clearly identified that he enjoyed at home writing more than school writing because he 

perceived at home writing to be more authentic compared to school writing” (p. 291). Students 

are aware that there is a difference in writing tasks; and when choice is given, students perceive 

writing as a way for them to be expressive and open in their written communication (Behizadeh, 

2014). 

Wilson and Post (2019) explained that students perceive writing as a positive tool for 

 

self-improvement when receiving feedback from their teachers. Feedback from teachers supports 

students in the development of their formal writing skills. When English teachers offer their 
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students advice to build upon strengths and set goals for weaknesses, students feel more 

confident in their approach to formal writing tasks. One student explained, “It really does help 

your writing to read what they have to say…You have to know for the next time you write that 

you have to read that and see what they thought you did wrong. Instructors are gonna be the 

people that are gonna be grading your papers, so like if you get feedback directly from them, 

then you can’t go wrong” (p. 31). Students get the chance to demonstrate their growth and 

development as a writer when they receive comments and suggestions from their instructors 

(Wilson & Post, 2019). 

Students often perceive writing as an enjoyable task that causes them to have a positive 

approach to various writing demands. Gambell (1991) explained how “38 students found 

pleasure in the writing practices that were implemented by their high school and college level 

teachers” (p. 424). Ten students in the study suggested that writing was a difficult task, and they 

did not enjoy writing. However, “Some students found it more comfortable presenting their 

thoughts in writing rather than orally” (p. 424). Anderson and Armbruster (1990) conducted a 

survey of five undergraduate students who believed their formal writing skills were most 

improved when they were able to use writing in all of their courses, including entry level 

English. Students identified various strategies, including note-taking and considering the 

audience, as beneficial approaches that guided them in the development of their formal writing 

skills (Anderson & Armbruster, 1990). 

Many students in secondary education believe that writing is a formal way of 

communication and often associate those standards of writing with those of theorists and 

professional writers. Nielson (2002) defines students’ perceptions of writing and its purpose as 

“scholarly communication, self-expression, improvement and learning, self-interaction, 
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negotiation and experiences” (p. 28). Students in post-secondary education find writing as a 

beneficial tool to aid them in the success of their academic career. Many understand the 

importance writing formally has on the advancement of their day-to-day lives and associate 

writing formally with academic progression and professional development. Nielson (2009) 

reported that writing formally has a great impact on students’ academic performance across the 

curriculum. Additionally, Ackerman (1993) suggested that writing across the curriculum has a 

positive outcome on students’ writing skills; however, Ackerman (1993) challenged this idea in a 

study where teachers of various curriculums (Journalism, Economics, History) rarely left 

comments or feedback on their students’ writing assignments. 

Teacher’s Perceptions of Formal Writing 

 

Jeffery (1981) conducted a survey with 47 teachers that required teachers to respond to 

the following statements regarding student writing tasks: 

1. Typically, written work I set includes… 

 

2. Written work I wish I could set includes… 

 

3. Reasons why I find it difficult to set what I would like… 

 

4. Reasons why I am satisfied with the written work I set… 

 

Teachers believe they are setting expectations for writing tasks that prepare students for a 

variety of writing conventions. “Sixteen percent of the teachers, all English teachers, indicated 

that they were happy with the tasks set—creative writing, poetic writing, and extended writing” 

(Jeffery, 1981, p. 218). 

On the other hand, Jeffery (1981) explained other teachers’ perceptions (social studies 

and science) of students’ formal writing, suggesting that 85% of teachers in various content areas 

(outside of English) view students’ formal writing skills from a negative point of view, 
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suggesting that it’s not up to them when the student begins the act of writing; rather, it’s up to the 

student. A social studies teacher stated that 10th grade students’ writing is “unoriginal, slapdash, 

poorly presented, superficial, poor spelling, poor and uninteresting expression, and untidy 

handwriting” (Jeffery, 1981, p. 223). Similarly, a social science teacher who had a negative 

perception of high school students’ writing suggested that the students are unable to write a 

paragraph because they are unaware of the content knowledge; and in many cases, they show a 

lack of care for writing in all (Jeffery, 1981, p. 224). Many teachers outside of the English 

subject area find it difficult for students to present decent formal writing because creating writing 

tasks is not a part of their curriculum and duty, which makes their perception of student’s’ formal 

writing skills negative (Jeffery, 1981). 

Belvins (1985) identified multiple books that focus on the importance of teachers’ 

perceptions of student writing, suggesting that both students and teachers are able to grow and 

develop in their relationship. Teachers are able to use their own knowledge about writing to help 

their students improve their writing. Mayher, Lester, and Pradl (1983) described teacher’s 

perception of students’ writing as a way to establish cross curriculum development for formal 

writing skills and offers teachers in various content areas opportunities for improvement with 

different writing tasks in all subject areas. 

Bournot-Trites and Séror (2003) explained how teachers were impressed by students’ 

abilities to make connections from prior knowledge to new knowledge acquired in the 7th grade. 

The authors suggested that when teachers compared students’ initial composition from 5th grade 

to their most recent composition, teachers were impressed with the development of their 

students’ formal writing skills, perceiving it as a measurement growth and development of their 

students written abilities. 
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Peterson (1998) described the relationship between gender and teachers’ perception of 

students’ formal writing skills and how social influences impact the development of written 

composition. Knowing the difference in gender is an important part of teachers helping their 

students develop their formal writing skills, considering that some teachers believe that girls 

have more sophisticated writing compared to boys. There is a consistent pattern of gender and 

writing that exists in teachers’ perceptions of their students’ formal writing skills. Teachers 

believe that boys tend to write about violence and limit the role of women in their formal writing 

compared to girls who present women in both powerful and powerless roles. Teachers being 

aware of their students’ gender allows them to support their students in a more effective way to 

improve or enhance formal writing skills (Peterson, 1998). 

Frequently, teachers believe that students’ formal writing skills are fully developed when 

students are able to articulate and display voice in their academic writing. Teachers teaching 

voice is an important strategy that allows their students to improve upon their formal writing 

skills. Jeffery (2011) explained how teachers perceive the voice of their students’ writing as a 

way to assess and develop students’ formal writing skills (p. 96). Ivanic and Camps (2001) 

suggested that teachers measure voice as a way of making students critically aware of their 

formal writing (p. 3). Teachers consider students’ formal writing to be culturally developed when 

they are clearly able to portray voice in their composition. 

Teachers’ perceptions of formal writing contribute to the development of students’ 

formal writing skills. Many teachers believe that content is one of the most important elements of 

a student’s formal writing skills, suggesting that knowledge of material can be measured. Ivanic 

and Camps (2001) added that teachers favored content and description or summarization and 

were more interested in students learning the content rather than the product, which is the written 
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part of the task. One teacher stated, “I recently asked students to summarize their findings from a 

simulation in a biogeochemical cycle. They could write in the form of a poem, song, or 

biography” (p. 718). Some of the most common attributes of formal writing include students’ 

awareness of content knowledge and how they are able to communicate their understanding of 

what they learn into written prose (Ivan & Camps, 2001). 

Guttmann and Bar-Tal (1982) described the impact stereotyping has on teachers’ 

perceptions of students’ written composition, suggesting that teachers often evaluate students 

writing based on their gender, ethnic and cultural background. Seven out of the nine teachers 

associated poor formal writing skills with Asian-American students while they expected more 

enhanced formal writing skills from their European students (Guttmann & Bar-Tal, 1982). 

English teachers’ perceptions of students’ formal writing skills are closely associated 

with their preparation to teach students how to produce this type of writing. Killian (1983) 

suggested that weaknesses often exist in new English teachers’ abilities to effectively teach 

writing and literature (p. 138). There is a lack of knowledge of quality writing and quality 

literature. New English teachers are choosing tasks that do not properly pair with adolescent 

learning (p. 139). Strengths of new English teachers were associated with their abilities to help 

students produce creative writing; however, in order for students to produce the formal writing 

that is expected in college level writing, new teachers understand that their preparation impacts 

student learning (Killian, 1983). 

Writing expectations will differ depending on the educational level. Many times, students 

in secondary education are completing standardized writing tests to be promoted to the next 

grade or to show a national or district academic improvement. Fanetti, Bushrow, and DeWeese 

(2010) surveyed secondary and post-secondary English teachers who explained how 



47 
 

 

 

 

standardized tests have caused a major gap in the formal writing skills that students should have 

upon entering the collegiate field. The teachers suggested that students are learning “long-hand 

test-taking strategies, not formal writing strategies that they need in college” (p. 78). 

Additionally, “When students learn test-writing well, their high schools show it in statistics, but 

the students come to college and have to unlearn before they can learn” (p. 79). Having high 

school students complete test-writing has a negative impact on their abilities to write formally 

which is expected upon entering many colleges and universities (Fanetti, Bushrow, & DeWeese, 

2010). 

The ways in which teachers write influences the way students write, and this can impact 

students’ and teachers’ perceptions of the way writing is developed. Wilson and Post (2019) 

focused on how teachers analyze their own writing to evaluate how their style can influence the 

style of their students’ writing. The researchers suggested that teachers believe it is important to 

include themselves in the writing process with their students by creating a welcoming writing 

environment, model and share their writing, and make connections between what the students 

read and what they write (Wilson & Post, 2019). Furthermore, Fisher (2006) explained how 

teachers’ confidence in their own writing allows their students to feel self-assured in their 

abilities to write formally as well. Essentially, teachers examined their own writing as a way to 

guide their students in the development of their own writing. 

Teachers outside of the English curriculum often believe that most students cannot write. 

Brockman, Taylor, Crawford, & Kreth (2010) suggested that English teachers at the high school 

and university levels create an assessment to project data that can demonstrate students’ abilities 

to write formally. The dean over the English Department at one of the universities in the study 

argued that “secondary English teachers can’t possibly know all the discipline-specific writing 
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conventions their students will face in college in college classes across the curriculum” (p. 43). 

Students typically associate academic writing of other discipline areas with the expectations of 

their English classes, which is why teachers believe students cannot write (Brockman et al., 

2010). 

Many teachers have perceived informal writing as a way to help students build and 

establish their formal writing skills in addition to creating a community for students and teachers. 

Dean and Warren (2012) suggested, “When teachers use informal writing and sharing in the 

classroom, they shift some of the focus from writing as an evaluative tool to writing as a tool for 

living—and thus learning” (p. 51). Having students use their informal writing to help 

communicate in a different way allows the students to approach writing and research in a 

different way which creates a space or “community” for the students to be able to expand 

themselves as formal writers (Dean & Warren, 2012). 

According to the Virginia Department of Education (2008), “Most of the writing for 

middle school English class was expository, persuasive, or narrative for audiences that she has 

decided for them” (p. 23). Expository, persuasive, and narrative writing are different writing 

tasks that are often tested on state exams and often included in a variety of curriculum for the 

English subject. In order to shape students’ ability to write formally, O’Brien (2016) believed 

that it was important to use writing as a social action to not only motivate her students but also 

encourage them to develop their formal writing skills. 

Advanced Placement Language and Composition Exam 

 

The Advanced Placement Language and Composition Exam (College Board, 2021a) is an 

assessment that is designed to determine college readiness for 11th grade students. The exam is 

organized into two different sections which includes 55 multiple choice questions and three free- 



49 
 

 

 

 

response essays which are paired with fiction or non-fiction excerpts. According to the College 

Board (2017), the multiple-choice section is worth 45% compared to the writing section, which 

is worth 55% of a student’s overall score. Jones (2001) stated, “Nearly fifty years ago when the 

Advanced Placement Program was created at the intersection of interests between elite prep 

schools and highly selective colleges, few onlookers could have predicted that the program, 

under the aegis of College Board, would burgeon into what it has become: the single largest 

determiner of college freshman course credit in American higher education” (p. 51). Many 

students take Advanced Placement courses to prepare for the AP exams in hopes of earning 

college credit during their high school matriculation. More than 300,000 students registered and 

completed both Advanced Placement English exams (AP Language and AP Literature) to earn 

college English credit before completing high school (Jones, 2001, p. 52). Additionally, more 

than “2.7 million students across the country will take 4.9 million Advanced Placement Exams” 

to demonstrate their level of understanding in various advanced placement content areas (College 

Board, 2019a). 

Fleitz (2007) explained how Advanced Placement Program was created to prepare 

students to complete exams that will allow students to earn college credit. Essentially, the exam 

was created to award students of their success by aligning elite high school and elite college 

expectations and assessing students’ knowledge to determine their preparedness for higher 

education. Jones (2001) suggested that three elite secondary schools (Andover, Exeter, and 

Lawrenceville) and three elite private universities (Harvard, Princeton, and Yale) were the 

schools that set the expectations for passing the AP exams not only to grant the students the 

college credit, but to also award students with the opportunities to be exempt from “lower 

division” courses upon entering college. 
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Jones (2001) explained how the AP exam officially became a part of what is now College 

Board in May 1956, “where over 1000 students from 104 schools completed approximately 2000 

AP exams” (p. 52). Jones further explained that the first AP exam was administered in 1954 

where 18 schools were involved in completing the assessment. There are over 19 subject areas 

where an AP exam can be administered; however, the English AP exam is known to be the most 

popular exam taken amongst high school students (Jones 2001). 

Foster (1989) suggested that the AP English exam is an assessment that students must 

prepare themselves for through formulated course work. Additionally, Bailey et al. (2020), who 

supports the development of the AP English exam, stated that the structure and organization of 

the exam needs to be precise and well formed in order for test takers to provide specific and 

direct responses to ensure success, which has been a vital point and goal in the structure of the 

AP English exams, especially for the written portion. Jones (2001) explained how the ability to 

effectively measure students’ English skills was more of an importance for the achievement of 

AP English exam test takers compared to evaluating students on what they should know upon 

entering college. Godley, Monroe, and Castma (2015) suggested that they expanded their 

instructional strategies to help and prepare students for the AP English exam (AP Language and 

Composition) by connecting reading and writing skills to the AP exam, to their other courses, as 

well as to other areas of students’ lives (p. 28). 

Although many students have completed the AP English exam, researchers suggested that 

the structure of the exam can be subjective and objective, which often negates the expectations 

implemented by College Board (2017). The program “tracks changes in content in the college- 

level courses that AP courses parallel and, most important, identify changes in instructional 

philosophy” (AP Yearbook 4). Hansen et al. (2006) conducted a study that compared students 
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who completed the AP English Language and Composition Exam only to those students who 

completed first year college composition only, and discovered that the AP English exam is not 

equivalent to first year college composition. In fact, “These results indicate that exempting 

students from college writing based on work done in high school is unwise because more 

instruction in writing at college appears to solidify student learning” (Hansen et al., 2006, p. 

461). By allowing students to be exempt from first year college composition, students’ writing 

skills are being limited, which negatively impacts their success with writing for the exam and 

potentially for English. 

Schwartz (2004) explained the subjectivity associated with the structure of the AP 

English exam from a reader’s point of view by emphasizing how many of the papers he read 

were incompetent, undeveloped, lacked syntax and scholarly diction, and structure. He 

questioned the effectiveness of AP English courses and AP English Exams: 

1. Can the exam assess processes used by expert readers and writers? 

 

2. Should the program be open to all students? 

 

3. As the AP Program expands into more schools, to what extent are the College 

Board’s motives financial and to what extent educational? 

4. How meaningful is an AP-designated course if so many writers are incompetent? 

 

5. Are AP English courses even necessary? 

 

6. To what extent can College Board positively influence English education? 

 

McLeod, Horn, and Haswell (2005) suggested that writing assessments especially on a 

large scale has been an on-going issue that teachers and professors try to avoid because 

“assessments socially solidify students’ intelligence or non-intelligence” (p. 557). Furthermore, 

Mahala and Vivion (1993) suggested that the structure and organization of the AP English exam 
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is not considerably compatible with effectively measuring students’ success and ability to excel 

on a collegiate level (p. 45). The multiple-choice section is organized to measure a student’s 

knowledge on identifying rhetoric and prose while the three essays for the AP English Language 

and Composition exam measures a student’s ability to complete three different writing tasks: 

writing an argument, synthesizing, and developing a rhetorical analysis (Mahala & Vivion, 

1993). 

Jones (2001) explained how AP English Language teachers are discovering that students 

are struggling with the essay portion of the exam. “More common, unfortunately, are students 

who are skilled at multiple-choice but whose writing competencies are comparatively weak - 

especially those competencies required in more sustained compositions than a timed, forty- 

minute essay - the type of compositions, in other words, that most English teachers think more 

important” (Jones, 2001, p. 53). 

Researchers have noticed a trend with having districts and schools encourage their 

teachers to motivate students to take the AP English Language and Composition exam. Some 

campuses are paying the registration fee for the student in order for them to take the exam. 

Furthermore, many students who are taking the AP English Language and Composition course 

and exam are not academically prepared to be successful in the course or on the exam. 

According to Hansen et al. (2006), the AP English course has never been standardized, and there 

has never been a curriculum for the course that high school teachers can follow, although 

College Board does offer summer workshops and materials. The decline in student success with 

the writing portion of the AP English Language and Composition exam has much to do with the 

details of the structure of the AP English exam (Hansen et al., 2006). 

The Change in Advanced Placement Curriculum: AP Language 
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The AP Language and Composition course is a high school ELA course for 11th grade 

students that determine students’ college readiness for an entry level college composition course. 

Throughout the course, students are evaluated on their abilities to read and write analytically 

through a variety of writing requirements such as rhetorical arguments, and synthesis, by 

applying formal writing techniques (claims, evidence, organization, reasoning, and style) to their 

development. Initially, students were expected to complete the AP Language exam in a specific 

format, which included 55 multiple choice questions (one hour, 45% of overall score) and three 

free response questions (two hours and 15 minutes 55% of overall). However, beginning Fall 

2019, the format has changed to 45 multiple choice questions, which include 23 reading 

questions and 22 writing questions (one hour, 45% of overall score) and three free response 

questions using one synthesis, one rhetorical, and one argument question which will now be 

scored using an analytic rubric rather than a holistic rubric (College Board, 2019a). The new 

guidelines implemented for the new school year are projected to improve student test scores, 

writing abilities, and college readiness while also helping teachers prepare more specific lesson 

plans through unit organization. 

According to College Board (2019a), there is now a course description booklet that 

outlines topics and course content to help teachers better prepare and plan for instruction. 

College Board (2019a) explained, “In collaboration with AP teachers, college professors, and 

members of the AP English Language and Composition Development Committee, content that 

was deemed beyond the scope of the course was removed” to better support teachers in guiding 

students to success with the AP English Language and Composition course and exam (p. 3). 
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Advanced Placement United States History 

 

The Advanced Placement United States and Politics exam is an assessment that is 

designed to determine college readiness for 11th grade students in the history specific content 

area. Similar to the structure and organization of the Advanced Placement Language and 

Composition exam, the Advanced Placement United States History exam is organized into three 

different sections, which includes 55 multiple choice questions, three-short answer questions, 

and one document based question, and one rhetorical analysis in the form an essay. College 

Board (2019a) instructed that the 2019-2020 exam was divided into a multiple-choice section 

that is worth 40% of the overall exam score compared to the writing section, which is each 

weighted differently. “The three short-answer questions are worth 20% of the overall score while 

the two free-response essays are worth 40% of the overall exam score” (College Board, 2019a, p. 

165). Maxwell (2010) stated, “History teachers should use short answer questions to test students 

on what the American History Association calls objective knowledge: the ability to be able to 

identify history concepts, historical actors, events, and so forth” (p. 233). Essentially, the 

structure of the AP U.S. History exam often reflects approaches that many teachers currently use 

in their AP courses to help their students be successful on the exam. As previously mentioned, 

many students take Advanced Placement courses to prepare for the AP exams in hopes of 

earning college credit during their high school matriculation. More than 100,000 students in the 

state of Texas registered and completed both Advanced Placement History exams (AP U.S. 

History and AP World History) to earn college credit before completing high school (College 

Board, 2021h). 

Research indicates that writing assignments in history are the best way to assess a 

student’s level of understanding and application of material.  Hayden (2019) investigated the 
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effect of essay exam questions and discovered that “history writing assignments are a part of 

critical thinking and allow students to think historically by using synthesis and analysis” (p. 59). 

In fact, the study demonstrated a positive correlation between English writing skills and History 

writing skills that highlighted how students who apply what they have learned about writing in 

their English courses to the writing demands in their History courses perform better with History 

written assessments. History and English content areas require similar writing demands such as 

synthesis and analysis, which are also significant tested areas on both Advanced Placement 

exams (AP Language and Composition and AP U.S. History) (Sundberg, 2006). 

Hasci (2004) explained how the structure of the AP U.S. History exam has changed over 

time along with the over dynamic of history associated with AP testing, suggesting that the test 

frequently affects students’ opportunities in society and in the educational system. He conducted 

a study that focused specifically on the organization of the U.S. AP History exam and described 

how it was one of the original exams taken during the early 1900’s. However, College Board 

(2020c) noticed a major decline in students taking the exam during the 1930’s due to the 

challenge they faced with the Scholastic Assessment Test. 

Hacsi (2004) suggested that the essay questions typically prevalent on the AP U.S. 

History exam are created in different methods that force students to be specific and direct in their 

written response. In his study, he examined the historical significance of the document-based 

question on the AP History Exam and highlighted how the questions had been used over an 

extended amount of time, suggesting that the questions “are meticulously crafted by secondary 

teachers over a three-year period and are of high quality” ( Hacsi, 2004, p. 1395). The 

organization of the essay questions demonstrates how college professors are aligning the 
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assessment to make sure high school students are prepared for college History and are prepared 

for the AP exam. 

Similar to Hansen et al. (2006), who explained the objectivity associated with the AP 

English Language and Composition exam and how using the scores from the exam is an “unwise 

decision” to determine college readiness, Hyser (1999) examined the development of the AP 

U.S. History exam and the scoring rubric, questioning the reliability of how a single score or 

number accurately determines students’ college readiness. Hyser explained how “a comparability 

study was used by ETS that involved the performance between college students and students 

taking the AP U.S. History Exam to gain evidence of the validity of the AP grades” (p. 229). 

Although some students who took the AP U.S. History exam received a passing average score of 

a 3.3, the researcher concluded that the only way to determine a student’s college readiness and a 

student’s eligibility for receiving college credit would be based on the college itself which is why 

concerns exist with the reliability of the exam (Hyser, 1999). 

Although many students enroll and complete the AP U.S. History course and exam, not 

all students are academically prepared to excel in the course or pass the exam. Educational 

Testing Service (ETS) (2008) data revealed that “66 students enrolled and completed the AP 

U.S. History course he taught; however, only eight of the students, essentially 15% of the 

students, passed the exam with a score of a 3” (p. 260). There was a significant rise in the 

enrollment rate of students but a great decline in the passing abilities of the students. 

Furthermore, ETS (2008) indicated that all subject areas, specifically the English and the History 

content areas in the AP program, are heavily weighted on writing. “After evaluating the essays 

and the confidential recommendation lists, only 56 students were notified and selected to be a 

part of the AP U.S. History course” (ETS, 2008, p. 261). The demand and expectations of the 
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course requirements were changed which resulted in a positive impact on AP U.S. History exam 

scores (ETS, 2008). 

The difficulties often associated with writing for the AP U.S. History exam is the demand 

for historical content in addition to proper preparation for history-based writing. Monte-Sano 

(2010) conducted a study which explored U. S. History students’ performance on factual-based 

history essays and concluded that 42 students showed improvement on being able to write essays 

that required textual evidence to support the historical based essays. However, because writing 

for AP U.S. History essays “involves sifting through evidence and constructing an interpretation 

in writing, research indicates that many teachers and students enter the course not having 

completed the perquisites needed for such work” (p. 1046). Writing for an AP U.S. History 

course encompasses more than providing historical based evidence. 

Stovel (2000) argued that, “with over 170,000 students taking the AP U.S. History exam, 

the document-based question touches the lives of over a quarter million students, for the question 

requires students to analyze historical evidence and present a coherent and interpretative 

narrative based on that evidence” (p. 501). Writing is an essential part of the AP U.S History 

exam, and the details of this type of writing require students to be able to provide concise writing 

that demonstrates their understanding of the historical based content. The document-based 

question is geared towards helping students produce clear and coherent writing. Research 

indicates that “teachers can help their students produce quality writing for the AP U.S. History 

exam by helping them analyze documents and by teaching them some of the questions they 

could ask from the documents which they encounter” (Stovel, 2000, p. 502). 

There is an increase of academic competition and pressure to obtain access to advanced 

placement courses. According to College Board AP Central (2020c) described how more 
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students are being encouraged to enroll in AP U.S. History courses to improve the overall scores, 

but there is additional pressure on educators to be well prepared and well equipped to provide 

students with proper instruction for achieving passing scores on the exam. Research indicated 

that to improve instruction and scores for the AP History exam, teachers will need to learn the 

importance of the following: 

1. Mastery learning 

 

2. The use of weekly written assessments 

 

3. The use of primary documents. 

 

4. The use of actual AP exams for practice. 

 

5. The use of student developed outlines. 

 

6. The use of vocabulary development (College Board AP Central, 2020c). 

 

Formal writing is a fundamental element of the AP US history exam. Whitman (2003) 

stated that the “Document Based Question is an authentic indicator of students’ ability to 

demonstrate their knowledge of a prescribed period and to also demonstrate their abilities as 

historians” (p. 360). Formal writing on the AP US History exam is the opportunity for students to 

transcribe their interpretations and understanding of various time periods (Whitman, 2003). 

On the other hand, in the initial development of the AP U.S. history exam in 1973, the 

structure of the Document Based Question forced teachers to reevaluate their way of teaching to 

properly prepare students for the written portion of the exam. Rothschild (2000) provided: 

The College Board, and more specifically, the Advanced Placement Program, prided 

itself on keeping all of its AP courses up to date. Prior to 1973, the essay portion of the 

AP examination of U.S. history consisted of ten essays questions, three of which had to 

be answered in two hours by the student. From 1973 to 1981, the format of the DBQ did 
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little to force teachers to cover the entire curriculum and did not require the students to 

use their own knowledge of historical events. (p. 498) 

Although the change in the development of the Document Based Question limited teachers to 

teaching students the value of US history content and limited the students to drawing connections 

from prior knowledge to new knowledge, the new format of the DBQ did allow students to 

evaluate primary sources that helps improve their formal writing skills to earn a 3, 4, or 5 on the 

written portion of the exam (Rothschild, 2000). 

The Document Based Question on the AP U.S. History exam provides students with the 

additional opportunity to enhance their formal writing abilities. For the DBQ on the AP US 

History exam, students use photographs, passages from letters, speeches, and diaries to develop a 

clear and concise essay that demonstrates their writing skills. Stovel (2003) posited: 

Good writing comes from clear thinking. Clear thinking comes from asking clear 

questions from the material. Teachers can help students strengthen their writing by 

helping them analyze the documents and teaching them some of the questions which they 

could ask of the documents which they encounter. (p. 502) 

Stovel (2003) further explained how compared to the initial development of the DBQ in 1975, 

teachers now have more access to previously used DBQs which can better support the student in 

their analysis of primary sources and in their development of formal writing. 

Writing is primarily used for the Document Based Question to examine students’ abilities 

to develop a coherent historical narrative that reflects their knowledge of synthesis and analysis 

in addition to writing formally. College Board, 2020 suggested that students must write more 

often to improve their writing for the DBQ. Furthermore, research indicates, “the DBQ essay 

will be judged on thesis, argument, and supporting evidence. The DBQ tests students’ ability to 
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analyze and synthesize historical data, and assess verbal, quantitative, or pictorial materials as 

historical evidence” (College Board AP Central, 2020c). 

Shanahan et al. (2016) argued that students must know how to write for US history in 

order to write like a historian. They identified six learning goals for instruction that will help 

students improve their writing for US history and for DBQ questions: 

1. Students engage in close reading of historical resources, including primary, secondary, 

and tertiary documents to construct domain knowledge. 

2. Students synthesize and reason within and across historical resources using comparison, 

contrast, corroboration, contextualization, sourcing, and other historical inquiry 

processes. 

3. Students construct claim evidence relations using historical evidence and explaining the 

relationship among pieces of evidence and between evidence and claims. These claims 

which form historical argument may be expressed as descriptive, explanatory, or 

narrative. 

4. Students use interpretive frameworks such as societal structures (e.g. political, economic, 

technological), systems (e.g. feudalism, colonialism, Jim Crow), patterns (e.g. 

periodization, individual vs. mass agency, immigration, industrialization), and schools of 

historical thought (e.g. idealism, material determinism) to analyze claims and evidence. 

5. Students evaluate historical interpretation for coherence, completeness, the quality of 

evidence and reasoning, and perspective. 

6. Students demonstrate understanding of the epistemology of history—as inquiry into the 

past, seeing history as competing interpretations that are contested, incomplete 
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approximations of the past, open to new evidence and new interpretations. (Shanahan et 

al., 2016, p. 247) 

Writing is an essential focus is US history and students must be able to evaluate historical 

content to interpret and produce clear and concise writing demonstrated through synthesis and 

analysis. 

Monte-Sano (2010) reported that writing is a key pathway to success in the workplace but 

writing in history is a generic form of writing compared to writing in an English class. Monte- 

Sano further negates Shanahan et al. (2016) six historical thinking concepts suggesting “there has 

been no corollary work in writing” (p. 540). In Monte-Sano’s evaluation of historical writing 

trends among 11th grade students, the researcher analyzed 56 written responses and discovered 

that benchmarks determined students’ characteristics of historical writing, which centered around 

“factual and interpretive accuracy, persuasiveness of evidence, sources of evidence, 

corroboration of evidence, and contextualization of evidence” (p. 539). As a result, 49 out of 56 

of the students’ historical writing demonstrated their ability to produce clear and concise writing 

through evidence-based text. 

Advanced Placement Math: Calculus 

 

The Advanced Placement Calculus exam is an assessment that is designed to determine 

college readiness for 12th grade students in the mathematics content area. Similar to the structure 

and organization of the AP Language and Composition exam and the AP U.S. History exam, the 

AP Calculus exam is organized into two different sections which include 45 multiple choice 

questions and six free-response questions. According to College Board AP Central (2021a), the 

2020-2021 exam will be divided into two sections where the multiple-choice section is worth 

50% and the free-response section is also worth 50%. The six free-response questions are 
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divided into two parts: Part A is worth 16.7% of the overall exam score, while Part B is worth 

33.3% of the overall exam score (College Board AP Central, 2021a, 223). Bixby (2018) stated, 

“Math writing tasks help students gain more understanding of mathematical concepts. Through 

writing tasks, students are forced to go deeper into the problem and the concepts, and they have 

come to accept that they will be assessed on more than just their final answer” (p. 143). As 

previously mentioned, many students take Advanced Placement courses to prepare for AP exams 

in hopes of earning college credit during high school. The AP Calculus Exam date for the 2020- 

2021 school year is set to be administered May 4, 2021 in a face-to-face environment. Due to the 

current circumstances of Covid-19, exam make-up dates will be offered during the summer for 

students who could not complete the initial exam (College Board AP Central, 2021b). 

The mathematical practices for the free-response section of the AP Calculus exam 

requires students to use writing strategies to demonstrate their comprehension of content 

knowledge. According to College Board AP Central (2021b), the components of the free- 

response section of the exam focus on “implementing mathematical processes, connecting 

representations, justification, and communication and notation” (p. 226). Students must be able 

to use writing approaches to show their work, outside of numerical problem solving. The AP 

Calculus course and exam description provided a list of 12 vocabulary terms that are used on the 

free-response section of the exam that highlight students’ tasks. Four of the terms are highlighted 

to underline the writing responsibilities for students on the exam: 

1. Explain: Use appropriate definitions or theorems to provide reasons or rationales for 

solutions and conclusions. “Explain” tasks may also be phrased as “Give a reason 

for...” 
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2. Interpret: Describe the connection between a mathematical expression or solution and 

its meaning within the realistic context of a problem, often including consideration of 

units 

3. Justify: Identify a logical sequence of mathematical definitions, theorems, or tests to 

support an argument or conclusion, explain why these apply, and then apply them. 

4. Verify: Confirm that the conditions of a mathematical definition, theorem, or test are 

met in order to explain why it applies in a given situation. Alternately, confirm that 

solutions are accurate and appropriate. (College Board AP Central, 2021f) 

In addition to students being responsible for displaying their work numerically on the 

free-response section of the AP Calculus exam, students must also clearly explain their answer 

by using written communication. If students are not able to explain their work in addition to 

using numbers, they will not receive full credit for the answer (College Board AP Central, 

2021f). 

Due to the impact of Covid-19 on education, the planning and pacing guide for AP 

Calculus was changed to make sure students were still on schedule and were still prepared to 

complete upcoming AP exams. The new outline for AP Calculus includes weekly and daily 

lessons which are separated into various units that support the tasks students are responsible for 

on the exam. According to College Board AP Central (2021d), the new pacing guide was 

organized to begin January through April 2021 using a flipped classroom model to ensure 

students remained on track. Bhagat, Chang, and Chang (2016) suggested that a flipped classroom 

model in a mathematics classroom has become more popular because teachers have begun using 

educational technology to help students with learning mathematical concepts. The 2021 AP 
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Calculus Pacing Guide includes daily instructional videos with exam driven tasks that allow 

students to work at their own pace while still challenging them with content rigor. 

Freitag (1997) suggested that writing assignments in Math classes are the best way to 

encourage students to explain their math problems in writing. “Written explanations of students’ 

problem-solving process allow the teacher to understand and assess the students thinking and 

comprehension” (Freitag, 1997, p. 19). The study demonstrated a positive outcome of student 

success with writing activities in a math class, explaining how students who use what they have 

learned about writing in their English courses to apply their knowledge to other content areas. 

Effective writing in math classes is beneficial for the teacher also because it allows teachers to 

provide students with feedback to become more knowledgeable about misunderstanding students 

may have with math problems (Sipka, 1990). 

Thompson (2010) explained how writing in math courses creates an opportunity for 

student to communicate by thinking on a deeper level. The National Council of Teachers of 

Mathematics outlined instructional standards for k-12 students in order to establish ways to 

improve students’ written communication skills in their math courses: 

1. Organize and consolidate their mathematical thinking through communication, 

 

2. Communicate their mathematical thinking coherently and clearly to peers, teachers, 

and others, 

3. Analyze and evaluate the mathematical thinking and strategies of others, 

 

4. Use the language of mathematics to express mathematical ideas precisely. 

(Thompson, 2010) 

Writing in math classes provides many benefits to students, including being able to perform 

assessments, provide explanations of math problems, in addition to providing ELL students the 
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opportunity to explain their answers which may develop confidence and participation 

(Thompson, 2010). 

Edig and Chavez (2017) suggested that students develop their understanding of math 

concepts and math problems through the thinking process. “When students write out their math 

problems in journal entries, they are demonstrating their knowledge of the content explains their 

perception of various math strategies” (Edig & Chavez, 2017, p. 2). In addition, Kodirun, 

Kusumah, Sabandar, and Darhim (2014) examined two groups of students: “a group of 41 and 46 

to evaluate the benefits of using math journaling as a strategy to help establish a collaborative 

work environment where writing is accepted in a math course” (p. 18). Journal writing is a 

progressive learning strategy that teachers use to help students elaborate upon and demonstrate 

their knowledge of math competencies. Journal writing is used as best practice for teachers to 

evaluate their students’ comprehension of the content area (Kodirun et al., 2014). 

Similar to Kodirun et al. (2014) who explained the benefits associated with journal 

writing in math courses and how using this instructional strategy creates cooperative learning 

environment for academic growth, Adu-Gyamfi, Bosse, and Faulconer (2010) examined the 

current practices for writing inside of mathematics. The researchers explained, “Since writing 

mathematics requires different and additional skills to writing in most other subject areas, 

students also need experience purposely directed classroom writing assignments in order to gain 

this skill” (Adu-Gyamfi, Bosse, & Faulconer, 2010, p. 6). Although some writing assignments in 

math classes simply require students to take notes or manipulate instructions for a word problem, 

the researchers suggested that a great way to enhance students’ writing skills in mathematics is 

by “setting a higher expectation and incorporating writing activities that are beneficial to student 

achievement and writing success in the course” (Adu-Gyamfi, Bosse, & Faulconer, 2010, p. 10). 
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Urquhart (2009) explained how implementing writing inside of a math course deepens 

students’ understanding of the content. The researchers made suggestions for teachers to 

incorporate instructional practices and provided resources for teachers to include in their 

planning to develop students writing skills in their math courses. Pugalee (2016) described the 

organization of math course and explained how writing promotes and increases the rigor of the 

course, which encourages learning and student achievement. “Writing inside of the mathematics 

classroom promotes a deeper understanding of concepts and procedures. Writing helps students 

extend their critical thinking abilities as well as the ability to link a new idea to relevant prior 

knowledge” (Pugalee, 2016, p. 3). Throughout his study, he provided examples of student 

writing by incorporating the following types of writing in his course: 

1. Exploratory  

 

- To personally make sense of a problem, situation, or one’s own ideas 

 

2. Informative/Explanatory 

 

- To describe, or explain 

 

3. Argumentative 

 

- To construct an argument 

 

- To critique an argument 

 

4. Mathematically Creative 

 

- To document original ideas, problems, solutions 

 

- To convey fluency and flexibility in thinking 

 

- To elaborate on ideas. (Pugalee, 2016) 

 

Johnston (2012) identified many courses on the college level integrate journal writing as 

a way to motivate students to become more knowledgeable about the language and methods of 
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the content area. This researcher indicated that journal writing allows students to communicate 

with their teachers independently and address questions or concerns. With the implementation of 

journal writing in college level courses, this instruction approach allows teachers to meet 

students’ needs to achieve academic success with writing and problem solving in the course 

(Johnston, 2012). 

Because there are many instructional approaches for writing in mathematics, students are 

able to practice and develop themselves as writers. Shield and Galbraith (1998) explained how 

writing activities require broader types of writing, which are centered around prose and symbolic 

procedures. There were many benefits to writing in a math course, including student engagement 

and critical thinking. Furthermore, Shield and Galbraith (1998) also indicated that writing 

promotes realistic experiences that allows students to make connections. The researchers 

affirmed, “Students are beginning to show their ability to connect new ideas to what they already 

knew, and they are actively constructing mathematics” (p. 32). The inclusion of writing in math 

courses demonstrated benefits which appear to positively impact student achievement. 

Although there are many benefits associated with writing in a math class, there are some 

difficulties often associated with writing in mathematics. Bicer, Capraro and Capraro (2013) 

conducted a study which explored two groups of secondary students: the writing group and the 

homework group, and their writing performance with mathematical problem solving. They found 

that 63% of the students in the writing group performed better with their writing skills in 

problem solving compared to students in the homework group. Conclusions determined that 

students in the homework group demonstrated a lower performance and lack of understanding as 

to how to explain their knowledge of problem solving with words. Therefore, writing for a math 
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course encompasses more than providing numerical answers to questions (Bicer, Capraro, & 

Capraro, 2013). 

Instructional strategies are essential for teachers to help their students prepare for writing 

in a math course. Wilcox and Monroe (2011) explained how teachers used learning logs and 

notebooks to incorporate writing inside of their math classes. The researchers also highlighted 

writing activities teachers used in their math course to support students in the development of 

their composition skills in their math course: 

1. Learning Logs 

 

2. Think, Write, Share 

 

3. Note-taking/ Note-making 

 

4. Class Books 

 

5. Alphabet Books. (Wilcox & Monroe, 2011) 

 

The writing activities detailed throughout the study underlined how teachers took a 

creative approach to help students improve their writing skills inside of their math courses, 

which demonstrates how teachers support their students in their academics (Wilcox & Monroe, 

2011). 

Advanced Placement Science: Chemistry 

 

The Advanced Placement Chemistry course is outlined with different units that allow 

students to understand various elements of chemistry, while conducting research and lab 

experiments. According to the College Board (2020a) course and exam description, advanced 

placement chemistry is designed to be equivalent to general chemistry, which is taken on the 

collegiate level. The purpose of the course being created in this way is to ensure students are 

prepared for college upon entry. Train and Miyamoto (2017) suggested that many employers and 
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graduate schools within the science field have established courses to prepare their students to be 

able to develop their communication skills in science. “Scaffolding assignments and courses are 

beneficial to the development and maintenance of writing skills introduced early in the academic 

career. Scaffolding as used here refers to providing opportunities to learn and practice skills in 

multiple courses with increasing expectations and requirements” (Train & Miyamoto, 2017, p. 

76). 

 

Additionally, the advanced placement chemistry course fosters a level of understanding 

that encourages students to develop skills needed for analyzing and collecting data and creating 

scientific arguments that are needed for in-depth analysis. Cooley (1980) emphasized the 

importance for writing within science courses, suggesting that writing lab reports are not enough; 

and if science teachers included more writing assignments, students will have a better chance at 

practicing and improving their writing skills. College Board AP Central (2021a) underlined the 

value of science writing within the advanced placement chemistry course curriculum, 

emphasizing the idea that “science essays offer analysis of argument and prose models of how to 

use sources for support and for argument” (p. 1). 

Similar to the organization of the AP English and AP History exams, the AP Chemistry 

exam is organized in two sections, which include 60 multiple choice questions and 7 free- 

response questions where students must be able to explain, make claims, and make predictions of 

changes or patterns that exist in relationship components. Montelongo and Herter (2010) 

suggested that teachers can help students develop their writing skills in their science courses by 

scaffolding science texts and incorporating technology. Teachers can offer students additional 

support with writing in their science courses by providing students with the opportunity to 

practice summarizing scientific texts (Montelongo & Herter, 2010, p. 1). 
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Prain and Hand (2016) studied students’ perceptions of writing in their chemistry 

courses and found that students view writing as a way of learning and changes the way they 

engage with the subject. Additionally, Fritz (2019) suggested that “the benefits of students’ 

perceptions of writing is that these perceptions reveal students’ prior knowledge of the content” 

(p. 19). According to Mahan (2010), writing in science courses is a form of scientific literacy 

which allows students to perform research on a topic, and then write about it. The researcher’s 

goal was to help students become better writers in science in order to enter a science contest. 

“Although none of the students won the challenge, lessons in science writing seemed to improve 

their writing” (Mahan, 2010, p. 1). 

The National Association of Science Writers (NASW) (2021) is an organization created 

in 1934 for writers of science to develop journals and news article that highlight topics focusing 

on health science, engineering, and technology. According to NASW (2021), the organization 

has over 2500 members and 500 students that work to establish science writing as field of 

professional writers. To emphasize the primary elements of science writing, the NASW outlined 

15 writing activities that can be used in a classroom to help students develop themselves as 

writers of science. Nine of them are listed below: 

 Invite a panel of local public information officers to discuss a career in science writing 

for a university, agency, institution or foundation. 

 Have students review articles written by a science writer; invite that writer for a 

classroom visit. 

 Assign a new science news or feature article each week and workshop the article with the 

class. 

 Help your students learn to cope with deadline pressure: 
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1. Give students a scientific article and an hour to find five sources for outside 

comment. Critique choices. Web access needed for students for this exercise. 

2. Have students conduct a press conference with a researcher in the first hour of 

class and write a 300- to 500-word story in the second half of class. 

 Have the students develop a source list for the area of science they've been assigned to 

cover. 

 Collect articles from three different news outlets that cover the same science story. 

 

Analyze how each organization covered the story differently. 

 

 Have student critique and discuss the weekly science section of a local and/or national 

newspaper or magazine. 

 Select two to three media outlets and have weekly science news quizzes on articles 

published there. (NASW, 2006). 

Hunuscin and Rogers (2013) determined that teachers can develop students as science 

writers using classroom best practices. The researchers further revealed that when teachers show 

students how to write scientifically, their students demonstrate their level of understanding of 

science content through writing. Writing in a science class provides students with an opportunity 

to generate their ideas on paper to underline their comprehension of what they are learning. 

Gopen and Swan (1990) explained how literacy plays a fundamental role in helping students 

improve themselves as science writers. “Improving the quality of writing actually improves the 

quality of thought” (Gopen & Swan, 1990, p. 550). Similarly, Lanciani (1998) supported the 

significance of developing science writers as readers. The researcher suggested that it is critical 

to keep the reader of the writer in mind when trying to establish the skill of science writing. 
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Writing in science is commonly used for examining students’ knowledge of the content. 

Abell (2006) emphasized how students in a 4th grade class frequently use notebooks to practice 

their writing skills in the course. The researcher further explained the impact writing has had on 

students’ understanding of content, suggesting that students were able to write out their results 

from lab reports, experiment tools needed, and their purpose for collecting science data. Holliday 

(2000) described writing in science as an innovation. More specifically, teachers who integrate 

writing with science by outlining specific science-writing strategies better support their students 

in the students’ development of writing. Ten out of the 20 strategies are listed below: 

1. Model how you, as a teacher, complete science assignments, including answering 

questions. 

2. Recognize the value of student writing assignments that require more than short answers 

and simple lab reports. 

3. Make writing a central part of science by having students write some long essays. 

 

4. Select a few writing assignments that guarantee all students succeed. 

 

5. Use brief weekly writing activities to build students' repertoire of writing strategies. 

 

6. Incorporate writing assignments that are relatively challenging, yet manageable. 

 

7. Discourage students from assuming that good writers are born, not developed. 

 

8. Assign writing on a variety of topics and integrate them into student projects. 

 

9. Allow students to write about non-trivial topics, with teacher approval. 

 

10. Create assignments that are realistic, authentic, and lengthy, rather than contrived and 

short. (Holliday, 2000). 
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The researcher further explained implementing science writing strategies in science classes by 

providing information regarding the need for teacher demonstration of more writing activities to 

develop students as scientific writers (Holliday, 2000). 

Miele (2010) emphasized the significance of understanding the different types of 

writing tasks that exist in science courses. This approach allows students to consider the 

audience members and write according to the demands of the activity. Writing activities in 

science classes include “narrative writing and letters to nature, which prepares students to 

become research scientists” (p. 10). Stallsworth (2002) explained the method to writing in 

science beyond developing lab reports. The strategy of knowing how to write in science outside 

of recording data is key to being successful as a writer within the course and beyond. The 

researcher continued to explain the structure of writing in science by providing details related to 

instructional strategies that cater to student writing success: 

1. Setting objectives to under the lesson and formulate questions. 

 

2. Outlining goals for the outcome of success. 

 

3. Preparing the classroom with necessary materials. (Stallsworth, 2002). 

 

Virtual Learning in Education 

 

With the recent changes in the world due to the global impact of Covid-19, education has 

experienced a shift in learning, which contributes to the way students are receiving an education. 

Malkus, Christensen, and Schruz (2020) reported that at the start of school shutdowns in March 

2020, only 20% of rigorous online learning was implemented by school districts who could 

afford to provide quality online instruction to their students, while 40% of perfunctory and 

moderate instruction was provided to students in lower income areas which will possibly imply 

negative achievement gaps for students in lower income areas. The researchers further explained 
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how the three categories for instructional quality of online learning did not necessarily define 

quality of remote instruction; however, the groupings provided insight into action plans that 

negatively affect districts that are in low income areas compared to districts that are high income 

areas (Malkus Christensen, & Schruz, 2020). 

Additionally, the transition to online learning has caused many school districts, colleges, 

and universities to adjust to a new way of testing students. Burgess and Sieversten (2020) found 

that student assessments are a great part of student academics, considering that assessments can 

provide data to a student’s learning progress. The researchers explained, “The closure of schools, 

colleges and universities not only interrupts the teaching for students around the world; the 

closure also coincides with a key assessment period and many exams have been postponed or 

cancelled” (Sieversten, 2020, p. 1). The impact of Covid-19 on education in regards to assessing 

has demonstrated a negative effect on students in disadvantaged areas compared to students in 

advantaged areas (Burgess & Sieversten, 2020). 

Dorn, Hancock, Sarakatsannis, and Viruleg (2020) emphasized how the global impact of 

Covid-19 has caused a great effect on student achievement gaps, which can be detrimental to the 

education system. Considering there was already an achievement gap between Caucasian 

students and African American and Hispanic students reported in 2009, now the achievement 

gap is even higher with the recent school closures and school shutdowns due to the pandemic. 

Dorn et al. (2020) further explained the impact of Covid-19 on high school instruction by 

examining three different categories that resulted in the possibilities of an increased student 

drop-out rate and a loss of receiving academic instruction. Azevedo, Hasan, Goldemberg, Iqbal, 

& Geven (2020) added that the impact of school closures due to the Covid-19 pandemic results 
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in the loss of effective student education, which could result in close to 7 million students 

dropping out of secondary education. 

During the transition to complete online learning due to Covid-19, some school districts 

underwent phases of virtual learning to establish a plan that can cater to academic success during 

a state of emergency. According to Ferdig, Baumgartner, Hartshorne, Kaplan-Rakowski, and 

Mouza (2020), each phase is a continuous development of tools and strategies that can be used to 

support students and teachers in online learning. The phases are listed below: 

1. Phase 1 – Asynchronous sessions which include daily videos and PowerPoints 

through projects and links. 

2. Phase 2 – Asynchronous and synchronous sessions; teacher support which includes 

the process of model and screen free/ inbox free that occurs one to two timer per 

week to establish learning community and teacher professional development. 

3. Phase 3 – Asynchronous and synchronous sessions; student support which include 

weekly virtual reteach sessions, language support, and office hours to individualize 

student support. 

4. Phase 4 – Asynchronous and synchronous sessions; assessments and grading which 

includes evidence of work and redesign report card which is an ongoing process to 

determine if assignments meet standards. 

5. Phase 5 – Asynchronous and synchronous sessions; reflections which occur weekly 

or bi-weekly through feedback and take-aways to provide data to support future 

projections (Ferdig et al., 2020, p. 585). 

Kelly and Columbus (2020) explained the transition to online learning and the impact it 

has had on colleges and universities during the experience of Covid-19. Many colleges and 



76 
 

 

 

 

universities began offering online programs to their students at the break of the pandemic; 

however, many programs are still in the developmental phase of virtual learning, which forces 

universities’ officials to reevaluate how they will reach their students. Kelly and Columbus 

(2020) stated, “We expect the pandemic to negatively affect the financial health of postsecondary 

education in the years ahead. Some colleges will likely close for good, especially if they cannot 

reopen their campuses for face-to-face instruction in the fall” (p. 1). Marsicano (2020) added that 

once the trend colleges and universities began the transition to online learning, a number of 

higher education institutions followed, which resulted in approximately 1,400 institutions 

conducting virtual learning by the end of March 2020. 

Due to the transition to online learning and the emphasis on the impact of Covid-19 on 

education, many campuses, including elementary, middle, high school, and collegiate 

universities, have worked diligently to determine what education would look like in the Fall 

2020 academic school year. According to Bailey et al. (2020), “Adapting to the challenges of 

COVID-19 gives America’s schools the opportunity to provide what is uniquely possible in the 

schoolhouse while seeking new ways to fully use technology and community partnerships” (p. 

2). Bay View Analytics (2020) report that digital and online learning will have to be developed 

in a manner that presents robust educational strategies, although it will not take the place of face- 

to-face learning. 

Many students believe that the transition to online learning due to Covid-19 can 

potentially cause them to fall behind in their academics. Sahu (2020) examined students’ 

concerns with their exam performances, clear instructions on assignments and projects given by 

their teachers, and the possibilities of missing online courses. Similarly, teachers have also 

struggled to adapt to virtual learning due to the outbreak of Covid-19. Rapanta, Botturi, 
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Goodyear, Guàrdia, and Koole (2020) underlined the preparedness of teachers to teach virtually, 

suggesting that many teachers were concerned about their abilities to academically reach their 

students and provide them with the education they need to be successful through the change in 

education. Bates (2020) suggested that teachers needed guidance and support in their efforts to 

transition to online learning. Many teachers have aimed to help each other by providing insight 

to technological materials and tools that can be used to make virtual learning as realistic as 

possible for themselves and their students (Bates, 2020). 

To further emphasize the difference between online learning and face-to-face learning, it 

is important to consider best practices that can be used to facilitate virtual learning. Dipietro, 

Ferdig, Black, and Preston (2008) provided online strategies to promote quality online learning, 

which include the modification of instructional practice, effective technological tools, and proper 

communication between teacher, student, and the transfer of content. Similarly, Rice (2006) 

argued that virtual learning is one of the most significant ways of learning for students, and by 

the time students reach the high school level, they should have been exposed to online learning. 

In order to support students in online learning, teachers must incorporate technology into 

the classroom to establish a cooperative learning environment. Teaching writing in an online 

classroom allows teachers to become more creative in their teaching approach. Warnock (2009) 

clarified that teaching writing in an online environment is a difficult task, but once teachers are 

able to discover new ways to manipulate teaching writing virtually, this creates a space for 

students to write more clearly, and also opens the window for dialogue between the teacher and 

the student. This type of learning will encourage teachers and students to adjust to different 

methods of learning how to write. Keengwe and Onchwari (2016) reported that teaching students 

to write in an online classroom requires the teacher to provide support to the different types of 
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learners they may encounter. In an online instruction classroom, there are students who are self- 

starters and are independent in their academics. There are also students who may lack motivation 

with learning how to write, considerably learning how to write using online instruction, which 

creates barriers between the teacher and the student. Because online writing instruction is not an 

easy task, implementing best practices to support students with virtual learning can lead to future 

teacher and student success (Warnock, 2009). 

Summary 

 

The literature review of this quantitative descriptive statistics analysis presented research 

studies in order to develop a better understanding of best practices for writing used in AP high 

school courses across all content areas. The studies included various best practices that focus on 

engaging students with identifying similarities, summarizing and note taking, reinforcing effort 

and providing recognition, homework and practice, non-linguistic presentation, cooperative 

learning environment, setting objectives and providing feedback, generating and testing 

hypothesis, and questions, cues, and graphic organizers. Additionally, the literature review 

presented insight on positive impacts of using instructional strategies and writing across the 

curriculum. Writing across the curriculum encompasses students using opportunities to develop 

their writing skills in multiple content areas (Robert, 2017). 

The literature of this quantitative descriptive statistics analysis also highlighted teachers’ 

and students’ perceptions of writing across the curriculum. When students are actively engaged 

during the writing process, they are more receptive to feedback and more involved in the process 

to develop themselves as writers (Jones, 2001). Details about the Advance Placement program 

described the new changes in the program along with the structure of each AP content area and 

exam. There are similarities that exist between the organizations of AP courses which allow 
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teachers to support their students in their academic development (Hayden, 2019). The literature 

presented in this quantitative descriptive statistics analysis also contributes to the impact best 

practices for writing across the curriculum have on student achievement. With the new course 

description of AP courses across content areas, teachers are able to implement various strategies 

that will prepare students for end-of-the-year exams and adjust to the new way of learning. 

Studies included throughout Chapter II also focused on the impact Covid-19 has had on learning 

and writing in a virtual classroom setting. It is important for teachers to establish instructional 

practices in writing across the curriculum, because it provides an avenue for academic growth 

and development in all content areas which will keep students on schedule with their learning 

(Warnock, 2009). 
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CHAPTER III 

 

Methodology 

 

The purpose of this quantitative descriptive statistics analysis is to evaluate the frequency 

of best practices for writing used in AP high school courses. Instructional practices are critical to 

student achievement and when teachers are able to model strategies for students to improve 

academically, success is achieved (Marzano et al., 2001). One of the common trends among the 

content area AP exams is the writing section. Students’ ability to apply best practices of formal 

writing skills across AP content areas is an essential part in making sure that students are 

prepared for AP exams, which determine college readiness. McCarthy (2019) suggested that 

writing in college is viewed as a process of assessing and adapting to the requirements in 

unfamiliar academic settings and as students go from one classroom to another, they must be 

able to articulate their writing, which is appropriate to the context. With this knowledge, it is 

important that teachers are preparing students by incorporating best practices that aid in the 

development of formal writing skills that can be applied in all AP high school courses. 

Research Questions 

 

The following research questions were asked to identify the frequency and the types of 

best practices used across AP content areas to help students with their writing. 

1. What writing strategies do AP teachers report they use in their course? 

 

2. What writing strategies do AP teachers identify as most frequently used across all AP 

courses? 

Quantitative Research Study 

 

The researcher chose a quantitative descriptive statistics analysis to gain more insight on 

best practices for writing in AP high school courses that are used to help students apply their 
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formal writing skills across AP content areas. A descriptive statistics analysis was used to 

measure frequencies of best practices. According to Nick (2007), using descriptive statistics 

allows data to be displayed in a manner where patterns are uncovered to present the results of a 

project. Kashik and Mathur (2014) suggested that descriptive statistics are used in quantitative 

research to evaluate how measures describe data. A quantitative approach allowed the researcher 

to collect data from statistics to provide a comprehensive perspective of the research questions. 

The quantitative descriptive statistics analysis brought more awareness to best practices to help 

teachers advance students academically in their AP high school courses. This study was 

conducted using survey questions to describe the frequency of best writing practices in AP high 

school courses. 

A survey design is a type of research method that measures responses of the topic of 

research through in-depth analysis. Different types of survey questions can be organized in 

quantitative research that may include questions about the same topic that exists within the 

research method. Furthermore, survey design includes topics that present clear and concise 

questions, which are identified by the researcher and allows participants to recall information 

from their memory. For example, survey questions may be formatted in the same manner to 

retrieve honest responses about the topic with the intentions of collecting data. Krosnick & 

Presser (2009) suggested that well developed survey questions share common characteristics that 

allow researchers and participants to validate the credibility of the survey questions. The 

structure of survey questions positively influences the way participants respond, which 

contributes to the quality of data. Survey questions allow the researcher to receive a more 

extensive understanding of the best practices for writing used by teachers in AP high school 

courses, including English and History. 
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Fowler (2013) described survey questions as cohesive sentences which underline various 

thoughts, feelings, and opinions of respondents that correspond to the research topic by the 

researcher. Answers from survey questions are measured to present information that helps to 

understand and describe the topic in a more meaningful way. Fowler viewed survey questions as 

an advantage that provides participants with a cathartic experience through critical thinking. 

Research Approach 

 

This quantitative descriptive statistics analysis was conducted using a writing theory. The 

measure of frequency allowed the researcher to identify the regularities of best practices for 

writing in AP high school courses. Additionally, the measure of frequency provided insight to 

how AP teachers across content areas support their students in the writing process. Flower and 

Hayes (1981) described writing theory as “a situation driven view or rhetorical situation that 

relies on the linguistic, syntactic, and lexical to drive the process” (p. 365). Writing theory uses a 

cognitive approach which is very dependent upon observations to establish strategies. Therefore, 

the frequency and the use of best practices demonstrated how teachers help students develop 

their writing. Writing theory allows the reader to look closely at the “writer’s thinking process 

which writers orchestrate or organize during the act of composing” (Flower & Hayes, 1981, p. 

366). Throughout the research process, writing theory aims to assure that the theory comes 

specifically from the data and not another source. 

Research Setting and Participants 

 

The participants in this quantitative descriptive statistics analysis work in a ninth through 

twelfth grade public school district in the southwest region of Houston, Texas, which employs 

over 11,000 teachers and serves over 77,000 students within the entire district. There are a total 

of 11 high schools located within the district; ten of the high schools offer AP courses to their 
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students and are represented in this study. The researcher invited all AP high school teachers to 

participate in the survey. The teachers were selected from all AP high school in all content areas. 

The researcher selected all AP high school campuses to conduct research because the researcher 

works at a high school in the district and has established relationships with fellow teachers. 

Sampling 

 

Sampling in quantitative descriptive statistics analysis has been described as the process 

of measuring frequency, central tendency, dispersion or variation, and position (Kavanagh, 

2014). This study’s sample consisted of 24 AP high school teachers who volunteered to 

participate in the survey. Permission to conduct research was granted by both the campus 

principals and the executive superintendent of the school district. Permission from the Houston 

Baptist University’s Institutional Review Board (IRB) was also requested and granted. The 

researcher began the process by emailing all high school principals and AP teachers to explain to 

them the nature of the research, and to invite them to participate in the survey. After the 

agreeable participants responded, the AP high school teachers were narrowed by using 

purposeful sampling, and all AP high school teachers in all content areas were invited to take 

part in the study. Research indicates that purposeful sampling is often used in quantitative 

research to specifically select data that is direct and related to the study. Palinkas et al. (2015) 

explained how “combining sampling strategies may be more appropriate to the aims of 

implementation research and more consistent with recent developments of quantitative methods” 

(p. 533). Participants sharing characteristics, which were organized and selected in advance by 

the researcher, are implemented to properly conduct the purposeful sampling. The 24 research 

participants teach AP high school courses and share common best practices for writing across 

content areas. 
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Data Collection Methods 

 

The data collected in this quantitative descriptive statistics analysis used a 19-question 

survey, which consisted of checklists, open-ended, and multiple choice questions to obtain 

information on frequencies and types of best practices for writing used across content areas in 

AP high school courses. The survey was distributed electronically using Google Forms, and 

research participants were able to complete the survey at their desired location. The first section 

of the survey collected demographic information about the teacher, their educational 

background, their years of experience teaching at the secondary level, their current teaching 

content area, and how many students they have in their AP courses. The second section asked 

teachers to indicate how much preparation they have received during college, after college, or 

during professional development trainings to be able to teach writing at the secondary level. The 

third section asked teachers to indicate how often they engaged their students with nine best 

practices for writing ranging from homework and practice to cooperative learning environment. 

The frequency of use was measured using a five-point Likert-type scale, ranging from never to 

daily, and the time needed to complete the survey was 10 to 15 minutes. (See Appendix A.) 

The best practices were drawn from Marzano’s (2001) “Nine High Yield Instructional 

Practices,” a researched-base study that focuses on student achievement. The researcher does not 

contend that these are the only best practices for writing; the strategies provided insight on 

effective approaches that can enhance student achievement with writing, as they have been tested 

in other studies and found to be effective. Teachers were asked to indicate how often they 

engaged their students with best practices in their AP courses ranging from never to daily. These 

adaptions were mostly taken from a study by Kiuhara, Graham, & Hawken (2009), which 
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examined the frequency of writing practices and writing activities teachers use in their 

classrooms to help their students develop their writing skills. 

Data Analysis 

 

A descriptive statistics analysis is a form of quantitative research inquiry in which 

variables are used to collect data numerically. According to Kaliyadan and Kulkarni (2019), 

“Descriptive statistics give a summary about the sample being studied without drawing any 

inferences based on probability theory. When we describe the population using tools such as 

frequency distribution tables, percentages, and other measures of central tendency like the mean, 

for example, we are talking about descriptive statistics” (p. 82). 

Aupperle, Carroll, and Hatfield (1985) suggested that research discoveries change after 

studies have been completed. The researcher organized 19 survey questions to gain insight to the 

frequency of best practices for writing in AP courses to understand what the best practices are 

and how often they are used to help students develop their formal writing. The survey questions 

were used to collect each teacher’s perspective on this topic. Participants were able to complete 

the survey in their desired location. The researcher identified the frequency of best practices 

from AP high school teachers collected from the survey questions to reflect accuracy from the 

participants’ perceptions. The researcher described the frequency of best practices for writing 

participants use in their AP classrooms to help students develop their formal writing skills. The 

educational background of the participants was acknowledged. This includes years of experience 

teaching AP high school courses, the amount of formal preparation for writing received during 

college and after college, and the area of study and degree obtained by participants. 

Following, the researcher reviewed and noted the individual participant’s responses. This 

included descriptive notes made by the researcher after participants answered the survey 
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questions. During data analysis, frequency of best practices for formal writing was recognized 

amongst participants. Survey questions are significant for this study due to the desire for 

knowledge on teachers’ frequency of best practices for writing in their AP classrooms. By 

organizing survey questions, the researcher was able to identify a possible relationship among 

the participants in regards to best practices for writing formally. 

Ethical Consideration 

 

The researcher was granted permission in this school district by the research board. To 

perform research on each schools’ campus, the researcher was given permission by the campus 

principal. Prior to any collection of data, Houston Baptist University’s IRB approved the 

researcher to move forward with conducting research. Before any surveys were distributed, the 

participants were provided with an electronic consent form and an electronic invitation. These 

forms acknowledged the participants’ understanding of their willingness to volunteer and 

participate in the research, and they could choose to withdraw at any time. The participants were 

also made aware that incentives will not be provided in exchange for participating in the survey. 

The responses collected from the survey questions would remain confidential. The participants 

were also cognizant that the name of the school would not be shared, and they would be provided 

with pseudonyms throughout the study to remain anonymous and protect confidentiality. 

Limitations 

 

The data is limited to 24 teacher responses from high schools in a public school district in 

the southwest region of Houston, Texas. This can be a limitation because the data is only 

representative of 24 AP high school teachers. Research participants in the survey are teachers 

who only teach AP high school courses. Using survey questions can be a limitation because the 
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population may not represent the entire AP teacher group and time constraints may present 

biased suggestions. 

Delimitations 

 

The delimitations developed by the researcher in this study were determined by the need 

for specific best practices and frequencies from 9th-12th grade AP high school teachers from an 

urban public school district in the southwest region of Houston, Texas. The use of high schools 

in a public school district does not allow the researcher to record data from teachers from 

different charter or private districts who also use the Advanced Placement Program to determine 

college readiness. 

Summary 

 

The goal of this quantitative descriptive statistics analysis was to achieve a clearer 

understanding of AP high school teachers’ best practices for writing and how it helps their 

students to apply these best practices across all AP content areas. A quantitative descriptive 

statistics analysis was chosen because it allows the researcher to analyze the data collected from 

AP high school teachers to recognize a frequency of best practices used across AP high school 

content areas. Frequency of best practices for writing that are identified demonstrated how often 

teachers use strategies to help their students apply formal writing skills in other AP content areas 

outside of AP ELA. Furthermore, the descriptive statistics analysis also allowed the researcher to 

record data from survey questions, which underlined the frequency of best practices for formal 

writing used in AP high school courses. For this study, descriptive analysis is used to analyze the 

data collected. 
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CHAPTER IV 

 

Analysis of Data 

 

The purpose of this quantitative descriptive statistics analysis was to evaluate the 

frequency of best practices for writing used in AP high school courses. The data collected and 

analyzed throughout this research study provided insight on the frequency of best practices being 

used in AP high school courses, in addition to the various types of best practices teachers use to 

help their students develop their writing. The quantitative study consisted of data collected from 

survey questions answered by 24 AP high school teachers in all content areas. The survey 

questions ranged from teachers’ educational background and their training and preparation for 

teaching AP courses to teachers describing how often they implement various types of best 

practices for writing in their classroom. 

Descriptive Statistics 

 

All 24 participants of this study work in a high school setting, in a public school district 

located in the southwest region of Houston, Texas, which employs over 11,000 teachers and 

serves over 77,000 students within the entire district. There are a total of 11 high schools located 

within the district; 10 of the high schools offer AP courses to their students. The researcher 

began sample selection by emailing all high school campus principals to provide them with 

information on the nature of the research study and to request permission to contact the AP 

teachers on their campus. The AP population was selected by using convenience sampling, and 

9th through 12th grade AP teachers in all content areas were invited to participate in the research 

study. Convenience sampling requires the researcher to select a target population based on 

certain criteria that is easily accessible that provides the most adequate information for the 

research study (Etikan, Musa, & Alkassim, 2016).  According to Sedgwick (2013), the 
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quantitative researcher chooses the population based on accessibility, which can range from 

teachers working in the same district as the researcher or teachers teaching the same grade level. 

Each example is convenient to the researcher; however, it still requires the researcher to receive 

permission to conduct research. The standard or criteria that was used to determine potential 

participants included contributors using the various types of best practices for writing in their 

high school courses, and the frequency in which best practices were applied. All 19 survey 

questions were distributed electronically, and teacher participants could complete the survey at 

their desired location. Prior to the start of the research, all teacher participants had to sign a 

consent form acknowledging that their participation was on a volunteer basis, and that they 

understood the nature of the research study. Their confidentiality remained protected by using 

alias names throughout the research study. 

A 19-question survey was used to collect data from the 24 research participants. The 

initial questions collected data pertaining to each participants’ gender, content areas currently 

taught, and educational background. Table 1 demonstrates data collected from the research 

participants related to demographic variables from the survey. Demographic information 

displayed in this table refers to the types of teachers that work within the Southwest Houston 

school district. The data provides information related to gender and teaching experience, which 

are relevant to the teacher population within the district. 
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Table 1 

 

Research Participant Demographic Information 

 

Participant 

Number 

Gender Years of Experience 

(Secondary Teaching) 

1 Female 11-20 yrs. 

2 Male More than 20 yrs. 

3 Female 6-10 yrs. 

4 Male 11-20 yrs. 

5 Female 6-10 yrs. 

6 Female 11-20 yrs. 

7 Male More than 20 yrs. 

8 Female 0-5 yrs. 

9 Male 11-20 yrs. 

10 Female 0-5 yrs. 

11 Male 6-10 yrs. 

12 Male More than 20 yrs. 

13 Female More than 20 yrs. 

14 Male 11-20 yrs. 

15 Female More than 20 yrs. 

16 Female 0-5 yrs. 

17 Female 11-20 yrs. 
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18 Female 11-20 yrs. 

19 Male 11-20 yrs. 

20 Female More than 20 yrs. 

21 Female 0-5 yrs. 

22 Female More than 20 yrs. 

23 Male More than 20 yrs. 

24 Female More than 20 yrs. 

 

 

 

 

The years of experience were used to collect data pertaining to the demographic 

information of the research participants. The data recorded on participants’ years of experience 

was used to gain insight on the knowledge the research participants have regarding teaching on 

the secondary level and teaching AP courses on the secondary level. The researcher found that 

38% of the research participants have more than 20 years of experience teaching at the high 

school level, 33% of the research participants have 11-20 years of experience, 13% of the 

research participants have 6-10 years of experience, and 17% of the research participants have 0- 

5 years of experience teaching at the high school level. 

Female and Male Participants Years of Experience 

 

The gender of each research participant was used to collect data pertaining to the 

demographic background information. The data recorded on participants gender was used to gain 

insight on the types of research participants included in this quantitative research study who 

teach AP high school courses on the secondary level. The researcher discovered that 62.5% of 

research participants were female. 16.6% of female research participants had 0-5 years of 
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experience, 8% of female research participants have 6-10 years of experience, 16.6% of female 

research participants have 11-20 years of experience, and 20.8% of female research participants 

have more than 20 years of experience teaching at the secondary level. The researcher 

discovered that there were more female research participants included in this study, and the 

female research participants have more years of experience teaching at the secondary level at 

each stage of years of experience compared to male research participants. 

There was a total of 33% of male research participants included in this quantitative 

research study. The researcher discovered that 0% of male research participants have 0-5 years 

of experience teaching at the secondary level, 4% of male research participants have 6-10 years 

of experience, 16.6% of male research participants have 11-20 years of experience, and 16.6% of 

male research participants have more than 20 years of experience teaching at the secondary level. 

Participant Education 

There is a trend between teacher participants who have more than 20 years of experience 

and their educational background. Eight of the research participants with more than 20 years of 

experience have secondary degrees in the AP content areas they teach. Five of the research 

participants with more than 20 years of experience hold a terminal degree. Three out of the five 

research participants have a terminal degree in their specific AP content area. Three of the 

research participants with more than 20 years of experience have a master’s degree in the AP 

content area they teach. The current teaching area and educational background information of 

research participants were used to gather statistics. The data on teaching content area and 

background of education were used to examine the types of AP courses taught and the 

educational preparedness of AP teachers within the district. The current teaching content area is 

significant in this study as it provides details to what best practices for writing teachers in 
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different content areas use to help their students. Similarly, the data on the educational 

background of the participants provided an outlook on the teacher qualifications in the district. 

Eight out of 24 research participants had a bachelor’s degree, 10 of the research participants had 

a Master’s degree, and six of the research participants had a terminal degree. Table 2 

demonstrates participants’ current teaching content area, the type of degrees they have 

completed, and their area of study. 

 
 

Table 2 

Participant Education Information 

 

Participant 

Number 

Current Teaching 

Content 

Area 

Educational 

Background 

Major 

1 History Bachelor’s Degree History 

2 History Master’s Degree History 

3 English Master’s Degree English 

4 Math Bachelor’s Degree Other 

5 Science Master’s Degree Science 

6 History Master’s Degree History 

7 Science Terminal Degree Science 

8 History Terminal Degree History 
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9 Math Master’s Degree Math 

10 Science Bachelor’s Degree Science 

11 Science Bachelor’s Degree Other 

12 Science Terminal Degree Science 

13 English Bachelor’s Degree English 

14 Math Master’s Degree Math 

15 English Master’s Degree English 

16 History Bachelor’s Degree History 

17 History Bachelor’s Degree History 

18 Science Master’s Degree 
 

Other 

19 Science Master’s Degree Science 

20 Math Master’s Degree Math 

21 History Bachelor’s Degree Other 

22 English Terminal Degree Other 

23 Science Terminal Degree Science 

24 History Terminal Degree Other 
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Survey questions relating to research participants’ educational background provided 

significant information that highlighted their qualifications for teaching AP high school courses. 

College Board AP Central (2021) recommended that teachers who teach AP courses have a 

degree in the content area in which they teach. Accordingly, 95% of the research participants 

hold a degree in the specific content area taught, which is beneficial to understanding the 

demographic information pertaining to the participants which is displayed in Table 2. Although 

5% of the teacher participants do not have a degree in the content they teach, they are still 

qualified to teach AP courses because they have either a bachelor’s degree: three participants; a 

master’s degree: one participant; or a terminal degree: two participants. 

Female Participant Education 

 

The researcher discovered that a total of 62.5% of female research participants were 

included in this quantitative research study. The researcher learned that 73.3% of the female 

research participants have a bachelor’s, master’s, or tdegree in the specific content area they 

teach. Forty percent of female research participants have a bachelor’s degree in the specific 

content area they teach, 26.6% of female research participants have a master’s degree in the 

specific content area they teach, and 6.6% of female research participants have a terminal degree 

in the specific content area they teach. Additionally, the researcher discovered that 26.6% of the 

female research participants have a bachelor’s, master’s, or terminal degree outside of the 

specific content area they teach, which demonstrates variation of educational levels. Twenty-five 

percent of female research participants have a bachelor’s degree, 25% of female research 

participants have a master’s degree, and 50% of female research participants have a terminal 

degree outside of the specific content area they currently teach. The researcher also learned that 

46.6% of female research participants teach History, 20% of female research participants teach 



96 
 

 

 

 

science, 26.6% of female research participants teach English, and 6.6% of female research 

participants teach math. More female participants teach history compared to male participants 

who teach history, and more female participants teach English compared to male research 

participants who teach English. See Table 2.1. 

Table 2.1 

 

Female Participant Demographic Information 

 

Female Research 

Participant 

Number 

Educational 

Background 

Major Current Teaching 

Content Area 

1 Bachelor’s Degree History History 

3 Master’s Degree English English 

5 Master’s Degree Science Science 

6 Master’s Degree History History 

8 Terminal Degree History History 

10 Bachelor’s Degree Science Science 

13 Bachelor’s Degree English English 

15 Master’s Degree English English 

16 Bachelor’s Degree History History 

17 Bachelor’s Degree History History 

18 Master’s Degree Other Science 

20 Master’s Degree Math Math 

21 Bachelor’s Degree Other History 
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22 Terminal Degree Other Science 

24 Terminal Degree Other History 

 

 

Male Research Participant 

 

The researcher also found that 37.5% of male research participants were included in this 

quantitative study. Twenty-two percent of the male research participants have a bachelor’s 

degree outside of the content area they teach. On the other hand, 77.7% of the male research 

participants have a master’s or terminal degree in the content area they teach: 44.4% of male 

research participants have a master’s degree and 33.3% of male research participants have a 

terminal degree. Most of the male research participants have an educational background in the 

content area they teach, which is significant to the teaching recommendations for AP high school 

courses that suggests teachers have a degree in the content area they teach (College Board, AP 

Central2021c). Additionally, the 22% of male research participants with degrees outside of the 

content area they teach compared to the 26.6% of female research participants with degrees 

outside of the content area they teach is in one specific educational background: bachelor’s 

degree. There is a trend that exists between male research participants and the content area they 

teach: 55.5% of male research participants teach science, 33.3% teach math, 11.1% teach history, 

and 0% of male research participants teach English. More male participants teach science 

compared to female participants who teach science. Furthermore, more male research 

participants teach math compared to female participants who teach math. See Table 2.2. 
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Table 2.2 

 

Male Participant Demographic Information 

 

Male Research 

Participant Number 

Educational 

Background 

Major Current Teaching 

Content Area 

2 Master’s Degree History History 

4 Bachelor’s Degree Other Math 

7 Terminal Degree Science Science 

9 Master’s Degree Math Math 

11 Bachelor’s Degree Other Science 

12 Terminal Degree Science Science 

14 Master’s Degree Math Math 

19 Master’s Degree Science Science 

23 Terminal Degree Science Science 

 

 

 

Formal Preparation 

 

Formal preparation information is another significant data source that provided insight to 

the type of readiness teachers within the district need to teach AP courses. These data contain 

statistics relating to the amount of formal preparation teacher participants have in teaching 

writing during college, the amount of formal preparation teacher participants have in teaching 

writing after college, and the total number of AP workshops attended by teacher participants. 

Table 3, Table 3.1 and Table 3.2 exhibit the percentage of total preparedness of research 

participants in this study. 
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Table 3 

 

Formal Preparation During College 

 

 

 

 
Formal preparation received during college was a variable that emerged from the data to 

report the amount of knowledge teachers received to teach writing. The data reflected that 46% 

of research participants reported having received adequate preparation on teaching writing 

during college, 25% of research participants reported having received minimal preparation on 

teaching writing during college, 21% of research participants reported they received no 

preparation on teaching writing during college, and 8% of research participants reported having 

received extensive preparation on teaching writing during college. 
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Table 3.1 

 

Formal Preparation After College 
 

 

 
In addition to formal preparation during college for teaching writing, the data also 

revealed how much formal preparation on teaching writing teacher participants received upon 

graduating from college. In fact, 46% of the research participants responded by saying they 

received adequate training, 25% of research participants reported having received extensive 

formal preparation, 17% of the research participants reported having received minimal formal 

preparation, and 13% of research participants reported having received no formal preparation 

after college to teach writing. Research participants’ formal preparation outside of their 

collegiate courses demonstrated that have been professionally exposed to methods for teaching 

writing to their students. 
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Table 3.2 

 

Advanced Placement Workshops Attended 
 

 

 

 
Although workshops are not required by the AP audit for teachers to teach AP courses, 

AP workshops are opportunities for professional development for teachers who are either 

teaching AP for the first time or teachers who are returning to their AP classrooms (AP College 

Board Central, 2021). Table 3.2 demonstrates that 42% of research participants have attended 

between 0-3 AP professional development trainings, 25% of the research participants have 

attended between 4-6 AP workshops, 17% of the research participants have attended 7-10 AP 

workshops, and 17% of research participants have attended more than 10 AP workshops. 

Best Practices for Writing and Frequency 

 

Best practices for writing are key data sources that demonstrated the types of strategies 

research participants use in their AP courses to help students develop their formal writing skills. 

The information on the types of best practices for writing were used to examine the frequency of 

strategies applied by research participants in their classrooms. The best practices for writing are 
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significant in this study as it provides details to the regularity of strategies research participants 

in different AP content areas report using to help their students with writing in their AP courses. 

With identifying similarities, 8% of research participants reported never using this strategy. On 

the other hand, 42% of the research participants use this strategy yearly, 33% of research 

participants reported using this strategy monthly, 38% reported using this strategy weekly, and 

16% of research participants reported using identifying similarities daily. 

With summarizing and note taking, 13% of research participants reported that they never 

use this strategy. Similarly, 13% of research participants reported to use this strategy yearly, 0% 

of research participants reported using this strategy monthly, 29% of research participants 

reported using this strategy weekly, and 46% reported using summarizing and note taking daily. 

With reinforcing effort and providing recognition, 0% of research participants reported to never 

use this strategy. Similarly, 0% of research participants reported to use this strategy yearly, 8% 

of research participants reported using this strategy monthly, 36% of research participants 

reported using this strategy weekly, and 54% reported using reinforcing effort and providing 

recognition daily. 

With non-linguistic representation, 4% of research participants reported to never use this 

strategy, 0% of research participants reported to use this strategy yearly, 25% of research 

participants reported using this strategy monthly, 46% of research participants reported using this 

strategy weekly, and 25% reported using non-linguistic representation daily. With cooperative 

learning environment, 0% of research participants reported to never use this strategy. Similarly, 

0% of research participants reported to use this strategy yearly, 13% of research participants 

reported using this strategy monthly, 63% of research participants reported using this strategy 

weekly, and 25% reported using cooperative learning environment daily. 
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With setting objectives and providing feedback, 8% of research participants reported to 

never use this strategy, 0% of research participants reported to use this strategy yearly, 17% of 

research participants reported using this strategy monthly, 33% of research participants reported 

using this strategy weekly, and 42% reported using setting objectives and providing feedback 

daily. With generating hypothesis, 13% of research participants reported to never use this 

strategy, 0% of research participants reported to use this strategy yearly, 17% of research 

participants reported using this strategy monthly, 46% of research participants reported using this 

strategy weekly, and 38% reported using generating hypothesis recognition daily. With cues, 

questions, and advanced organizers, 0% of research participants reported to never use this 

strategy, 4% of research participants reported to use this strategy yearly, 13% of research 

participants reported using this strategy monthly, 46% of research participants reported using this 

strategy weekly, and 38% reported using cues, questions, and advanced organizers daily. Table 4 

demonstrates the types of best practices for writing and how often teachers reported 

implementing them in their class. 
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Table 4 

 

Best Practices for Writing and Its Frequency 
 

Frequencies of Identifying Similarities 
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25% 
 

20% 
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0% 

Never Yearly Monthly Weekly Daily 
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Frequencies of Summarizing and Note Taking 

50% 
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5% 
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Frequencies of Reinforcing Effort and Providing Feedback 
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Reinforcing Effort and Providing Feedback 
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Frequencies of Homework and Practice 
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Frequencies of Nonlinguistic Representation 
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Frequencies of Cooperative Learning Eviornment 
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Frequencies of Setting Objectives and Providing 
Recognition 
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Frequencies of Cues, Questions, and Advanced Organizers 
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Testing the Research Questions 

 

The researcher conducted a quantitative study to examine the high school teachers’ use of 

best practices in their AP courses related to the following research questions: 

Frequencies of Generating and Testing Hypothesis 

50% 

45% 

40% 

35% 

30% 

25% 

20% 

15% 

10% 

5% 

0% 

Never Yearly Monthly Weekly Daily 
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1. What writing strategies do AP teachers report they use in their course? 

 

2. What writing strategies do AP teachers identify as most frequently used across all 

AP courses? 

In order to address each research question, participants were asked the following 

questions: 

1. How often do you engage your students with assignments that require them to identify 

similarities? 

2. How often do you engage your students in summarizing and note  taking? 

 

3. How often do you engage your students with reinforcing effort and providing 

recognition? 

4. How often do you engage your students with homework and  practice? 

 

5. How often do you engage your students with non-linguistic  representation? 

 

6. How often do you engage your students in a cooperative learning environment? 

 

7. How often do you engage your students with setting objectives and providing feedback? 

 

8. How often do you engage your students with generating and testing hypothesis? 

 

9. How often do you engage your students with questions, cues, and advanced organizers? 

 

AP English Teachers 

 

Four out of the 24 research participants are AP English teachers. Participant 3 affirmed 

that she uses all nine of the strategies in her AP classroom to help students develop their writing 

skills in AP ELA. Participant 3 reported that she engages her students with identifying 

similarities, non-linguistic representation, cooperative learning environment, and setting 

objectives and providing feedback on a monthly basis. Participant 3 also reported that on a 

weekly basis, she engages her students with summarizing and note taking, homework and 
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practice, and questions, cues, and advanced organizers. Participant 13 reported that she engages 

her students with homework and practice, cooperative learning environment, and generating and 

testing hypothesis on a weekly basis. Additionally, Participant 15 confirmed that she engages her 

students with homework and practice, setting objectives and providing feedback, and questions, 

cues, and advanced organizers on a daily basis. Similarly, on a daily basis, Participant 22 

engages her students with setting objectives and providing feedback, and engages her students 

with questions, cues, and advanced organizers. 

AP History Teachers 

 

Eight out of the 24 research participants are AP History teachers. Of that group, 63% of 

the AP History teachers reported that they use all nine of the strategies yearly, monthly, weekly, 

or daily. Participant 1 confirmed that she engages her students with setting objectives and 

providing feedback on a daily basis. Participant 2 also confirmed that he engages his students 

with reinforcing effort and providing recognition as well as setting objectives and providing 

feedback on a daily basis. A commonality between Participant 6 and Participant 8 was that they 

both engage their students with homework and practice, non-linguistic representation, setting 

objectives and providing feedback, and questions, cues, and advanced organizers on a daily 

basis. A trend between Participants 16, 17, and 21 was that they were using non-linguistic 

representations on a weekly basis as a best practice for teaching writing inside of their AP 

classroom. On the other hand, Participant 24 reported to never use non-linguistic representations 

in her classroom. 

AP Science Teachers 

 

Eight out of the 24 research participants are AP Science teachers. Participant 5 and 

Participant 7 confirmed that on a daily basis they both engage their students with setting 
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objectives and providing feedback as well as reinforcing effort and providing recognition. 

Similarly, Participants 10, 12, 18, and 23 confirmed that they engage their students with 

summarizing and note taking on a daily basis. A trend identified amongst the research 

participants is that 63% of them received adequate to extensive preparation for teaching writing 

upon graduating from college. Participant 11 reported to use 56% of the best practices for writing 

in his AP Science course on a weekly basis. Participant 23 affirmed engaging his students with 

assignments that require them to identify similarities, in addition to summarizing and note 

taking, reinforcing effort and providing recognition, homework and practice, non-linguistic 

representation, and cues, questions, and advanced organizers. Participant 23 uses 63% of the best 

practices for writing in his AP Science course on a daily basis. 

AP Math Teachers 

 

Four out of the 24 research participants are AP Math teachers. Participant 4 confirmed 

engaging his students with reinforcing effort and providing feedback along with homework and 

practice daily. Participant 9 reported using all nine of the best practices for writing in his AP 

Math course on a daily, weekly, and monthly basis, which is significant in understanding how 

AP teachers in different content areas use best practices for writing to help their students with 

writing in an AP high school course. The relationship between Participant 9 and Participant 14 is 

that both research participants engage their students with 100% of the best practices for writing 

in their AP course on a daily, weekly, and monthly basis. Participant 20 reported engaging their 

students with reinforcing effort and providing recognition, homework and practice, cooperative 

learning environment, setting objectives and providing feedback, generating and testing 

hypothesis, and cues, questions, and graphic organizers on daily basis. 

Best Practices Most Frequently Used 
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Four out of the nine best practices reported a frequency of daily use which addressed 

research question number two: 

What writing strategies do AP teachers identify as most frequently used across all AP courses? 

 

The four best practices for writing that were used on a daily basis across all AP content 

areas include the following: Summarizing and note taking, reinforcing effort and providing 

recognition, homework and practice, and setting objectives and providing feedback. 46% of 

research participants reported using summarizing and note taking on a daily basis. 54% of 

research participants reported using reinforcing effort and providing recognition on a daily basis. 

50% of research participants reported using homework and practice on a daily basis. 42% of 

research participants reported using setting objectives and providing feedback on a daily basis. 

See Table 5. 

 

Table 5 

 

Best Practices for Writing Used Most Frequently 
 

Frequency: Daily 

60% 

 
50% 

 
40% 

 
30% 

 
20% 

 
10% 

 
0% 

Summarizing and Note Reinforcing Effort and Homework and Practice Setting Objectives and 
Taking  Providing Feedback   Providing Feedback 

 

Frequency: Daily 
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Summary 

 

Throughout this quantitative research study, best practices for writing in AP high school 

courses and the frequency of best practices being used inside of AP high school courses were 

recognized. The common trend that was identified in the frequency of the best practices was that 

the nine strategies were being used either daily (44%) or weekly (56%). In addition, 46% of AP 

teacher participants engage their students with summarizing and note taking daily. More than 

50% of the teacher participants engaged their students with reinforcing effort and providing 

recognition. Additionally, 50% of the research participants engage their students with homework 

and practice daily, which is significant to how they are helping their students with writing inside 

of their AP courses. Furthermore, 42% of research participants engage their students with setting 

objectives and providing feedback, which also affirms the approach research participants were 

taking to teach writing in their AP courses. 

The research also revealed that 38% of the AP teacher participants engage students with 

identifying similarities on a weekly basis. In addition, 46% of research participants engage their 

students with non-linguistic representation on a weekly basis. Finally, 63% of research 

participants engage their students in a cooperative learning environment on a weekly basis, 

which provides much insight to how teachers are using best practices to teach writing inside of 

their AP high school courses. Generating and testing hypothesis, and cues, questions, and 

advanced organizers were used by 46% of the research participants on a weekly basis. 
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CHAPTER V 

 

Findings, Limitations, and Recommendations 

 

In the previous chapter, the researcher reported the data analysis of the study. Chapter V 

is separated into multiple sections in efforts to highlight the findings of this quantitative research 

study. In the initial section of Chapter V, the summary is presented which is followed by the 

presentation of the findings and an evaluation of the literature review which supports the findings 

detailed throughout this study. The following sections of Chapter V include the implications for 

practice and recommendations for further research. 

Summary of the Study 

 

The purpose of this quantitative descriptive statistics analysis was to evaluate the 

frequency of best practices for writing used in AP high school courses. identifying similarities; 

summaries and notes; reinforcing effort and providing recognition; completing homework and 

practice; non-linguistic representation; cooperative learning environment; setting objectives and 

providing feedback; generating hypothesis, cues, questions, and advanced graphic organizers. 

The frequency of best practices for writing in AP high school courses were determined by the 

following occurrences: never, yearly, monthly, weekly, and daily. The AP high school courses 

included in this study are primary content areas such as English, History, Math, and Science. The 

information gathered and analyzed throughout this study provided insight to how often best 

practices for writing are used in AP high school courses. The quantitative research study 

contained data collected from survey questions addressed by 24 AP high school teachers from all 

content areas. The quantitative research study also confirmed “Marzano’s (Nine) High-Yield 

Instructional Strategies,” which explained how focusing on specific writing techniques leads to 

quality instruction in the learning environment. 
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Hill (1988) suggested that teachers are an obvious support in academic learning 

considering they work as a guide and as an aid to establish practices that lead to students’ self- 

growth. Marzano (2001) outlines best practices for student achievement in a classroom setting, 

which also determines that “when teachers model techniques and hold high expectations, a 63 

percentile is gained by students in the classroom” (p. 2). 

The data analysis from this quantitative research study provides much insight to the 

frequency and types of best practices for writing used in AP high school courses across all 

content areas. Participants were asked to identify how often they engaged students with best 

practices for writing in their AP classroom because this information could successfully measure 

the frequency of writing across all AP content areas. The frequency was measured by five 

categories: never, yearly, monthly, weekly, and daily. By identifying the how often students were 

engaged with best practices, participants determined that they are supporting students in their 

learning environment, which underlines the categories of “Marzano’s (Nine) High-Yield 

Instructional Strategies” (Marzano, 2009). Responses from the survey were evaluated through 

descriptive analysis and used as quantitative data to support how teachers provide instructional 

assistance to student growth. 

The quantitative research study included 24 research participants from AP high schools 

within a southwest Houston, Texas, school district. There was a total of four AP English 

teachers, eight AP History teachers, four AP Math teachers, and eight AP Science teachers from 

grades 9-12. Purposeful sampling was used to select the research participants for the quantitative 

research study because they shared characteristics that were related directly to the study. 

Demographic data was also included in the study, which provided insight to the research 
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participants’ gender and ethnicity, educational background, and years of teaching experience at 

the secondary level. 

Research Questions 

 

The researcher conducted a quantitative study to examine the high school teachers’ use of 

best practices in their AP courses related to the following research questions: 

1. What writing strategies do AP teachers report they use in their course? 

 

2. What writing strategies do AP teachers identify as most frequently used across all AP 

courses? 

Discussion of Findings 

 

All 24 of the research participants included in this study work in an urban school district 

located in the Southwest region of Houston, Texas, which employs over 11,000 teachers and 

serves over 77,000 students. Within the analysis of data gathered from the AP teacher research 

participants using survey questions, the research questions for this quantitative study were 

addressed. The findings from this research study are aligned with survey questions and 

descriptive analysis. Characteristics of descriptive analysis included focusing on the who, what, 

where, and when of understandings that are not easily understood (Kim, Sefcik, & Bradway, 

2017). 

The research participants were asked to identify how often they engaged their students 

with different best practices in their AP high school courses to help students with their writing. 

The frequency was organized in the following chronological order: never, yearly, monthly, 

weekly, and daily. The common trend that was identified in the frequency of the best practices 

was that the nine strategies were being used across all AP content areas. Therefore, the data 

confirms that all research participants were using at least two of the best practices for writing. In 
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fact, 38% of the AP teacher participants engaged students with identifying similarities on a 

weekly basis. According to Marzano et al. (2001), students should demonstrate their 

understanding of comparison and formulating analogies using non-linguistic or graphic 

representations. When students are able to gather information from existing knowledge, they are 

able to make connections with new content (Langer, 1986). 

Forty-six percent of AP teacher participants engaged their students with summarizing and 

note taking on a daily basis. Marzano (2001) suggested that students yield a 34-percentile gain 

when they are engaged with writing, rewriting, and analyzing information. Stovel (2003) stated, 

“Teachers can help students strengthen their writing by helping them analyze the documents and 

teaching them some of the questions which they could ask of the documents which they 

encounter” (p. 502). When teachers incorporate journal summaries, breakdowns, and quick 

writes, they are creating an instructional environment for their students that caters to their 

academic success (Ivanic & Camps, 2001). 

More than 50% of the teacher participants engaged their students with reinforcing effort 

and providing recognition. Marzano et al. (2001) suggested that there is a 29-percentile gain 

from students when they are encouraged to hold themselves to a high expectation in their 

academics. Students demonstrated more interest by enrolling in AP courses to prepare 

themselves for collegiate level learning. More than 2.7 million students registered to take AP 

exams, which revealed their desire to be prepared for collegiate level learning (College Board, 

2020c). 

Additionally, 50% of the research participants engaged their students with homework and 

practice on a daily basis, which is significant to how they are helping their students with writing 

inside of their AP courses. Research indicated that 38 out of 48 students developed themselves as 
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writers when their teachers implemented writing practices in their high school and college 

courses (Gambell, 1991). When students are able to incorporate writing practices in all of their 

courses, their writing skills improved and guided them to academic success (Anderson & 

Armbruster, 1990). 

Furthermore, 42% of research participants engaged their students with setting objectives 

and providing feedback, which also affirms the approach research participants were taking to 

model best practices for writing in their AP courses. O’Brien (2016) reported that 72% of 

students valued the feedback received from their teachers during writing assignments. Marzano 

(2001) explained, “Teachers should create specific but flexible goals, by allowing student 

choice” (p. 2). When students are presented with choice, they have the opportunity to be engaged 

with their learning and involved in ways to improve themselves as writers (Lovejoy, 2009). 

Forty-six percent of research participants engaged their students with non-linguistic 

representation on a weekly basis. Putri, Mardiyana, and Saputro (2019) reported learning styles 

that produced mathematic learning achievement amongst high school students. “REACT is an 

acronym of Relating, Experiencing, Cooperating, and Transferring that helps students to 

optimize their learning” (Putri, Mardiyana, & Saputro, 2019, p. 232). When students are able to 

engage in kinesthetic learning, create graphic representations, and use problem-solution 

organizers, they yield a 27-percentile gain in their academic achievement (Marzano et al., 2001). 

Sixty-three percent of research participants engaged their students in a cooperative 

learning environment on a weekly basis, which provided much insight to how teachers used best 

practices to teach writing inside of their AP high school courses. Oxford (1997) suggested that 

cooperative learning was an approach widely used across all content areas in secondary 

education, and the goal was to create a structured environment where students learned how to 
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work together in groups. Wood and Algozzine (1997) confirmed that teachers used cooperative 

learning across all content areas to help students improve their reading and writing skills. When 

teachers implemented group work in their classrooms, students had the opportunity to engage 

with techniques that could prepare them for college and careers (Glennie, Mason, Dalton, & 

Edmunds, 2019). 

Generating and testing hypothesis, cues, questions, and advanced organizers were used 

by 46% of the research participants on a weekly basis. Stohlmann (2020) emphasized the 

significance of planning questions to help students produce reasonable responses and link 

connections between the content and real-world experiences. When teachers engaged students 

with different types of questions, they created learning environments that promoted critical 

thinking that led to student development (Sussman, Hammerman, Higgins, & Hochberg, 2019). 

AP courses are geared towards preparing students for end-of-the-year AP exams, which 

limits effective writing across the AP Program (Fleitz, 2007). However, 100% of the research 

participants identified in this study incorporated best practices in their AP high school courses to 

help students with their writing skills. The literature supported Marzano’s (2001) nine effective 

teaching strategies that can be used in any content area to enhance student achievement. The 

literature also detailed additional best practices using the ELA Menu of Best Practices (Office of 

Superintendent, 2019), which identified six best practices: actively engaging students, daily 

reading and writing, relevant texts, graphic organizers, vocabulary study, and questions that 

improve students’ writing for all types of learners ranging from beginning to intermediate. 

Implications for Practice 

 

The AP Program was created years ago as a way to provide high school students the 

opportunity to complete courses that are aligned with entry level college courses (Jones, 2001). 
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Many schools have since incorporated the AP Program on their campuses to allow students to 

participate in an academic design that will prepare them for college. Various courses are offered 

through the AP Program, which include basic content area courses, English, History, Math, and 

Science, in addition to AP foreign languages such as Spanish and French (College Board AP 

Central, 2021i). More than 2.7 million students register yearly to complete multiple AP exams, 

and the program has continued to expand in its development (College Board AP Central, 2020c). 

Reports have also demonstrated how the increase in enrollment of AP courses and exams have 

positively affected student achievement and success (Godley et al., 2015). 

The findings of this research study include suggestions that can provide an avenue for 

development for stakeholders in the education system. This quantitative research study 

underlined multiple relationships that exist between writing in an English course and writing in 

other content areas. Teachers interested in cross curriculum writing will discover that the 

relationship between writing in ELA and other content areas can be very beneficial for student 

success. New or experienced teachers interested in incorporating best practices in their 

classrooms will also find the information detailed throughout this study beneficial because it 

provides insight to the types of best practices teachers deem as effective for teaching writing, in 

addition to the frequency at which teachers use best practices in their classroom. The data 

collected from the research demonstrates teachers using best practices such as homework and 

practice, setting objectives and providing feedback to establish a classroom culture that helps 

students develop their writing. Additionally, the best practices are reported as being used 

frequently, which demonstrates teachers trying to support students in their academic success. 

Using best practices in the classroom enhances the quality of instruction and increases the 

knowledge of students (Payton, 2016). 
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Furthermore, teachers interested in teaching and preparing students for AP exams will 

discover the relationship between best practices for writing and best practices for the writing 

section of AP exams. As determined by the literature review, the new guidelines for the AP 

exams outline details about instructional approaches teachers can take to help their students 

prepare for writing sections of AP exams. AP courses across content areas are organized in units 

aligned with expectations of writing that students have to complete for the exam. Additionally, 

the AP Pacing Guide and Exam Description for AP courses provide specific instructional 

approaches such as implementing daily practice on challenging topics related to the exam and 

focusing on learning objectives that are related to exam content (College Board AP Central, 

2021). This quantitative research study determined methods teachers can take to help their 

students with writing across AP content areas. Teachers will discover that the information 

presented throughout this study provides a gateway for teacher and student success. 

For department chairs and administrators, this quantitative research study brings 

awareness to what approaches can be taken to prepare teachers for student achievement. By 

using the findings in this study, department chairs and administrators need to find out what types 

of professional development trainings teachers need to establish themselves as AP teachers, in 

addition to discovering the amount of time teachers need in their daily schedule to plan 

effectively with other teachers across content areas. The literature review provided information 

on the resources teachers received from attending AP workshops that can help them with 

instructional best practices for student achievement. Department chairs and administrators need 

to support teachers in their efforts to incorporate best practices in their AP high school courses. 

Supporting the teachers through professional development and training will cater to teacher and 
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student development. In both research questions in this study, frequencies and best practices for 

writing were recognized as effective approaches to student success with writing. 

Recommendations for Further Research 

 

The purpose of this quantitative descriptive statistics analysis was to evaluate the 

frequency of best practices for writing used in AP high school courses. The data gathered 

throughout this study provided more understanding of the how often teachers incorporate best 

practices and the types of best practices teachers use in their AP courses. Additionally, the 

information analyzed throughout this study brought awareness to the idea that best practices for 

writing are implemented across all AP content areas, which is significant because this 

demonstrates how teachers in all content areas spend time helping their students develop 

themselves as writers. The information collected throughout the study consisted of data gathered 

from 19 survey questions. 

An approach for future research should include best practices for writing in other AP 

content areas such as World Languages and Culture, and Art. The data presented in this study 

suggested best practices for writing in English, Math, History, and Science. Based on the 

findings of the data collected, teachers across AP content areas share similarities in frequencies 

and best practices for writing in their course. Additional research should incorporate frequencies 

and best practices used in World Languages and Culture, and the Arts. A correlation study can be 

used to determine the frequency of best practices used in primary content areas compared to the 

frequency of best practices in foreign languages and electives. 

Further research may include AP high school students’ perceptions of best practices for 

writing they find most beneficial to their academic success. The research questions proposed in 

this study examined the writing strategies and the frequency of writing strategies participants 

used to help student achievement with writing. Based on the findings of the data collected, it was 
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determined that research participants use Marzano’s (2009) nine instructional strategies. 

Research participants also reported using the strategies either never, yearly, monthly, weekly, or 

daily. Additional research should incorporate more methods of data collection to provide insight 

on the impact frequency has on student outcome success on the writing section of AP exams. A 

quantitative approach can find the relationship between the frequency of best practices and 

student outcome success with writing on AP exams. A quantitative research design can be used 

to demonstrate similarities between variables. Using a quantitative approach could include focus 

groups or observations of AP teachers and students to identify common themes. 

Further research into this topic should discover the writing expectations for each type of 

AP exam. Presenting information on the writing expectations for all AP content area exams will 

bring awareness to the similarities and differences that may exist. The literature underline details 

about the organization of AP exams across content areas, and the data in this research focuses on 

the best practices for writing across AP content areas. Further research should include best 

practices for writing on each AP exam. The results would be able to demonstrate the impact 

instructional practices have on preparing students for their end-of-the-year exam. Additionally, 

the frequency of best practices for writing on AP exams and student outcome scores could be 

used to determine student growth. A correlation can be made between the best practices for 

writing across AP content areas and best practices for writing to prepare for AP exams. 

Another suggestion for future research with best practices for writing in AP high school 

courses is the writing activities teachers use in their AP courses. The research study organized 

data based on AP content area taught. Research participants in different content areas shared 

similarities in frequency of best practices used for student writing success in their courses. Future 

research should define the writing assignments students complete based on the specific content 
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area. Knowing the types of writing assignments teachers incorporate across AP content areas 

provides additional details to the frequency of best practices used to help students develop their 

writing. For example, future studies can include information on writing assignments such as 

quick-writes, timed writings, or peer review to demonstrate the differences of frequencies of 

writing activities across AP content areas and its impact on student achievement. 

Another possibility for further research could be research that focuses on best practices 

for writing organized by grade level and content area. For example, 9th grade students enroll in 

Pre-AP English I, 10th  grade students enroll in Pre-AP English II, 11th  grade students enroll in 

AP Language and Composition, while 12th grade students enroll in AP Literature. Further 

research could demonstrate the relationship between the two AP courses in the same content area 

to determine if a correlation exists between best practices for writing at different grade levels. 

Further research could also be completed for other AP courses the same way. The researcher 

could study effective best practices for writing used at every grade level in specific AP content 

areas to report growth in student writing development. 

This quantitative descriptive statistics analysis has revealed the implementation and 

frequency of best practices for writing across AP content areas. It has shown that instructional 

practices are taking place across all AP content areas, and teachers are using strategies to guide 

students to academic success. The key element that was revealed to have a positive impact on 

developing students’ writing skills across AP high school courses was the frequency of best 

practices. This was shown to be one of the most significant indicators that teachers within the 

district are working to prepare students for success. Further research should highlight other 

factors that impact student success with writing. There are additional ideas that may present 

evidence that contributes to best practices for writing to improve student composition skills. The 

information also suggested 
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that other elements not involved in this study have a strong impact on frequency of best practices 

for writing across AP content areas. 

Conclusions 

 

The results of this quantitative descriptive statistics analysis created a better 

understanding of the frequency of best practices for writing used in AP high school courses 

across all content areas. The best practices include engaging students with identifying 

similarities; summarizing and note taking; reinforcing effort and providing recognition; 

homework and practice; non-linguistic presentation; cooperative learning environment; setting 

objectives and providing feedback; generating and testing hypothesis; and questions, cues, and 

graphic organizers. The conclusions of this study also noted the types of best practices that are 

used across all AP content areas to help students with their writing. The participants’ responses 

were conducive to the fact that how often students write and writing across the curriculum are 

important to helping students improve upon their composition skills. The researcher had the 

expectation that students’ formal writing abilities would improve over the next few years if 

educators across all AP curriculums could implement various writing activities and best writing 

practices as a way to model the significance of formal writing. 
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Appendix A: 
 

 

 

19- Question Teacher Survey 

 

1. My gender is: 

 

2. My ethnic background is: 

 

3. Content area(s) I currently teach: 

 

4. I have completed the following degrees: 

 

5. Please select the degree major if they apply to you: 

 

6. Please select the total number of years teaching at the secondary level: 

 

7. Please write the average number of students in each of your Advanced Placement 

classes: 

8. How much formal preparation on teaching writing have you received in teacher 

education courses during college? 

9. How much formal preparation teaching writing have you received after college 

(e.g. workshops, reading books and articles, assistance from another teacher, in 

service preparation at your school and so forth)? 

10. How many Advanced Placement workshops have you attended? 

 

11. How often do you engage your students with assignments that require them to 

identify similarities? 

12. How often do you engage your students in summarizing and note  taking? 

 

13. How often do you engage your students with reinforcing effort and providing 

recognition? 

14. How often do you engage your students with homework and  practice? 
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15. How often do you engage your students with non-linguistic  representation? 

 

16. How often do you engage your students in a cooperative learning environment? 

 

17. How often do you engage your students with generating and testing hypothesis? 

 

18. How often do you engage your students with questions, cues, and advanced 

organizers? 

19. How often do you engage your students with setting objectives and providing 

feedback? 
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Appendix B 
 

Marzano’s (Nine) High-Yield Instructional Strategies 
 

By Robert J. Marzano 
 
 

Adapted from the book: Classroom Instruction that Works: Research-based Strategies for 

Increasing Student Achievement, by Robert Marzano (2001) 
 

 
High Yield 

Instructional 

Strategies 

What the Research says: How it looks in the 

Classroom: 

 

 
Identifying similarities 

and differences 

(Yields a 45 percentile gain) 

 

 
Students should 

compare, classify, and 

create metaphors, 

analogies and non- 

linguistic or graphic 

representations 

Thinking Maps, T- 

charts, Venn 

diagrams, classifying, 

analogies, cause and 

effect links, compare 

and contrast 

organizers 

 

QAR 

(Question/Answer/Relatio 

nship), sketch to stretch, 

affinity diagrams, Frayer 

model (see below) 

 

 

Summarizing and note 

taking (Yields a 34 

percentile gain 

Students should learn to 

eliminate unnecessary 

information, substitute 

some information, keep 

important information, 

write / rewrite, and 

analyze information. 

Students should be 

encouraged to put some 

information into own 

words. 

Teacher models 

summarization techniques, 

identify key concepts, 

bullets, outlines, clusters, 

narrative organizers, journal 

summaries, break down 

assignments, create simple 

reports, quick writes, 

graphic organizers, column 

notes, affinity diagrams, 

etc. 
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Reinforcing effort and 

providing recognition 

(Yields a 29 percentile 

gain) 

 
 

Teachers should reward 

based on standards of 

performance; use 

symbolic recognition 

rather than just tangible 

rewards. 

Hold high expectations, 

display finished products, 

praise students’ effort, 

encourage students to share 

ideas and express their 

thoughts, honor individual 

learning styles, conference 

individually with students, 

authentic portfolios, stress-free 

environment, high- fives, 

Spelling Bee, Constitution 

Day, School Newspaper, etc. 

 
 

Homework and 

practice (Yields a 28 

percentile gain) 

Teachers should vary the 

amount of homework 

based on student grade 

level (less at the 

elementary level, more at 

the secondary level), keep 

parent involvement in 

homework to a minimum, 

state purpose, and, if 

assigned, should be 

debriefed. 

 

Retell, recite and review 

learning for the day at home, 

reflective journals, parents are 

informed of the goals and 

objectives, grade level teams 

plan together for homework 

distribution; SLCs; teacher 

email. 

 
Nonlinguistic 

representations 

(Yields a 27 

percentile gain) 

Students should create 

graphic representations, 

models, mental pictures, 

drawings, pictographs, and 

participate in kinesthetic 

(hands-on) activities in 

order to assimilate 

knowledge. 

Visual tools and 

manipulatives, problem- 

solution organizers, spider 

webs, diagrams, concept 

maps, drawings, charts, 

thinking maps, graphic 

organizers, sketch to stretch, 

storyboards, foldables, act 

out content, make physical 

models, etc. 

 

 

Cooperative 

learning (Yields a 23 

percentile gain) 

Teachers should limit use 

of ability groups, keep 

groups small, apply 

strategy consistently and 

systematically but not 

overuse. Assign roles and 

responsibilities in groups. 

Integrate content and language 

through group engagement, 

reader’s theatre, pass the 

pencil, circle of friends, cube 

it, radio reading, shared 

reading and writing, plays, 

science projects, debates, 

jigsaw 
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Setting objectives and 

providing feedback 

(Yields a 23 percentile 

gain) 

Teachers should create 

specific but flexible 

goals, allowing some 

student choice. Teacher 

feedback should be 

corrective, timely, and 

specific to a criterion. 

Articulating and displaying 

learning goals, KWL, contract 

learning goals, etc. Teacher 

can display objectives on the 

in-focus projector and follow- 

up on the mastery of the 

objective at the end of the 

lesson. 

 
Generating and testing 

hypothesis (Yields a 23 

percentile gain) 

Students  should 

generate, explain, test 

and defend hypotheses 

using both inductive and 

deductive strategies 

through problem solving, 

history investigation, 

invention, experimental 

inquiry, and decision 

making. 

Thinking processes, 

constructivist practices, 

investigate, explore, social 

construction of knowledge, use 

of inductive and deductive 

reasoning, questioning the 

author of a book, finding 

other ways to solve same 

math problem, etc. 

 

 
Questions, cues, and 

advance organizers 

(Yields a 22 percentile gain) 

Teachers should use cues 

and questions that focus 

on what is important 

(rather than unusual), use 

ample wait time before 

accepting responses, 

eliciting inference and 

analysis. 

Advance organizers should 

focus on what is important 

and are more useful with 

information that is not well 

organized. 

 
Graphic organizers, 

provide guiding questions 

before each lesson, think 

alouds, inferencing, 

predicting, drawing 

conclusions, skim chapters 

to identify key vocabulary, 

concepts and skills, 

foldables, annotating the 

text, etc. 

 


