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ABSTRACT

The purpose of this study was to describe children's
exprrience of writing in a grade one/two classroom. I
addressed the question of what it was like to be a writer by
observing the children's writing behavior, listening to the
way they talked during their writing and to the wvay they
reflected on what they had written. I sought to understand
and describe the aspects of writing that took on
significance for the children as they wrote.

The study was carried out in a grade one/two classroom
over a five month observation period. I focussed my
attention on eight students in the class. Adult visitors
wvere often present in the classroom so0 my presence as
researcher was not experienced as an intrusion but
interpreted as another person the children could talk to
about their writing.

Several types of data were collected; field notes were
written, student/student discussions were tape recorded,
informal and formal discussions with children were tape
recorded, children's writing was photocopied. The analysis
of the data involved searching for themes and patterns and
attempting to understand the parts, their relationship to
each other, and to the whole being studiod.

The children experienced the classroom as a community

of learners. They chose partners to work with, accessing

iv



the special skills and expertise of their classmates.
Certain students vere seen as expert by others in a specific
aspect of writing whether it was punctuation, spelling,
organization or ideas. They borrowed from each other and
often made decisions in collaboration with others.

The children were also developing their own writing
knowledge as they made their own sense of each writing task,
deciding what worked best for them. In talk about their
writing, the children showed they were developing their own
framework for making a story better, for doing different
kinds of writing, for dealing with spelling and for
understanding the purpose of writing.

The f£indings reaffirmed the importance of responding to
children as experts in their own writing. When students
believe they can make critical decisions about their writing
they develop their own strategies to deal with what they
feel are the important aspects of writing. The important
aspects described by the children included spelling,
revision, organization, printing, and talk. The findings
suggest that the children were becoming aware of how they
went about their writing and of the choices they were

continually making.
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CHAPTER 1

INTRODUCTION

We need to know more about our students - know more
about the world they live in and come to terms with it.
And they tell us that language is a living energy,
something intertwined with the full context of people's

lives (Torbe, 1985, .31).

Until recently the field of writing research was
dominated by attention to the written product and the forms
of good writing. This is reflected in the summary of
writing research published by the National Council of
Teachers of English (Braddock, Lloyd-Jones and Schoer,

1963). These studies were based on the assumption that good
writing can be defined by addressing such areas as topic
sentences, outlines, word choice, and punctuation.
Accordingly, children's writing can therefore improve when
educators discover what is missing from children's writing
and improve their writing instruction by teaching the
missing skill (Applebee. 1981). The authors of Research in
Written Composition concluded that "some questions which
seem fundamental in the teaching and learning of written
composition apparently had gone almost untouched by careful
research® (p.52). Petty (1978) reminded us of a similar
conclusion reached by Lyman as early as 1929, when he stated
that current studies "measure pupil products and assume that

by so doing they are evaluating the manifold intangible



processes of the mind by which these products were attained"
(Lyman in Petty, 1978, p.73).

Petty discussed the need for new questions and new
areas to be explored, suggesting "the need to examine
(writing] behaviour and to formulate new research
hypotheses" (p.74). Recent research by Bissex (1980),
Calkins (1983), Clay (1975), Dyson (1982), Graves (1975),
and Harste, Woodward, and Burke (1984) reflects a major
change in that "the child who in the past was considered
incompetent has emerged as an active participant in the
process of becoming a writer" (Clay, 1983, p.259). The
child has become the key informant, and when a researcher
pulls up a chair alongside a student, writing research
begins.

This recent research which respects the complexity of
the classroom community and the learner hLas "revitalized"
(Dillon, 1985, p.586) and "infused language arts education”
with a "tremsndous surge of energy" (Dyson, 1986, p.l1l44)
resulting in the popularity of such teaching activities as
| jodrnal writing, child publishing, "author's chair" and
conferencing.

However, we are cautioned by both Dyson (1986) and
Dillon (1985) about the danger of identifying specific
activities as set procedures for effective teaching rather
than first of all basing our teaching on what children are

communicating about themselves as writers.



When an activity, no matter how valuable achieves a
status of its own, a respectability - be that activity
dictation, peer conferences, sharing time, free
writing, or whatever - then that activity may become
the focus of (che teacher's) attention. This focus on
activity diverts attention away from the goal (in this
case, written communicative competence) and the child
and the nature of the instructional experience
(including the interaction between and among child,
teacher, and peers) that will make that goal attainable

(Dyson, p.l41).

Teachers who are continually learning from students build a
"dynamic", "interactive" classroom with students and teacher
collaborating to develop curricula as each "work to reach
their respective goals" (Dyson, p.135-136). An
understanding of how each child experiences writing is
crucial, involving continual learning on the teacher's part.
When the diversity of children and their learning is
acknowledged, educators can no longer be satisfied with
general notions of what most children do or how most
children learn. Learning to observe and listen to student's
responses to activities are crucial skills for the effective

teacher.

Purpose of the Study

This concern about the experiences children have in
writing is of vital importance and fori- the purpose and
impetus behind this research study. The following questions
help to focus on different aspects of the child's experience
with writing:

1. How do children talk about the writing that they do?



2. What are some of their concerns as they write?

3. Do the children see their writing as changing and
evolving or is it perceived as being a fixed product?

4. VWhat seems to be important to the children as writers?
In this study I describe the experiences of children in a
grade one/two classroom as they write. I address the
question of what it is like to be a writer by observing the
children's writing behaviour, listening to the way they talk
during their writing, and to the way they reflect on what
they have written.

A stirring and thought-provoking account of a writer's
experience is communicated through Margaret Laurence's
account of Morag and her poem entitled, "The Wise Men" in
The Diviners. Evon_though the setting for the story is a
Sunday school classroom and Mrs. McKee's credentials for
teaching are based on the fact that she is the minister's
wife, Morag's experience could be true of a regular
classroom as well. This account of Morag's writing
experience acts as a window to see Morag, the writer.

Should Morag show Mrs. McKee the poen she's
brought to show her? Would Mrs. McKee laugh? No. Mrs.
. McKee isn't a laugher. Maybe.
« « « Morag slides in the door and waits. Mrs.

McKee turns. Smiles.
"You're early this morning, Morag."

Morag nods.

“Can you c'mere for a second, Mrs. McKee?
Please.”

"what is it?" Mrs. McKee walks to where Morag is
standing.

Morag hands the piece of scribbler paper to her.
The poem is copied very neatly in best writing.



The Wise Men
by Morag Gunn
VERSE ONE.
Despite the cold and wintry blast,
To Bethlehem they came at last.
And there amid the hay and straw,
The baby Jesus was what they saw.

"Why, this is just fine, Morag. I never knew you
wrote poetry." Surprised.

"Sure. I write lots. I've got more at home. And
stories. Would you --"

"The only thing,"™ Mrs. McKee says, "is that it was
a Far Eastern desert country, dear, so they wouldn't
have a wintry blast, would they?"

Morag's face -- flames of shame. She snatches the
paper back.

"Wait -- I'll fix it.

She goes into the classroom where the tables and
chairs are set out for each class. Sits down. Finds a
pencil.

Despite the desert sun's cruel ray
To Bethlehem they came that day.

No good. It wvas night.

Despite the heat of the desert (what?)
To Bethlehem they came that night.

Bright? Wwhite? Light? Might? Bite? Of course.
Bright and light. Never mind the weather.

Guided by the Star's bright light
To Bethlehem they came that night.

Good. Fine. Much better. Morag goes out and
hands the new version to Mrs McKee. Who looks at it.
One quick glance.

"Much better, dear. Now we'd better get ready for
the service. 8it with your class, dear."

The others have all come in while Morag was busy.
She has not noticed theam until this very instant.

"Whatcha' doing, Morag? Writing out 'I must not
tell a lie' four hundred times for the old bag?" Jamie
Halpern, his face giggling behind his glasses.

Morag says nothing. Crumples the page and stuffs
it in her pocket.

The singing. Carols. Morag sings loudly, loving
the carols.



« « « "I want to read you a poem today, children,”
nrlincxco says, when they are all around the table
again.

Morag's heart quits beating. Hers? She will
faint. A talented poem written by one of our menmbers,
class. The others will stare. Who'd have thought it?
0l1d Morag. Gee.

"It is by the English poet, Hilaire Belloc," Mrs.
McKee's gooey voice says, and she opens a book.

When Jesus Christ was four years old,
The angels brought him toys of gold,
Which no man ever had bought or sold.

And yet with these He would not play,
He made Him small fowl out of clay,
And blessed them till they flew away.

There is more, and some words in Latin, which Mrs.
McKee explains, but Morag isn't listening now. At
home, Morag takes off her galoshes and coat. Goes to
the stovae.

"What's that you're burning, Morag?" Prin asks,
alarmed.

"Nothing. Just nothing."

Morag goes to her room. 8its thinking. Wants to
cry, but will not, must not. 'Blessed them till they
flew avay.' Oh. How could anybody write anything that
good?

She has shown "The Wise Men" to Mrs. McKee, and
there is no way she can unshow it (Laurence, 1974,
pp.63-66).

Morag's confidence in herself as a writer was suddenly
eroded as she came face to face with "the expert's" notion
of good writing. Her feeling that she could never write
"anything that good” captures her sense of inadequacy.
Morag was not able to value her writing for the meaning it
had for her, rather, she imposed an external standard which
devalued her own purposes and thoughts.

Research must help us "see" the child and a glimpse

into Morag's classroom has allowed us to draw certain



tentative conclusions about Morag as a writer. If we could
talk to Morag and have her share her thoughts and feelings
about her writing, our understanding would be deepened.
This study was constructed to learn more about children's
writing experiences and to understand more about the
children we teach. The value of this research is to
increase "understanding, extend experience and increase our

conviction in that which is known" (Stake, 1978, p.6).

Design of the Study

I have used the ethnographic nithodoloqios of
participant ob-orvagion, interviews, and document collection
in order to express the understandings about various aspects
of the writing experience as articulated by a selected group
of children. Ethnographic research methodologies remind us
of the importance of each child's view of reality and in so
doing build a continuous awareness that each child has
important cultural knowledge that influences learning
(Smith, J.K., 1983).

My role in the classroom as participant observer
involved being in the classroom and participating to some
degree in the activities of the classroom. While the
children wrote I would find a spot to sit in close proximity
to where they were writing in order to observe or interact

with the children about what they were doing, where their



ideas came from, or what changes they were making in the

writing.

Research Schedule

This study was carried out in a grade one/two classroom
over a period of five months. I observed daily for the
first nine weeks and three times a week for the following
nine weeks.

I chose eight students as the main informants for my
study. Some considerations were that the group include
students from both grades, include boys and girls, and that
they be relatively articulate in expressing their thoughts

and feelings.

Data Collection

In this study I used a variety of techniques for data
collection. Extensive field notes were written to describe
day to day activities, behaviours, and interactions of the
whole class, small groups of children, and individual
children. Tape recordings were made of class discussions,
my formal and informal talks with students, student/student
interactions, and my discussions with the teacher.
Photocopies were made of the writing of all of the
informants in each of the working stages.

In my formal and informal interactions with the

children I responded to them as experts as they described



their thoughts and feelings about writing. The students
participated as a direct source of knowledge about how they
interpreted and approached their writing tasks.



CHAPTER 2

BACKGROUND TO THE STUDY

Literacy development has become a research focus in
recent years with "renewed interest in the first years of
life as a period of critical significance in development.
This trend points to the importance "... of regarding
children as active participants in learning - hypothesis
generators and problem solvers rather than as passive
recipients of information" (Teale & Sulzby, 1986, p.xv.).
The work of Clay (1975), Goodman (1980), and Durkin (1966)
showved that researchers could learn a great deal by
observing young children read and write before they
participate in these activities in the conventional sense.
In fact research showed that children can become readers and
writers without being taught by conventional school methods
(Bissex, 1980; Durkin, 1966; Taylor, 1983). This research
suggests that the initiative and purposeful involvement of
the child are crucial aspects of a child's literacy
development.

Durkin (1966) found that these early readers, who she
also called "paper and pencil kids", initiated their own
exploration of written language through questioning readers
in their environment. "What also became clear was the
wonderful productivity of a young child's questions -- when
they get answers." (p.26). Questions involving

10
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identification of words, spelling of words, and formation of
letters were reported.

Research shows children as young as two and three years
of age actively exploring written language. Through the
work of Dyson (1982) and Clay (1975) we can look at the
jumbled sets of squiggles and letters and find a rich
commentary on a child's learnings about print. Children
experiment, explore and test their ideas as they respond to
the print that is a purposeful part of their everyday lives.
Children learn about print as they interact with
environmental print such as labels, signs, billboards, notes
on the refrigerator and other daily print activities such as
receiving a letter from Grandma or a birthday invitation,
making a grocery list, or reading a recipe (Goodman, 1980).

Bissex' study (1980) of her son Paul's writing shows
the avareness of the purposes of print in his first
"writings®" which were notes to friends and a welcome home
banner. At five and one half years of age, before he
attended school, Paul had explored many literary forms such
as labels, cards, directions, stories, lists, signs, and
letters. Bissex also recorded Paul's questions about "how
to make sounds” as he was writing and described his intense
concentration at putting language into print.

Children are not simply observing others engaged in

literacy events and independently examining and

manipulating written language ... but the whole process

of natural literacy development hinges upon the
experience the child has in reading or writing
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activities which are mediated by literate adults, older
siblings or events in the everyday life (Teale, 1982,
p.589).

Active learners are busy confirming, redefining, and
internalizing strategies through these interactions,
allowing them to continue to make discoveries about print.
Teale, in putting forward a theory to account for children's
"natural® literacy development in preschool years, states
that literacy is first of all a social process.

The environment must provide opportunities for children
to observe written language functioning in the everyday
activities wvhich surround them and the opportunity to
participate in activities where reading and writing are
involved. The dynamics of learning to write naturally
include interactive events with adults who gauge the
child's need for support (p.364).

Teale & Sulzby (1986) have drawn certain conclusions
about literacy development based on the body of literacy
research in early childhood:

1. Literacy development begins long before children
start formal instruction. Children learn legitimate
reading and writing behaviours in the informal settings
of home and community. . . .

3. Literacy develops in real-life settings for
real-life activities in order to "get things done".
Therefore the functions of literacy are as integral a
part of learning about writing and reading during early
childhood as are the forms of literacy. . . .

S. Children learn written language through active
engagement with their world. They interact socially
with adults in writing and reading situations. They
explore print on their own and they profit from
modelling of literacy by significant adults (p.xviii).

As children involve themselves as "writers", they focus
on tasks as whole experiences with purposes and goals for
the writing playing an integral role. Through her
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examination of young children's writing samples, collected
from classrooms and from homes, Clay (1975) reached the

following conclusion:

The individual child's progress in mastering the
complexity of the writing systea seems to involve
letters, words and writing system all at the one time,
at first in approximate, specific and what seems to be
primitive ways and later with considerable skill. If
there is an acquisition sequence which can be described
for all children I have not been able to discover it in
these examples ... As the child learns to write there
is a rich intermingling of language learning across
levels ... A simplification achieved by dealing firstly
with letters then with words and finally with word
groups may be easy for teachers to understand but
children learn on all levels at once (p.19).

Dyson (1982) also showed that children have ideas and
theories about written language which they grapple with
during writing activities in the school setting. "Through
writing children may refine their understanding of the
written language system ... for it is in writing that
children confront their essential problem -- how meaning is
conveyed through and retrieved from the print."
(p.837,832). To learn then, it is not enough that the chilad
be exposed to print, but also be given the opportunity to
actively confront the "language puzzle”.
And as wvith most puszles children cannot solve it by
being given one piece at a time. Children mus: solve
it gradually differentiating its pieces and at the same
time, actively manipulating those pieces within the
context of the production ot a meaningful whole. 1In
the case of written language that whole is not a
completed picture, but a completed meaning, a message.
Through their own actions children come to realize that
the precise arrangement (writing) of the pieces

(linguistic/graphic symbols) is necessary if the whole
(the read message) is to be realized -- that is,
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children establish connections between reading, writing
and language (Dyson, 1982, p.838).

Influence of Classroom Environment

A limited number of studies have been undertaken to
explore the impact of varying language environments on
developing literacy strategies. 1In DeFord's (1981) study
three first grade classes taught by phonics, skills, and
vhole language models of reading were observed for seven
months to discover relationships between the specific
classroom literacy context and the students' reading and
writing strategies. 1In reference to writing, a high
percentage of stories from the phonics and skills class
followed this basic form:

Bill can run.

Jill can run.

Jeff can run.

I can run (DeFord, p.657).

The literature-based class produced a wvider variety ot
literacy forms, such as stories, information prose, songs,
poetry, and newspaper reports. These data show that a
particular environment, reflecting a belief about literacy
learning, influences the child's developing writing
strategies.

Harste and Burke (1980) reinforced the conclusion that
"the teaching of writing is theoretically based -- that each
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of us as teachers has a theory of how to teach writing which
strongly affects our perception and behaviour" (p.174).
Harste examined activities that were given to grade one
childrern and concluded that what the teacher believed about
the writing process strongly affected what activities were
chosen and how they were presented to the children. Harste
also questioned the validity of the language activities he
examined, which were based on the following assumptions
about written language learning:

The goal of early written language learning is an

error-free performance on basics.

Errors must be pointed out by a guiding adult as

children do not have information which they can use for

self correction.

Access to the writing process hinges on mastery of

distinctive features of print.

The students must master basic sound/symbol and letter

formation skills before they are able to write (p.171).
Many researchers (Dyson, 1983; Bissex, 1980; Clay, 1975;
Harste, Woodward, Burke, 1984) have examined the writing of
young children and have concluded that their knowledge of
written language is extensive. As writers, children are
motivated by an urge to communicate and play with complex
concepts of letters, words and sentences -- experimenting,
testing and confirming their developing understandings.
However upon examining the activities that he documented in
a specific classroom, Harste and Burke (1980) concluded that
the learner was not given opportunities to be involved as a
writer; rather it was assumed that after learning the

conventions the child would become a writer.
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A study by Florio & Clark (1982) looked at the role of
writing in a grade two/three classroom through its different
functions: writing to participate in community, writing to
know oneself and others, writing to demonstrate academic
competence, and writing to occupy free time (p.120). The
researchers concluded that writing was a part of the school
lives of these children. However, the writing most directly
concerned with academic aspects was teacher controlled and
limited in format giving students little responsibility in
the writing process. Diary writing and free time writing
were totally initiated and controlled by students =t ot
accessed by teachers. Writing that started with the
experiences of the children gave students more involvement
in the process. From Graves' study (1975) we know "that an
environment that requires lots of assigned writing inhibits
the range, content and amount of writing done by children"
(p.235). Florio and Clark (1982) conclude by saying we must
continue "to study classrooms as working social units with
needs for communication and [we must] begin to illuminate
their unanalyzed writing curricula ... and so take advantage
of the writing activities already happening and shape these
activities to help children expand their written expressive
repertoires and their beliefs about writing and its powers."
(p.129).

The influence of an informal and formal environment of

writing for seven year olds was examined by Graves (1975)
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and several conclusions were made. Informal environments
allow greater choice and show that students are
self-motivated to write. Studen“s write more in the
informal setting and in both environments unassigned

writing produces more extensive writing than assigned

writing (p.235).

Some recent research has pointed out an important
aspect of literacy even more basic than the question of
instruction, that is, "the social meaning of literacy or the
roles these abilities play in social life." (Whiteman &
Hall, 1981, p.1l4). It is not enough tc teach writing as an
abstract skill; rather the social context, or what writing
means to the ﬁscrl and hovw it is used by them, is crucial.
There are different kinds of writing in school and out of
school which serve different functions for different people.
Young children learn about the purpose and special features
of writing as they experience it going on around them, or as
it becomes the focal point of an activity mediated by an
adult. In the same way Dyson (1984) in a study of writing
in a kindergarten class, observed students "looking for
patterns in the way the written events were conducted."
(p.259). She observed that students interpreted the writing
tasks in different ways from the teacher. Despite the
varying nature of the tasks the teacher set, a student,
"Dexter”, always responded in the same way, seeing the



18

writing as "coping offa' the board" (p.245). In another
study Dyson (1985) explored the unofficial writing done in a
grade two classroom. When their "work" was done children
wrote, and their writing took many forms and functions as
"they plav ' with society's uses of print" as well as
meeting ti. social needs of the classroom (p.636). The
students filled out a dentist's prescription form, a raffle
ticket, made desk placards with name and phone number, wrote
stories to entertain friends, and wrote personal notes.

This writing involved many forms and purposes not accessed
by the official writing curriculum. 1If this writing was
tapped it might allow more children to see themselves as
writers. These studies show the significance of the
function and role of writing in the classroom and the
relationship between the writing and the writer.

What comes through in all the literacy research is the
central role of the students' own experiences and
understanding as a basis for learning (Dyson, 1982; Goodman,
1986; Harste et al, 1984).

The importance of understanding the kinds of knowledge

children are developing about reading and writing is in

the insights this understanding provides for teachers,
curriculum developers, teacher sducators and
researchers. Since children arxe¢ actively developing
their own schemata about written language, it becomes
important for those involved in teaching and curriculum
development to build on this knowledge base and to

exploit children's search for meaning through written
language (Goodman, p.13).
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In light of this research background, it is important to
listen to the voices of children talking about their

writing.

A Theoretical Framework

A theme that is common to the work of Barnes, (1975)
Britton, (1970) and Smith (1984a) is the importance of
children's engagement with the world they live in. This
begins when children become aware of their environment and
learning takes place as they strive to make personal sense
out of new knowledge and new experiences.

In my study I chose to listen to the voices of a small
group of students in a particular classroom. Not only will
this be valuable for what these specific students had to
say, but it may also reinforce a finding noted by Harste e*
al. (1984) "that the child can act as informant" providing a
tool for "professional self correcting strategy of major and

long term import" (p.xix).

Making Sense; Building cConnections

Learning as described by Barnes (;975) and Britton
(1970) has an important element of interaction between the
learner's meaning and that of the teacher "so that what they
take away is partly shared and partly unique to each of
thea" (Barnes, 1975, p.22). The learner is seen as making

sense of new knowledge by relating it to what is already
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known. Barnes refers to the work of Piaget and Bruner as
"having given us the metaphor of knowledge as a series of
systems for interpreting the world. From this point of view
learning is a matter of changing the system by which
interpretation is carried out" (p.22).

Barnes (1975) makes the distinction between school
knowledge and action knowledge. School knowledge is
"gomeone else's knowledge, not ours” (p.8l). However, if
connections are made between this new knowledge and the
child's view of the world, enabling the use of this new
knowledge in new situations, then this knowledge has become
action knowvledge.

In this context talk and writing become instrumental to
the learner to build the connections between school
knowledge and action knowledge.

We have to know not only the tasks presented to them

from the teacher's point of view but also what in their

existing view of things will have to be changed in
order to cope with the new knowledge or solve a new
problem. In one sense only the learner himself has
this information and he does not know he knows it.

That is why it is important for the learner to talk or

write or otherwise represent the problem to himself and

why his active participation is crucial (Barnes, 1975,

p.82-83).

Exploratory and collaborative talk are described as
supportive to learners, allowing active participation in
reorganizing experiences and allowing learners "to reflect
on the bases upon wvhich they are interpreting reality and

thereby change them." (Barnes, 1975, p.31).
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Britton (1970) too, speaks of the use of language as
"an organizing principle" (p.31). Through talk each person
makes sense of experience relating it to past experience and
“creating a personal context for it". (p.30). Brittc-
reminds us of the value of the child's processes of learning
that have been developing since birth. He observes that
young children are simultaneously learning to talk and
learning to make sense of the world. As reading and
writing are added children must also be enabled to use
written language to make sense of the world. This means
children must be able to practise language in real
situations and not in "dummy runs" (p.130).

They must continue to use [language] to make sense of

the world: they must practise language in the sense in

which a doctor 'practises' medicine and a lawyer

'‘practises' law and not in the sense in which a juggler
'practises' a new trick before he performs it (Britton,

p.130).

Describing the Learning Situation

The theme that pervades the work of Britton (1970) and
Barnes (1975) is that children are actively involved in
making sense out of the experiences and interactions they
are part of. They need to make connections between the new
knowledge and their past experience and make adjustments to
account for this new knowledge. Smith (1983) too describes
learning as "the brain continually updating its
understanding of the world" (p.10l). He suggests that there
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is lots out there to be learned but it takes a special
interaction between the learner and the new knowledge for
the learning moment to occur.

Smith (1984a) bases his theory of learning on the
belief that our brain is learning all the time.

Learning is not an occasional and specialized activity

which must be extrinsicallly motivated, directed and

reinforced. Rather children are vulnerable because
learning is constantly taking place without the child's
or anyone else's awvareness (p.l149).

Frank Smith (1983) addresses the three essential
components of learning through his discussion of
demonstrations, onqﬁgcnont, and sensitivity (p.102).
Learning is constant as children are continually surrounded
by demonstrations. Smith explains demonstrations as
"opportunities to see how something is done" (p.1102).
Children are learning all the time as they see people
involved in different activities, as they see different
objects being used for different purposes, and as they
observe how different objects are put together. Another
group of demonstrations are those ideas and thoughts
explored through the imagination. Through writing too,
children can "construct, manipulate, and even erase whole
worlds of experience and ideas which otherwise would never
exist for them" (Smith, 1984a, p.152). Children are
continually surrounded by demonstrations, and what is

learned is "the learner's interpretations of the
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demonstration, the way the learner makes sense of it"
(Smith, 1981, p.634).

It is not enough for a demonstration to take place.
There must be an interaction or engagement between the
demonstration and the learner. Frank Smith (1983) uses the
image of "the meshing of gears" to help us conceptualize the
idea of engagement as the learner's brain meshes with the
demonstration (p.103). At times we may be very awvare of
this engagement, for example, in our reading there may be a
specific idea, phrase, or word that we connect with.
However, at other times the learner may identify so
completely with a demonstration that there is no conscious
avareness of what specifically has been learned. Smith
calls this vicarious learning and observes that in the case
of language learning children learn without necessarily
being involved as a participant. However, as he (1984a)
notes, identity with the demonstration is crucial.

Children learn about spoken and written language by

attaching themselves as apprentices to people who are

using language as a tool to accomplish particular and
self-evident ends. . Children have to behave like
language users, to share the purpose for which the
language is being used, in order to know how the

language is used (p.150).

As the learner is surrounded by demonstrations, what
determines whether or not the learner will be engaged and
identify with the demonstration? Frank Smith (1983)
describes the third aspect of learning as sensitivity or

"the absence of the expectation that learning will not take
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place™ (p.10%). Children are born with the expectation that
they can learn and wvhen they expect learning to be
difficult, tedious, and boring that itself is learned from
demonstrations around them. Smith asserts that we must pay
close attention to the demonstrations we surround children
with at school. Do we allow them to be open to new learning
situations, confident that learning will take place?

In the context of language learning it is important
that children are surrounded by demonstrations that they
will want to be part of and expect to be able to participate
in. Smith (1984Db) assirts that when children see themselves
as belonging to the group or as "members of the club" they
will identify with the purpose and substance of the
demonstrations and expect to be able to participate.

My own research concerns have grown out of this
theoretical framework. I listened to how learners in a
particular classroom talked about the classroom writing
activities and how they talked about what they had learned.
Further, I tried to ascertain whether there was a sense of
engagement, a sense of making connections and a sense of

participation within a writing community.



CHAPTER 3

METHODROLOGY

Although writing development is talked about "in
general®, it always happens in particular. 1In the end
ve alvays teach unique children: all our students are
case studies.... Children become our teachers, showing

us how they learn (Calkins, 1983, p.7-8).

Decisions affecting research design and methodology
vere directly related to the purpose of the study and the
kinds of Questions being asked. This chapter will describe
the purpose of the study, the framework guiding the research

and the implementation of the research design.
Purpose of the Study

The purpose of this study was to describe the
experience of writing of the children in a grade one/two
classroom. I addressed the question of what it is like to
be a writer by observing the children's writing behaviour,
listening to the way they talked during their writing and to
the way they reflected on what they had written. I sought
to understand and describe the aspects of writing that have
taken on significance for the children as they wrote. An
important consideration in the methodology was that of
extensive observation in the CIGIIIOOI; I needed to be
"intimately familiar®" with the classroom setting in order to
be able to "capture" the children's experiences as they

25
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occurred, allowing me to "situate the meanings" the children
ascribed to their experiences (MacKkinnon, 1983, p.2).

Some Qquestions that guided the data collection involved
understanding the classroom context and the experience of
the children as vriters in this classroom.

1. How did the children talk about the writing that they
daia?

2. What were some of their concerns as they wrote?

3. Did they see their writing as changing and evolving or
vas it perceived as being a fixed product?

4. What seemed to be important to them as writers?

A Framework for Inquiry

I used the ethnographic methodologies of participant
observation, interviews and document collection in order to
express understandings about various aspects of writing
experience as articulated by a selected group of children.
Some of the advantages of this research methodology are
expressed by Duignan (1981) as follows:

1. It allows behaviour to be recorded as it occurs in

the natural environment:;

2. It permits the recording of "the stream of

behaviour® so that whole events are preserved;

3. It allows the routine of the job to be observed and

recorded. This routine may be the key to the

understanding. (1981, p.290).

Geertz (1973) and Wilcox (1982) both suggest that what

should be described is behaviour and meaning. The
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researcher should be concerned with the way different
people make sense out of experiences in their lives.

Qualitative researchers in education can continually be

found asking questions of the people tho¥ are learning

from to discover what they are experiencing, how they
interpret their experiences and how they themselves
structure the social world in which they live

(Psanthas, 1973, as quoted by Bogdan and Biklen, 1982,

p.31).

Frank Smith (1983) speaks of "verstehen" or
interpretive understanding as the purpose of investigation,
defining it as an "attempt to achieve a sense of meaning
that others give to their own situations" (p.l1l2).
Ethnographic research methodologies remind us of the
importance of each child's view of reality and in so doing
builds continuing awareness that each child has important
cultural knowledge that influences learning (Smith, F.,

1983).
Gaining Entry

I started the process of finding a classroom for my
study by contacting a language arts consultant and
requesting the names of grade one or grade two toachofl wﬂo
had an active writing program in their classroom. After
meeting with several teachers, I selected a classroom for nmy
study. I had previously spent some time observing in this
classroom as part of a university project and welcomed the
opportunity to focus on another area in this classroom. The

teacher, Toni, expressed a personal interest in and a



knovledge of recent research in early literacy development
and felt that my interactions with the students about their
writing would be of benefit to the children involved. She
felt it would give them another audience for their writing,
providing additional opportunity to articulate what they
were doing as they wrote, and encouraging their development
as writers. Other adults in addition to the teacher were
often present in the classroom. Toni encouraged the
participation of "program support persons” in her classroonm,
that is, people who "feel comfortable helping all the
children and wvho are willing to observe, follow and
intuitively predict class learning standards remembering
that the child's needs come first."

I expressed my interest in being able to visit her
classroom over a three month period to observe how writing
takes place and to interact with students informally and
formally about how they interpret and approach their writing
tasks. Because Toni felt my researcher role would benefit
her students, she agreed to this commitment.

After being granted Toni's permission I met with the
principal to explain my study and requested his consent.
This was readily granted with the added comment that I would
enjoy the experience of being in this classroom. Shortly
afterwards I received permission from the School Board to
begin my study. A letter requesting permission of
participation was sent to parents of the selected children
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wvith a cover letter written by Toni explaining my study and
role in the classroom as well as her support of this
research project.

Hammersley and Atkinson (1983) state that "access is
not simply a matter of physical presence or absence [and
that] it is far more than a matter of the granting or
withholding of permission for research to be conducted"
(p.56). I felt that from the beginning of my observations
in the classroom, the children and teacher went about their
business as they always had. I did not feel that my
presence in the classroom affected their behaviour. In my
first few days in the classroom as I sat with the children
on the rug during whole class discussions or joined a group
at a table while they were writing, the children accepted my
presence as normal. A few children asked me whose mom I
vas. I explained that I wasn't anyone's mom and that I
would be in their classroom for a while because I wanted to
learn what it was like for them to write. As I talked to
students individually I explained my interest in
understanding how they went about their writing. The
children seemed to respond to this interest as being
reasonable and legitimate. The lonqor-I was in the
classroom the more I realized that in conferences or class
discussions Toni would also encourage the children to talk
about how they were going about writing, so that the
questions I asked the children were not foreign or outside
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of their experience. At times certain children were curious
about what I was writing while I was sitting with them on
the rug or at a table. I explained that I wanted to write
down the things that they were telling me so that I could
remember thenm.

Taking a Role

I was awvare that from my very first day in the
classroom my actions and interactions would define my role
in the classroom. Wilson (1977) states this very clearly:

The ethnographer (researcher) is sensitive to the way
he enters a setting and carefully establishes a role
that facilitates the collection of information. He
must make decisions about how involved he will become
in community activities because he knows his activities
will influence the way in which people react to him
(Gold, 1958 in wWilson p. 254).

My position in the classroom was one of a participant
observer. Research literature suggests many definitions for
the term. McCall and Simmons (1969) describe participant
observation as follows:

(It] involves some amount of genuine social interaction

in the field with the subjects of the study, some

direct observation of relevant events, some formal and

a great deal of informal interviewing, some systematic

counting, some collection of documents and artifacts
and open-endedness in the direction the study takes

(p.1).
Spradley (1980) contrasts the role of participant observer
with that of the "ordinary participant". He explains that
"the participant observer comes to a social situation with
two purposes. One, to engage in activities appropriate to
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the situation and two, to observe the activities, people,
and physical aspects of the situation" while "the ordinary
participant comes...with only one purpose, to engage in the
appropriate activities®™ (p.54).

The elements common to these definitions involve being
in the setting, participating to some degree in the
activities of that setting, and observing behaviours,
allowing the researcher to gain some understanding of the
informants' "view of reality" (Agar, 1980, p.ll4). It is
important for the researcher to establish the extent of
participation in the setting. This can range from complete
identification with the participants in the setting to a
more passive role with limited involvenment.

I found that my role as participant observer evolved as
my understanding of the classroom grew. At first I was
hesitant about noticably involving myself. For example, even
though I was physically present at a table with a group of
students, I was hesitant to participate actively for fear of
the children responding to me as another tcachcr, someone
monitoring their actions and behaviour. However, I soon
discovered that the children did not expect me to solve
their problems, spell words for them, or "rescue" thenm.

Even vhen I wvas sitting with the :»iudents around a table
they continued to direct their questions to each other. 1In
the following example, Bruce asked David for help with

respelling.
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Bruce: I need help with respelling.

David: Wwhat's that? (pointing to a word spelled yers)
Bruce: Years.

David: I know. (he gets up and walks over to the
blackboard where he finds the word) You forgot the
"a®,
This discussion continued as David and Bruce read through
the whole story. With other words, they went to the
dictionary to check the spelling. I soon realized that the
students' independence and the way adults and children
interacted in this classroom allowved me to freely
participate and interact without interfering with my role as
observer.

In daily interactions with the students, Toni never
"rescued” a child but often directed them to peers or other
resources, encouraging them to be independent |
responsible learners. Other adultr visitors were expected to
reinforce this direction. Below are some of the specific
expectations that Toni had posted for all adults acting as
"Program Support Persons". These expectations reflect the
wvay adults and children interacted in the classroom.

You are acting as Program Support Person

1. Who is willing to observe, follow and intuitively

predict class learning standards. (Remember whose and

wvhich needs come first.)
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Eg.- Do not spell correctly for a child when they do
not know letters and sounds while trying to write. But
help them to sound out, identify and print only

important letters. (lrn for learn).

Eg. -Do not rescue a child, but direct them to peers or
materials that will help them to become more
independent and responsible learners. (dictionaries,
alphabet line, another child...)

Eg. Expand children's language and thinking by asking
them to explain to you the why and how. ("Who do you
think can help you with this?"; "I don't understand
what you mean by this idea? Can you give me more
detail?")

2. Who can support the child's needs based upon values
that will promote independence, risk-taking, and
responsibility within this class context.

3. Who feels comfortable taking directions from the
children, observing the teacher, asking minimal
questions, or does not need to be "doing" or
"rescuing®.

4. Who can be flexible and responsive to our class
needs, changes and expectations (We do not always do
what we plan.)

5. Who can after reading all this, float and learn
with us, knowing that there are difficult and joyous

times in this process.
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I was very comfortable with my role as participant
observer since it was totally compatible with the kind of
adult/child interaction that occurred in the classroom on a
daily basis.

My role sometimes took on an observing stance and at
other times I would interact actively with the children,
asking questions related to their writing. During the whole
class sharing or discussion time related to writing I sat
with the students on the rug but did not participate in the
discussions. I took on the observer role, usually sitting
near the back with my tape recorder and notebook to record
and tape pertinent conversation or actions. After the
discussion time the children's writing time started and they
would find a spot to sit at any of the seven tables, on the
rug, or at the table in the cloak-room. I would find a spot
to sit at any of the tables or on the rug among the children
and observe or interact with individual children about what
they were doing, where their ideas came from or what changes
they were making in the writing. Sometimes I would join a
particular group. I was continually alert to occasions when
students voiced what they were doing and thinking as well as
to their behaviour while they wrote. The children were
allowed to move freely around the classroom to find a place
to work, to find someone to talk to, or to get whatever

resources they needed. My movements around the classroom
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and ongoing talk with the children was quite unobtrusive and

part of the natural flow of events in the room.
Research Schedule

November 10, 1986 was the date of my first classroom
visit. I observed daily for the following nine weeks until
the end of January unless other events were scheduled, such
as a special projects afternoon, winter activities day, or
Christmas program practise. I felt the daily visits were
important for providing the opportunity to talk with
students while they were working on all stages of the
writing. Since writing was a part of most of the daily
activities, I usually observed for about half of the morning
and all of the afternoon. The fluid organization of the day
and the amount of time in the day in which students were
writing allowved me frequent opportunity for interaction with
the children.

After the end of January I continued visiting the class
for the next ten weeks approximately three times a week. I
would ask the teacher what her writing plans were and plan
my visits on the basis of that information.

Curing the first three weeks I was observing the class
as a wvhole as well as starting to get to know individual
students. Toget..er with the teacher, I chose eight students
to focus my observations on. Some considerations made were

that they be from both grades, include boys and girls, and
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that they be relatively articulate in expressing their
thoughts and feelings.

Most of my classroom observations and interactions were
centered on these eight students. However, because of the
nature of the class, there were interactions with other
students as well. These interactions have been included

when they contribute significantly to the study.
Data Collection

In this study I used a variety of techniques for data
collection. Extensive field notes were collected to log the
day to day activities, behaviours, and interactions of the
whole class, small groups of children, and of individual
children. Tape recordings were made of class discussions,
ry formal and informal talks with students, student/student
interactions, teacher/student writing conferences, and my
discussions with the teacher. I made photocopies of all the
writing in each of the working stages for all of the
informants. When possible I made photocopies of other
writing that was passed between the children such as notes
and letters. The children's own writing describing how they
learned to write was also collected.

Guba (1981) states that a variety of data sources
are necessary to "cross-check data and interpretations"
(p.85). West (1977) describes the importance of
triangulation in more detail:
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The best strategies of control seem to be various
triangulations of data. Conscious searches for
negative or modifying data, data from different
sources, data collected under different circumstances
(in groups and with single informant/respondents,
solicited or unsolicited by the ressarcher, by verbal
report or observation (p.68).

Field Notes

The researcher's field notes are a detailed record of
observations providing what Geertz (1975) has described as
"thick description®. Hammersley and Atkinson (1983)
describe the aim of field notes:

Field notes consist of relatively concrete descriptions

of social processes and their contexts. The aim is to

capture these in their integrity, noting their various
features and properties, though clearly what is

recorded will depend on some general sense of what is
relevant to the foreshadowed problems of the research

(p.145).

My field notes were a log of the classroom activities
and specifically a description of the activities the key
participants were involved in. 1Ideally field notes are
written "during actual participant observation" (Hammersley
and Atkinson, 1983, p.146). Most of the time I was able to
write on the spot. If there was a lot to record or if I
wanted to avoid being so caught up in recording that I
couldn't observe or listen, I would write abbreviated notes
that I could flesh out immediatley following the session.
The children rarely questioned what I was writing. On the
occasions that a student did ask me what I wvas writing I

would explain that I wanted to record the ideas people were
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sharing with me so I would be able to remember them. On a
few occasions someone asked me to read what I had just
written down and I was happy to comply.

Extensive tape-recording complemented my field notes.

I tape-recorded as much of the children's talk about writing
as I could since I found it too disruptive to write
extensively wvhile talking with students. I also found that
I wasn't able to get a complete transcript of a discussion
or conversation without recording because I just couldn't
write fast enough.

I 4id find it difficult to place a tape recorder on a
table and record a whole writing session. The tape recorder
would easily become cov red with books or papers, students
would be talking and move out of the direct range of the
microphone, or the interference from background noises would
make the tape too difficult to transcribe. Rather than just
leaving the recorder somewhere for the whole period, I would
lay it down vherever there was a conversation I wanted to
record. Once in a while a student would pick it up and
perform by speaking loudly into the microphone. However the
tapo recorder was alvays lying about somewhere and the
children vere often not aware when it was on or off. At
certain times wvhen I would reach over to turn the recorder
off they would ask in a surprised voice, "Were you
recording?” These recordings of children's talk are a very

important part of my field notes.
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Intervievs

Formal and informal interviews with students wvere a
valuable data source for this study. Kvale (1984) explains
that the qualitative research interview "gathers
descriptions of the life-world of the interviewee".

Here ordinary people are able to describe their own

life-world, their opinions and acts, in their own

words. In contrast to multiple-choice questionnaires
with questions and answers already formulated by
experts, the interview makes it possible for the
subjects to organize their own descriptions emphasizing

what they themselves find important (p.173).

Spradley (1979) speaks of the value of descriptive
questions "that seek the relationships among entities that
are conceptually meaningful to the people under
investigation® (p.84). Descriptive questions are broad and
general, encouraging the informants to talk about an
experience using their own categories and bringing in their
own emphases. I tried to do this as much as possible by
asking such questions as, "Tell me all about this piece of
writing”; "wWhat's it like to have a good writing time?";
"What's it like writing today?" or "Could you tell me about
the writing you do at school?”. At times these questions
wvere successful and at other times I needed to expand the
question so that it would have meaning for the children. I
found that having the children talk about a specific piece
of writing they were working on or had just completed was

more effective than broad general questions that didn't have
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a context. Sometimes if a new aspect about writing surfaced
in an interview with one student I would ask questions about
that area with another.

Through my interviews with the children both formally
and informally I responded to them as the experts as they
described their thoughts and feelings about writing. I
consciously tried to communicate to them that I wanted to
learn from them, that I needed to know what they were
thinking because I didn't know what writing was like for
thea. I assumed the stance as Spradley (1979) describes:

I want to understand the world from your point of view.

I want to know what you know in the way you know it. I

wvant to understand the meaning of your experience, to

walk in your shoes, to feel things as you feel them, to
explain things as you explain them. Will you become my

teacher and help me understand? (p.34).

The students participated as a direct source of knowledge
about how they interpreted and approached their writing
tasks.

My informal talks and discussions with the teacher were
also invaluable in understanding her pedagogy and the

dynamics of the classroom.

Use of Documents

I made photocopies of all the writing the focus
students did including all the stages from the first copy to
the final good copy. I also had access to each students'
cumulative writing folder. All the writing since September



41

was kept in this folder and was not taken home until the end
of the school year. This enabled me to refer back to any of
the writing as necessary. PFor the children who were in
grade two, I collected a piece of writing, written at the
end of grade one, which described how they learned to write.

Analysis of the Data

Just as Guthrie (1985) states, I found that my "“initial
open-minded observation" in the classroom gradually became
more focussed on specific events or aspects of the
childron'i descriptions of the experience of writing (p.20).
As a result of the on-going analysis of my observations and
what the children were saying, I gradually moved to more
specific areas of focus in the latter part of my study. As
Guthrie (1983) experienced, "These areas appeared to be
significant and thus appropriate for further observation"
(p-20). The on-going analysis took the form of pausing to
re-read field notes and interview data as well as relevant
literature from other research settings and deciding what
areas needed to be deepened, what new questions should be
asked, or what inconsistencies needed to be pursued.
Spradley (1980) describes this cyclical pattern of research
as the ethnographic research cycle. The researcher asks
ethnographic questions, collects ehtnographic data, makes an
ethnographic record, analyzes ethnographic data to direct
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the researcher to ask new ethnographic que<tions and start
the research cycle over again (p.29).

Both Spradley (1980) and McCutcheon (1981) describe
analysis as searching for patterns. When forming patterns
McCutcheon (1981) describes the researcher as "considering
the interdependence of different pieces of the whole being
studied (p.6). She describes the significance of these
patterns.

It is by] constructive patterns about what transpires
n the classroom (that] discrete actions are given
coherence, form and meanii< : they do not remain randonm,
isolated acts. The specitics - discrete actions or
phencmena - and patterns have a reciprocal
relationship, for the spec . ’ics are understood in light
of their affiliation to “- ' specifics and the
tterns, and the pattern . corroborated and
lluminated by citing the specifics (p.6).
It is the understanding of the parts, their relationship to
each other and to the whole that directs the analysis of the
data. In this study I have come to understand the different
aspects of the children's writing experience, the
relationships between them and an understanding of the
whole, that is, "what it is like to be a writer in this
specific classroom”.

As the children shared their thoughts and explained how
they went about their writing, they revealed what wvas
important to thea in their writing. Certain aspects of
their writing experience surfaced again and again. These
became the themes that describe the children's perception of

writing in this particular classroom. As the children
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talked about their writing they showed an awareness of how
they went about their writing; they demonstrated many views
on revision and the role it played; they developed their own
categories to distinguish between different kinds of
writing; they remembered their experiences about learning
how to write:; and they shared their thoughts on how talking

and sharing were instrumental to their writing.
Limitations of the Study

The findings of studies using participant observation
methods are not generalizable across all-teaching situations
(Bellack, 198l1). Guba (1981) states that generalizations
defined in the rationalistic sense as "truth statements that
are context free - that hold in any context . . . are not
possible [(in naturalistic research] because phenomena are
intimately tied to the times and the contexts in which they
are found® (p.10). Rather than use the tem
generalizability, Guba (1981) suggests the importance of
"transferability”. I have tried to embed my understandings
in what Geertz (1975) has coined "thick description®,
connecting them to a context, because transferability from
one context to another depends on “tho‘dogrco of similarity
(fittingness) between two contexts" (Guba, 1981, p.ll).
Bellack (1981) states that the value of this research is not
first of all in providing rules for classroom practise but

that these descriptive accounts "provide teachers with
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"intellectual instrumentalities" (Dewey's term) to guide
them in observations and interpretations of events in their
own classroom" (p.69). Calkins (1983) reminds us of the
importance of listening to the voice of each child and
understanding the pathways each child follows. 1In her case
study of one child, Susie, Calkins states that "although
writing development is talked about 'in general' it always
happens 'in particular'" and that her study of Susie "is

representative of all children in that she too is unique”

(p-7).



CHAPTER 4
DESCRIPTION OF THE RESEARCH SETTING

A child centred classroom is carefully planned and
organized by the teacher but the curriculum is
negotiated and enacted by everyone. The soul of the
enactment is the dialogues in which teachers and
children inform, err, question, correct, self correct,
think out loud, repeat, make sense - in other words,
develop together (Genishi, McCarrier, Ryan Nussbaunm,

1988, p.190).
Description of the School Program

The grade one/two classroom in which I did this study
is part of a Kindergarten-six alternative program within a
large city public school system. The schooi attracted
families from various .ociotoconanic levels and from various
parts of the city. The program's educational philosophy is
summarized in a promotional pamphlet as follows:

[The program] encourages the traditional three R's plus

its own three R's:

Risking to learn, teach, try, and excel;

Responsibility for one's own learning:

Relating to people and to the environment.

Parents are actively involved in their child's
education and this participation is basic to the program
philosophy, which considers the children, teachers, and
parents as integral parts of the total school community.

Parents are expe.ted to volunteer their services for

45
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approximately four hours a month. They can be involved in
various activities such as serving on the Parent Advisory
Committee, helping or being the library representative.
The pamphlet describes the learning environment that is
promoted in this program as follows:
The learning environment is holistic in nature. The
curriculum skills and concepts are integrated into
meaningful themes. The students work in a variety of
groupings on projects that demand active participation,
accountability, and sharing. There is an emphasis on
being responsive and developing independence. This is
accomplished by giving the children choices within a
framewvork established by the teacher.
The holistic approach is based on the reading and
writing process. Literature and content books are
chosen by the students, who are encouraged to share
their reading through diaries, group diacussions,
displays, and oral and written presentations. Language
is used as a tool to learn the content subjects, such
as science or mathematics, with lanquage integrated
into theme projects and activities.
There is personalized evaluation where each student's
learning is acknowledged. Teachers monitor the
student's growth with many anecdotal notes. 1In
addition, the upper classes receive achievement grades

for projects.
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Description of the Classroom

Each day as I entered the classroom I met one of two
scenes. Either the children were sitting on the rug
listening to each other and discussing a topic with their
teacher and fellow classmates, or they were busy on their
own or in small groups seated throughout the classroom. The
classroom was divided into several areas by brightly painted
low bookshelves and units with cubicles for the storage of
learning materials as well as students' books, papers, and
personal possessions. Tables of various sizes were placed
throughout the classroom for students to sit at. The
carpeted corner of the room was always used for whole class
discussions and sharing, and at other times children would
also sit here to read or write or talk. A separate
cloakroom space along one side of the classroom had been
converted to classroom space and there were uzually students
wvho had chosen this more private space at the table or on
the floor, alone, or in a group of two or three.

Students vere free to choose who they wanted to work
with and where they wanted to sit. It was not unusual to
see two students sitting at a table looking at a book
together, children wandering over to find someone to help
them look up a word in the dictionary, a child seated at a
table with the teacher talking about a piece of writing and
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a student going around asking classmates for ideas about
what to write, all at the same tinme.

The children were responsible for getting their own
materials and for clearing the tables and other work areas
at the end of the day. All the learning materials and
resources were stored in specific locations accessible to
the students. Dictionaries were stored on the bookshelves
along one wall of the classroom. There were lots of books,
both fiction and non-fiction, in the classroom. A permanent
collection of fiction books of various reading levels was
stored in a bookshelf unit. A whole collection of library
books, both fiction and non-fiction, were brought into the
classroom as resources related to the topic being discussed
such as magnets, native studies, and animals. The children
used the books as resources not only for print knowledge but
also for the information that they gleaned from the
illustrations. A small stand with four shelves held all the
different kinds of paper the children could use. Another
stand easily accessible to all held daily-used supplies such
as pencils, erasers, crayons, stapler, scissors, glue,
rulers, scotch tape, masking tape, and paperclips.

The wvalls were covered with an assortment of posters
and children's writing. The long bulletin board covering
one wall, the bulletin board outside the classroom, and the
available space between the windows were all used to display

the children's writing. As new pieces of writing were
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completed they would be posted and others taken down to be
put into each child's own writing folder. These were some
of the headings that were posted with the class writing:
1. How would you describe your past?
2. What objects are attracted to magnets?
3. What do you find funny in some of the books you like?
4. What are some of our group ideas for our questionnaire?
Other writing such as children's letters and pictures
were posted above and around the teacher's desk. The back
of a cubicle unit had been covered with construction paper
and stories were posted there; stories such as Jessica's
holiday story, Mark's photostory ahout his trip to Nakusp,
and Joel's story about his family.
A small bulletin board in the entrance of the classroom
was used to communicate information to parents including
relevant journal articles on beginning literacy development

and class newsletters.
Daily Schedule and an Introduction to the Language Arts

Each day followved a flexible routine with physical
education, music, and library time being the only fixed
scheduled periods. Every morning the class started the day
by meeting on the rug to read the letter written on the
blackboard and to discuss that day's activities.
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I have included two sample letters written by the
teacher to the class that reflect the daily flow of
activities.

Dear Sweethearts,

Today is Wednesday, November 19, 1986.

We will begin by visiting the library. Then the
writers who need to finish their letters will have
time. The rest of us can read or write. Then we will
package our letters and questionnaires to take home.

There will be time for magnet researching and the
writing of ideas. Each group will have a chance to
share one experiment they find exciting to others. I
enjoy your research ideas.

In the afternoon we will continue with our routine
and responsibility reports., It is fascinating to see
the differences each rerson's report includes. This
could be because each writer is writing their own
thoughts and trying to be original.

Love,

Toni and Paula

Dear Sweethearts,

Today is Friday, January 9, 1987.

We will visit the gym first. Let's take a vote on
vhether to do movements, gymnastics or bal} .ork.

Remember during reading time if you want to work on a
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project, let me know and start on it right away. 1In
Math, group A will begin a new game called "bop".
Group E is to have boardwork and have exploration.

In the afternoon we will continue with future story
writing. If you feel you need more ideas or your work
is complete, perhaps you can share it with the group.
Please continue your thinking and writing. Also think
about respelling.

Love,

Toni and Paula

The school day was broken up into large blocks of time
and each of these units followed a predictable pattern for
the children. Reading time, research with magnets, writing
time, etc. followed a similar pattern from day to day
developing the previous day's learnings a little further.
Independent reading, writing or research time was
interspersed with vhole group time to further the children's
learning. Groups or individuals shared what they were
doing, deepening their own understanding through the
questions and discussions as well as introducing new
possibilities to the group.

During reading time the children knew they would be
able to find a book of their choice to read and find a place
to sit, sometimes reading together with a partner, sometimes

alone. If any of the children wanted to work on a project
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of their choice they could also pursue this during reading
time. At times a small group met for a discussion on a
certain topic such as humour in a book they had read. After
talking about the topic with each other they each wrote
about the humour in a book they had read and shared this
writing with the class.

The writing block had its own rhythm of writing,
reading books, discussing with partners, discussing
different aspects of the topic with the whole class, and
sharing stories with teacher and classmates. The whole
class discussions served to explore the many dimensions of a
topic and to develop the various possibilities open to the
children. For example, a class meeting to develop the topic
of the future was introduced this way by Toni:

Think about yourself as an adult or someone who is

already an elderly person which means you've lived for

many, many years. Think about where you might be. You
might still be living in Edmonton, maybe by then there
will be people living on the moon, maybe you'll be
living in another country like England or Egypt. Think
about yourself in the future.

Following this introduction which presents various ways
the children can branch out in their thinking of the future,
several children shared the ideas they had been thinking
about for their future. The following day when the 'future

writing' was continued the children met together to
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brainstorm about the kinds of ideas that would be

interesting to include in their writing. It was stated this

way.

As a writer and as an audience that listens to other's
writing, what are important parts you would like to
include or hear about in other people's writing.

The following suggestions were shared and made into a

list on the blackboard which the students could refer to

while writing.

Some people could have a job they're doing.

They could say what age they're going to be.

Make it funny, even if you make it up a little.

If it's something you're learning right now you can
choose to do it, like my dad's teaching me to be a rock
climber.

Maybe you'll be real good at something when you grow up
and you could tell about that.

Additional ideas for their 'future writing' project

were also shared before everyone went back to their writing.

On subsequent days some children chose to read their piece

of writing to the class asking the class for a specific

response.

The reason I wvanted to share wvas cause I thought I was
complete and I want to get your ideas.
I wanted to share all my ideas I had on nmy paper.
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The interaction with the class about possibilities and
ideas was continuous through each piece of writing.
Interaction between individual children and between teacher
and child also occurred spontaneously and regularly while

the children wrote.
Introduction to the Students

The class in which I did this study was a grade one/two
class of twenty-one students. The stucdents in this
Classroom generally came from homes where the parents vere
concerned about their child's education and had chosen to
place their child in this program because they valued the
kind of learning encouraged by the program. Many parents
assisted in the classroom during the months I spent in the
classroom. In my daily interactions with the students I
focussed my attention on the following eight students,
although as these students interacted with others the data

includes comments from other students in the class.

Sarxa

Sara was a grade one student. She showed a positive
open attitude to others. Sometimes she worked with others
but just as often she was working on her own. 1In her
reading, Sara was developing a phonetic sense and used

context to re-affirm her sounding out attempts. She shared



her work with others and often related her personal

experiences to the topic at hand.

Jessica

Jessica vas a grade one student who, according to Toni,
began the year as a cautious, observant and non-committal
child. She had a strong personality and in her planning of
work and in her relationship to others she seemed to know
what she wanted to do and how she wanted to do it. She
worked hard to be an independent reader and used sound

clues, context clues, and meaning clues.

Ryan

Ryan was a grade two student wvho was often seen
writing, talking and sharing with two other friends, Michael
and Jeremy. Ryan vas a quiet student who didn't draw
attention to himself yet showed confidence in himself and
his place in the class. During class discussions Ryan often
verbalized his thoughts and feelings about the subject being
discussed. He showed a willingness to help and support

others.

Brendan

Brendan vas in grade one. He vas eager to be invclved
and was recognized for his contributions. He worked hard to

develop his own learning strategies. 1In his reading, he



predicted a word by the first letter sound and often didn't
check the rest of the letters. He also based his
predictions on the context. 1In his writing he attempted to
write some of the sounds of the word and relied on the

remenbered meanings to be able to re-read it.

¥endy

Wendy was a grade two student often found seated at a
table wvith some grade one students. Wendy needed to be
encouraged to take initiative and responsibility. She
actively participated in group discussions and shared her
thoughts and feelings. At times Wendy was very willing to
talk to me about her writing and she spoke with confidence
and authority. At other times she had no desire to explain
what she was doing.

Haley

Haley was a grade one student. She was bubbly and
cheerful and in conversations about her writing she would
often make her own meaning leaps and talk about her baby
brother, her pet dog, and going camping all in one breath.
She often preferred to work on her own rather than in a
group. She wvas becoming more and more confident and
starting to take more learning risks. She was a

word-by-wvord reader but was becoming more aware of sentence
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reading. When writing she listened for vowels and the order

of letters.

Steven

Steven was in grade two. He was confident in his
ability to learn and was an active contributor in
discussions. Steven was an independent worker. Although he
liked to socialize, he would often act as the conscience of
the group to remind others of the task at hand. He felt
confident about his reading and writing skills.

Michael

Michael wvas a grade two student. He wvas a pleasant
fun-loving student who enjoyed socializing with his peers.
He was not alwvays consistent in his effort and involvement
and needed a lot of reinforcement to join in discussions as
both active listener and contributor. When he did join ii.,
Michael could take an idea and elaborate on it.

View of Learning / Role of Writing

A description of the language arts program can begin
with a description of procedures and what the children
typically did during that part of the school day. However,
further exploration is necessary to understand the view of

learning that was practised in this classroom. The reading



58

and writing activities were not ends in themselves but acted
as a foundation for the learning that wert on.

Toni, the teacher, was in her sixth year as
teacher-learner ot young children. She de - 'bed the
importance of writing in her classroom a: ..@ base for
exploring thought, for playing with language, for making
your knowledge public so you can work around it, change it,
add on to it, make it really complete but knowing that next
year you could express it entirely different". Writing
becomes a wvay of bridging thought and language, making
thoughts more tangible, more concrete and giving the child a
better sense of control. At the same time that the child is
involved in expressing thoughts and ideas, the mechanics
involved in communication are gradually being mastered as
the child becomes aware of the place of conventions such as
spelling, punctuation, and grammar. As Toni read the
children's writing she got many clues to indicate what they
were thinking, what their thought patterns were, who needed
further exploration with a topic, and for whom conventions
vere getting in the way of communication.

Writing was part of all the learning that went on in
this classroom whether it was to describe a magnet
experiment, pose questions to their parents about their
childhood, discuss changes for the natives in Alberta, or
imagine what their future might be like. Toni described

writing, thinking, and learning as being all bound up
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together. As children grew more confident with the
mechanics of writing they were encouraged to continue to
take ownership of their ideas, and to dig deeper to develop
and strengthen their thoughts. Toni believed that when the
children started to do this they became aware of
possibilities, "playing around"” with their ideas just as
they "played around” with math materials. It meant that
students had a lot of choice in how they responded to a
topic, in what they would choose to write, and how they
would write it. Toni shared her thoughts as she came to the
realization of the importance of the children's own
expression in their writing.
I remember the first time I began to realize kids were
ansvering their topic so differently from each other
and from what I had expected. I had an anxiety attack,
I didn't know what to do about it and then I thought,
well let them go cause they're all interested in what
they're doing and feeling quite successful. Don't stop
them, don't be so silly. 1It's your nssd, not their
need you're trying to meet right now. It really helps
me realize that's how kids learn about their own
expression, their own thoughts, choosing what they want
to portray.
Toni stated that she most often determined the topic,
but how the children responded to the topic and purpose was

their choice. In one-to-one interactions with the children
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and through class discussions she modelled different ways to
think about the topic, discussed ways that could be used to
get into their writing. 1In this way the children became
awvare of choices and developed their reflective ability.
They became more aware not only of what they were doing but
how they were doing it. Toni stated that children's
reflections on how they went about their writing and their
discussions of alternate possibilities were important parts
of the writing process. Toni felt that before the children
were able to elaborate on a topic and develop it in their
writing they needed to be able to think and reflect about
it. If they couldn't verbalize their ideas when they were
talking in conferences or discussions it would be hard for
them to write about them. The discussion and talking stage
was important to help the children develop their thoughts in
various directions.

I've included a portior. of a letter sent to the parents
that described the learning environment that Toni worked
hard to achieve.

There are many special moments in a class of twenty-six

students. Many of these moments are created when the

children learn how to work with a partner cr in a small
group on a writing project. They begin to learn and
teach with a peer and take more risks with sounding out
or with sharing of personal ideas. They especially

learn to listen to a peer and to make their ideas



listened to. When they work with peers to create,
consolidate and present a project this especially
reinforces the process of teaching what you know and

learning new knowledge.

6l



CHAPTER 5
PRESENTATION AND DISCUSSION OF THE DATA

We simply compose from the subjective fragmentary chaos
a realized objective cosmos, from disorder to order,
from hunches to sentences. We find the words that lift
the thought up into the light, that fit it, like the
shell of a snail, embodying it, giving it form and
being. Again, only on paper, by writing and rewriting,
can we get the fit, make the thought visible, bring it
into some kind of nonsubjective being where it will
bear inspection both from ourselves and others. In
short, we discover it fully for the first time (Baker,
1983, p.227).

The Children's Experience of Writing

As the children shared their thoughts and explained how
they went about their writing, they revealed what was
important to them in their writing. Certain aspects of
their writing experience surfaced again and again. These
became the themes that describe the children's perception of
writing in this particular classroom. As the children
talked about their writing they showed an awareness of how
they went about their writing; they demonstrated many views
on revision and the role it played; they developed their own
categories to distinguish between different kinds of
writing; they remembered their experiences about learning
how to write:; and thoy'lharcd their thoughts on how talking
and sharing were instrumental to their writing. All of
these are complex issues for any writer to be involved in.

The data underscores the importance of understanding the
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perceptions of the children we teach, no matter what age

they are.

Childien's Self-Awareness as Writers

As I talked to the children while they wrote or in a
more formal way through interviews, they expressed a
developing awareness of how they went about writing and how
they experienced what writing is for them. Not all the
children were able to make generalizations about their
writing experiences; some found it easier to talk
specifically about the piece of writing they were working on
at that time.

I approached Ryan tentatively. He was involved in his
writing even though his pencil was not moving. He was
looking ahead staring at nothing in particular with a look
of concentration on his face. After some minutes he got up
and walked over to a classmate and asked him what he was
doing. When he came back I decided to speak to him. He
said that he was struggling with the idea he wanted to write
down next and he shared his thoughts with me.

Ryan: Sometimes I can write it so easy and sometimes I
can't put it into words and then I try to think of --
£ind a word to write the idea down.... If I get
frustrated it gets really hard and then I try to get
that word, like my idea, dJdown.
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R: Do you think about a certai. way to write that idea
down?

Ryan: Yah, or if I can't put that word in or it will make
it like, if I can't f£it this one word in and I have to
put that one word in so it's saying that one word in a
different way, like say, I would have to say try for
why.

R: What do you mean saying that one word in a different
way?

Ryan: Like saying "why" in a different way like by saying
"how come".

R: So sometimes you want to find a different way cof
saying something?

Ryan: Yah, to make it more interesting.

Even though Ryan was not particularly articulate he was
sharing his frustration with not being able to always find
the right words to express what it was he wanted to
communicate. He realized that choice of words was an
important aspect of making his story more interesting.

Ryan talked about different kinds of writing days.
"Most days I can write my normal way and so I'm really happy
with that."” When he wrote in "his normal way" he meant the
following:

Writing the way I want to, finding ideas, writing fast,

not being tired, not being frustrated, writing ideas

down the way I usually do.
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(On other days] I just am tired, I keep starting over,

talking a lot, being lazy, not being able to write as

good as I could and I wouldn't get as much ideas.

Ryan's experience with writing enabled him to begin to
express how he went about writing and he was beginning to
identify a personal rhythm in the writing process. The
following conversation developed after Ryan shared that
sometimes the ideas were slow in coming.

R: Do the ideas sometimes come fast?

Ryan: Yah, in the starting and in the part where I plan
ahead, like in the end when I start to plan ahead.and
ahead to see what to put in before I'm done. I get a
lot of ideas in the end but in the middle it's hard.

R: Is that with most writing?

Ryan: No, sometimes it's real easy in the middle and in the
beginning it's hard cause when I'm starting a new thing
maybe I don't know too much about it and as soon as I
start writing about it I get more and more ideas and I
get more in the middle than in the last part. I just
get more ideas all the time.

For Haley, writing and thinking were closely associated
as the following excerpt from an interview showed.

R: Tell me what writing is all about.

Haley: You learn how to think.

R: Do you do lots of thinking when you write?
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Haley: Yah, like what words to put to make it more
interesting.

R: Why do you want your story to be interesting?

Haley: So people can understand wvhat I write.

R: Do you like it when other people read your story?

Haley: Yah.

R: Can you help me understand what it's like for you to
write?

Haley: I'm thinking about all kinds of things to write.

Haley's responses suggested an awvareness of the choices a

writer has and the many decisions that need to be made.
Comments from Michael and Sara suggested a growing

avareness that writers have different styles or perhaps go

about their writing in different ways. When Michael

described his writing he compared it to that of others.
Part of my writing is the same as other peoples. Of
course not everybody doesn't do it the same or the
writing would be twins. Most people write different
like I might do garter snakes and Joe is writing about
different snakes so he might do red spitting cobra.
Nobody does the same thing. I sometimes get a few
ideas from the person who wrote a book, so I'm copying
the writer of the book, not all the time, just
sometimes but Joe usually doesn't do that.

Michael was quite matter-of-fact about his knowledge that

different writers approach their writing task in different
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ways. This to Michael was an almost self evident fact about

writing and his self confidence about writing his way, shone

through.

Sara described her writing in a similar way.

I think that no one writes quite like me, maybe they
write a lot the same but it's not quite like me. Maybe
they write a lot the same but it's not quite like me
and maybe I write a lot like other people but I really
don't write exactly like anybody else.

She described how she went about doing her cat project.

Well I remember when I did my first work on this
project. It was tough to get all the ideas. I
remember trying to find a book on cats and trying to
think of some ideas in my head and getting my first
page done. After that I thought of lots of ideas and

it was fun.

At another time Sara responded to the question, "What's it

like

Sara:

wvorking on a piece of writing?" by saying
It's kind of hard sometimes. Finishing a piece of
writing, you're glad to know you're finishing it but
starting -- you think you have quite a lot of
confidence but when you start writing it isn't really
alwvays as good as you think it will be.
Does writing take a lot of thinking?

I feel that choice writing takes medium thinking and
medium not thinking. Writing like I'm doing now (food



68

chains) takes quite a bit of effort and hard working
and confidence and you need to use your mind a lot.

(It is interesting to note in this context that earlier
in the interview she said she enjoyed choice writing a
little less than food chain writing.)

R: When do you do most of your thinking?

Sara: I notice that sometimes I do this kind of writing --
I just think before I do a sentence, then do a sentence
and then think again, that's what I like doing. But in
choice writing I make up my things as I go along and
that's vhat I like.

R: Do you remember your animal project writing?

Sara: You have to think before a lot and while you're
writing too.

Sara spoke of the ups and downs of writing the way she had

experienced it. Writing can be hard work and she was aware

that for her different kinds of writing took a different
amount of effort and planning. The difference she
experienced between choice writing and other writing was
interesting. She suggested that the choice writing was more
spontaneous whereas other writing was more consciously
planned.

Sara compared a good writer to a good sport suggesting
that just as in play situations you need to "roll with the

punches®™ and play "fair and square"”.
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A good writer writes neatly and does a lot of work just
lixe a good sport and a poor sport. Like a poor sport
is someone who cheats and cries whenever, like they cry
vhen they go out, like I cried a little when I was out
in the first period soccer baseball but I learned I
could be back in it and I didn't cry. And I didn't get
tagged out this morning or at lunch recess.
A poor writer is someone who takes a lot of ideas out
of their rough copy and does not add new ones on to
replace them. A good writer is someone who does things
like they do it fair and square, like they add more
ideas, use the same ideas, take away an idea and
replace it.
Sara suggested that just as she had learned through her
experience in soccer baseball that you discover the rough
times are followed by success when you stay with it, so in
writing you need to put in the effort. Sara seemed to be
building a personal framework from which she approached her

writing.

Summary

The children I talked to were developing the language
to be able to describe what they were doing. In being able
to describe what they were doing, it was also apparent that
they were conscious of choices they had made and of a

growing awareness that others around them approached a
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similar task in a different wa,;. As the children shared
their thoughts they revealed what was important in their
writing.

Ryan struggled with how to write down the ideas he had
in his head realizing that he wanted to find the "best" way
to say it. Ryan was also awvare of a personal rhythm to his
writing. Some days his writing flowed much more easily than
on other days. His ideas for some parts of a piece of
writing seemed to come more easily than his ideas for other
parts. As a beginning writer, Ryan was already awvare of the
way he wrote, what was "normal" for him. Michael aid Sara
expressed their confidence in their own personal approach to
writing acknowledging that others go about it in a different
way. They came to an understanding that there might be
similarities between their own writing and that of others
but "everybody doesn't do it the same or the writing would
be twins®™ and "maybe I write a lot like other people but I
really don't write like anybody else."

The children's comments suggested a developing
avureness of vhat it was like for them to write. This
avareness vill support them as they start each new piece of
writing, as they bring their awvareness of past experience
with writing to each of their writing tasks. Certain
practices may be reinforced or a new writing task may lead
them to nev discoveries about themselves as writers. The

students were able to speak this way about their writing
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because they had been able to make many of the decisions

involved in the actual writing task.

Revision

What e Children Do

By listening to what children said about changes they
made to their writing, how they went about making changes,
and by observing the changes they made between first and
final copy, an attempt was made to demonstrate the many
views on revison and the role it played in their experience
of writing.

All children started every piece of writing except the
writing in their choice book with a first copy or working
copy and ended with a final copy or good copy. However,
depending on the child or the particular writing activity,
there vere son< -imes additional copies made between the
first and final copy. For other students there was a series
of nev starts sometimes on the same day or consecutive days
with the previous start being discarded in favour of a new

one and the latter would then develop into the first copy.

Sara

As Sara worked on a piece of writing there were many
changes between her first copy and her good copy. Two
pieces of her writing titled Future Writing and Cats have

been more closely examined.
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In Sara's Future Writing (see Appendix 1) the first
copy seemed to be a listing of her ideas on what she might
possibly want to be in the future and then as she moved to
her good copy there was some more development of each idea.
Her first two pages of her good copy followed the pattern of
the first copy, i.e., "I want to be a gymnast because I take
lessons and it's fun. I want to be an archaeologist because
I like discovering things.® 1In the last four pages she
developed each idea in more detail. Sara described how th:'s
came about.

Sara: Once I was writing my Future Story and Toni made me
write more and more on my bad copy and I felt really
upset of that but I decided that I might do six or
seven ideas anyway and I did about seven more and I was
done on my good copy by six pages and that was
something that was really good and it worked out fine.
When I was dcocne my good cory I was proud.

R: Tell me about feeling proud.

Sara: I wrote one whole page cf details on one of nmy
ideas.

Toni explained how in the conferences with Sara she
encouraged Sara to extend her ideas.

Sara had some difficulty independently applying the

process of extending her main ideas with detailed

ideas. She cculd do this verbally in conference but

not in writing. It took several rewrites bhefore some
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of her main ideas were contextualized. She said it was

a little too much like hard thinking and that's why she

didn't want to do it.

While she was writing the last part of her final copy
and adding extra details explaining more about what she
wanted to be, I had this conversation with Sara.

R: I've noticed that you're writing this in a different
way than your first copy.

Sara: Well I noticed I wasn't doing it as good cause other
people were putting down reasons and lots of details.

R: So what are you thinking about as you write?

Sara: Well, why I wanted to be it. I want to be a
horse-rider cause I like horses. Why do I like horses?
They are easy to draw and how they look and even the
colours that they are. 1 want to be a 200 keeper carse
I like animals. I want to be an archaeologist.

R: Why?

Sara: To study things like dinosaurs. I held a microscope
and I looked at some things like melted snow and there
were lots of things in it.

Sara seemed to be consciously working on deepening her ideas

by adding more details as was evident in these sections

taken from her good copy about being a 200 keeper and an
author.

I wont to be a zoo keeper because I like animuls and

ther colours and the way they act and the way they look
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and the way theyr difrunt. I like how tne moncys Jjupe,

and how they swing up-side-done!

I wont to be a othr because I like the way they have to

wright and how they wright and wut they wrignt I wont

to wright abut huors's and I wont to set up a room for
my wrighting in my room ther will be no windows it will
be 1itid by a candl. I will have a desk in my room and

a cher and cushns.

As Sara wvas writing her good copy I never saw her refer
to her first copy either to copy ideas or to re-read it to
see wvhat ideas she included. Many of the ideas that were
part of the good copy wera also in the first copy, however
the wording had been char:iv? and the ideas were in a
different order and as well many other ideas from the first
copy had been lef- out and new ones added to her good copy.
The following conversation suggested how Sara went about
writing her final copy.

R: Did you read over your first copy when you made your
good copy?

Sara: No, but I read it to my mom though.

R: How did you make your good copy?

Sara: I just thought up some ideas and others I remembered
from my other copy.

R: Was there anything else you were thinking about when

you r+de your good copy?
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Sara: I was thinking about what it would be like when I
was finished and what it would be like when people were
reading that book.

R: Is this going to part of a book?

Sara: Yes my Autobiography Book.

R: How did you decide what ideas to use and which not to
use?

Sara: Cause some were a little silly and some weren't all
that good and I couldn't think up much details.

It seemed that for Sara the first copy acte” as a
rehearsa .{ he:' ideas and when she wrote her good copy she
remembered her ideas, deci<ied what ideas she would retain,
as well as what ideas she stil! wanted to add. This was
also evident when comparing the first copy 214 good copy of
her Cat Project (see Appendix 2).

When comparing her first and final copy of her Cat
Project, it was evident that several ideas from her first
copy had been left out:

Cat will hiss and spit when they see dogs.

Cat like to hunt at night.

Cats will just abot sceratch on eney thing ex -- your

chowtch ex -- trees.

Cats can pull their claws in ther paws.

Some ideas from the first copy were retained but changed:
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Simys cat's have eyes as blue as blue punte. has
become Some cats have verry blue eyes ex -- Simis
cats.

Cats most comon enemy is dogs has become cats bigest

danger is prubly dogs.

Other ideas appeared the same wvay in both copies:

Cats will go in your garbage to get things like fish.

Cats come in all sizis and colors.

Cats sometimes eat things like well, meat ~a3i if ther

mischf mackers, thel eat our butter.

Other ideas appe red for the f£fi - “’'me in the fi.ul copy.
To wosh cats lick ther par- "= wrub them all over
then selvs.

Cat oners sometimes tiy a bouw zround ther neck.

.uts do not like water.

As Sara wrote her final copy she did not overtly
transfer ideas from her first copy. She ~embered her
ideas and chose the best ones for her goo. copy.

R: I've noticed that when you ma¥2 your good copy you
don't look at your first copy. Can you tell me about
that?

Sara: Well I just read a few ideas and try to memorize
them and then its a little easier.

R: How do you decide what ideas to put in your good copy?

Sara: Well the bert ones that I have. I'll read the

first one cause its probably the most amazing -- "Cats
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can be very colourful or very dull." That one is
really quite amazing. I know that from grandma's. And
like "Cat's eyes sometimes seem like cats they glow
well they do sometimes when they're hiding under a bed,
when they're far away in a corner and its dark but
their eyes glow.
Sara made a lot of personal cdecisi ns about the value she
assigned to different parts of her writing. Her response
suggested her confidence to choose the hest ideas, using her
own personal experience in some cases to judge the value of
the idea.

The organization and layout of the good copy was quite
different from the first copy. The first copy was almost
all written as continuous prose and in the good copy ideas
were numbered, listeu and separated by a wavy line. 1.
open sections around the written ideas from #12 to the end
vere also coloured in. I asked Sara why she was doing this.
Her answer was "I just like to. It makes it neat. I liked
it when I saw Jessica do it." She had been writing
alongside Jessica and the good copy of both reports looke

very similar.

Jessica

There were few changes in Jessica's writing as she
moved from first copy to good copy. As Jessica worked on

the good copy of her deer project she referred to her first
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opy, checking off some of the ideas as she transferred them

to the good copy. Her first thirteen ideas were identical

and then she selected seven more ideas from the remaining
fourteen since her plan was to have a total of twenty ideas
in her good copy. The format was basically the same
although she added the wavy lines between the ideas and
coloure” in the open spaces between the words on the first

page ( see Appendix 3).

In another piece of writing about her routines and
responsibilities before and after school 1 observed Jessica
making additions to her rough copy squeezing axtra ideas
throughout (see Appendix 4 for additions in small print). 1I
asked her what she was adding.

Jessica: Well I'm p .tting in more stuff, like
responsibi :e8 like I dress in pants or jeans. I get
off my snowpants and coat and boots, put my pyjamas on.

R: Why did you decide to add that”

Jessica: Well I read it to Toni. She asked me lots of
things so I want to tell more stuff like when I wake up
and I forgot to write that I brushed by teeth and I do
it so I need to put it in.

Jessica's good copy includes all the added ideas, and she

moved the section at the end of the Before I Go to School

chapter to the end of the When I Come Home From School

chapter. The size of print had changed considerably with
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the first copy being quite large and the good copy small and
compact.

In another piece of writing entitled, Future Writing,
Jessica had not made any changes in the text, and print size
and arrangement on the page were identical (see Appendix 5).
She had circled words on her first copy, respelled them and
added periods to mark the end of sentences.

Jessica demonstrated a variety of approaches to
revision, sometimres ..-ing made no changes apart from
spelliig and punctuction. At another times she added some
ideas to make her .r.ting more complete or in the case of

the deer project cihe¢ decided to leave out a few ideas.

Rzan

Ryzn also showed a variety of approaches to revision as
was evidenced by his writing. In his grizzly bear project
thera was a marked difference between his first copy and his
good copy .see Appendix 6). Ryan added more information
such as how much grizzlies weigh ai.d that a grizzly can be
shot in the head and still run one hundred more miles. The
new information that Ryan discovered in the books he had
about grizzlies seemed to impress Ryan because I heard him
share this several times in conversation with cther

students. Ryan also talked to another student about adding

a story to his project.
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Ryan: I'm going to add a story about my friend's dad. Once
he was tracking a grizzly and the grizzly was so smart
he knew he was tracking him so he turned around and the
grizzly was tracking him and he was tracking nothing.

Steven: 0nDid the grizzly chase him?

Ryan: Yah, he got away though.

Steven: Boy, he must be able to run fast!

Ryan added new stories about experiences with
grizzlies, the one about his friend's dad being tracked by a
grizzly and one about a bear, possibly a grizzly getting
into peorle's food. When Ryan added ideas he added them to
the new copy he was workirg on rather than inserting them
into his working copy. He sometimes made numerous starts,
throwing away what he had written and starting over because
there were ideas he wanted t- add. I asked him why he
didn't add his new ideas to what he had already written and
his answer was, "I don't like doing that, it's too
confusing." Ryan found it easier to work with his new ideas
only, rather than trying to incorporate them into what he
had already written. A few weeks after he had finished the
good copy of the grizzly project, Ryan stated that he would
like to do a little more on jyrizzlies. I asked him what
made him decide to go back to his grizzly project and his
answver was,

I'm getting more books on grizzlies, I'm getting more

ideas about grizzlies. I've got to change some things,
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like they can't run 100 miles - they can run 100 yards

if they're shot in the head. Well, if they're shot in

the head once they could probably still run.

Ryan had a strong persoral interest in grizzlies and he

wanted the information to be detailed and accurate.

In Ryan's writing about his plans for the future (see
Appendix 7) there are no content changes, although in a few
places he had changed the wording a little bit. Circled
words had also been respelled. I asked Ryan about the
differences between his first and final copy.

R: Were there changes between this copy and the first one?

Ryan: I wrote it harder so it will shine. The problem is if
you don't do it right it's on your good copy.

R: Did you change your story?

Ryan: I made this idea a little shorter so I had to make it
to the bottom of the page so I had to put some new
things in.

R: Were there any changes in your chapters?

Ryan: Sort of, I put them in different words. And it's the
same here, I had a long page so I had ﬁo write longer.
I made the escape artist chapter 4. I didn't have a
chapter so I made it into a chapter.

R: How do you feel about your piece of writing?

Ryan: Happy.

R: Could you tell why?
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Ryan: Well it has details; I respelled, it's neat. 1It's
really the best piece of writing in my life, well, the

best so far this year. Maybe later on in the year I'll

write better.

When Ryan talked about the changes he made in this
piece of writing it was evident that the changes were not
aimed at improving the quality of story. He wanted to fill
up the page. Ryan showed an openness to changing and adding
to his ideas as he wrote and finding the way that worked
best for him.

Brendan
Brendan's writing from first to final copy could best

be described as a series of starts gradually moving toward

the final copy (see Appendix 8).

Brendan spent a lot of time writing down his ideas and
when he wrote something one day, it was sometimes difficult
for him to figure out the next day what he had written. He
often relied on his memory of the ideas from one writing
time until the next. Brendan described what it was like for
him.

Brendan: If I write it one day and I know what it is, let's
use recess for an example - I go out to play, I forget
all the words and I try to remember them but I forget
them.

R: What do you do when you try to read a copy and you've

forgotten what it says?
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Brendan: Sometimes I'll try it over again and sometimes
I'll just try and read it and if I can't get it I'll
try and write another one. But if I'm going to start
writing it, I'll sometimes get the words I couldn't get
before recess, like I remember it.

When Brendan came back to a copy and he couldn't figure
out what he had written, he started a new copy remembering
some of his original ideas, adding on new ones. PFor the
story about his past, he worked through four copies and then
he was ready to make his final copy. I asked Brendan to
explain why he made lots of copies and this was his
response.

So if I forget one and everything and forget words in

it sometimes I'll make three bad copies, sometimes I'll

even make ten if I have to and it helps me cause every

time it gets gooder and gooder and I know how to spell
the words.

Brendan had found a method that worked for him. He
didn't get frustrated making many copies but realized that
this was the way he worked toward the finished product.
Brendan fo.lowed this method for each piece of writing he
did. 1In his Shark Project (see Appendix 9) he made four
copies and was ready to start his final copy, working
'isely with the fourth copy to get his ideas. He also

added many more.
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Hendy

Wendy clearly stated how she moved from her first copy
to a final copy showing her understanding of the "editing"
process.

Wendy: First I would write down all my ideas and do another
copy and I would figure out my ideas, like I would put
this bunch of ideas together and then this bunch of
ideas together and sort of change the ideas around,
maybe change the words around and things. After that I
would do some respelling and then I would do a good
copy. First in my respelling it means you circle the
words that you think are wrong and then you go through
it again and wherever you see a circled word you erase
it and look it up in a dictionary or get someone to
help you figure out how to spell the word. When you
figure out how to spell the word then you go to the
next word. After respelling you get anotha:s sheet and
write all over with the respelling with the ideas in
the right order and there's your good copy.

In Wendy's story about her future (see Appendix 10) she
made few content changes in her first three copies. The
ideas in the first two copies were virtually identical
though the arrangement and order was a little different.

She had maie some cosmetic changes in the printing size and

in the addition of decorative shading and enlarged titles.

As well she added punctuation. I talked to Wendy while she

was working on her third copy.



8%

R: You've now started on your third copy.

Wendy: Yah and there's nothing different about it except I
put big, huge letters on the top and I put decorations
in the square.

R: What made you decide to make a new copy?

Wendy: It's my third time cause all the other ones looked
terrible.

R: How do you want your story to look?

Wendy: Nice and pretty.

This conversation suggested that Wendy's concern as she

worked on the successive copies was to make it look nice and

pretty. Her fourth and good copy started out with familiar

ideas from her earlier copies but further reading revealed a

remarkable deveclopment of ideas leading to the inclusion of

additional sections with these chapter titles: How to Learn,

How to Learn to be a Doctor and The Rest of My Life. Wendy

explained how this final copy came to be.

Wendy: When I was working on My Future I did one thing
about something and I vas thinking that would be enough
and then Toni said, "Do some more. Do how you would
learn."” So I had to go to all the trouble like I said
I would go to university and she said put down more,
more, more. I brought it home for homework that night
and my mom said how about you make a list of things
that you can put down and then write it all out about
them. So I made the list, when I make a list it helps.
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I put down just one word and then I put them in order

like I say 1°11 do this first so I put a 1 there and

everything and then I take 1 and I put it down and I

write a bit about it and I do the next one and that

helps me cause I don't just have to get an idea and

then I get another one and then I write one down and I

forget the other one cause it's on a piece of paper.

Then I go back to Toni and say is this enough and

I read it to her and then she says do some more, do a

bit about your house and stuff. And then I go back and

then while I'm walking back she gives me an idea,

"What's your house like, what would it look like if I

come there? If a person came over there to see your

place what would you do? So I wrote down I would teach
them how to ride horses, we would have tea and I wrote
down a bit about my house. How many bedrooms I would
have, who they would be for. The first part I wrote
down I would live in Argentina; I would live on a farm;

I will live with my best friend Florencia and stuff

like that.

Wendy has a clear concept of the process she went
through in writing her good copy. She described how the
exercise of making a list was helpful in helping her to
remember ideas and how Toni's questions sparked new ideas.

I asked Wendy if it helped to think of this way of writing

while working on her whale project and her response was,
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"I'm doing it in a whole different way."” I also asked her
how she felt about her future story when she was finished
and she answered, "Yah, it was a lot better. If I wouldn't
have done it, it wouldn't have been very interesting."

Wendy's Whale Project (see Appendix 11) showed no
content changes between the first and final copy with the
text being an exact copy. Wendy committed herself to
extensive respelling, evidenced by the many circled words in
the first copy. Punctuation was also added to the good
copy.

When talking about writing, Wendy talked about change
in her ideas and regrouping ideas as being part of her
regular approach to writing. Wendy's two pieces of writing
in Appendices 10 and 11 show that Wendy made few contant
changes between her first and good copy unless encouraged to

do so by Toni.

Haley
In the sample of writing from Haley about her past, she

worked through three copies and then produced her good copy
(see Appendix 12). Her first copy was quite different from
subsequent copies; the ideas were not repeated and this was
the only copy in which she organized her page into sections.
She wrote new ideas in her second copy which were
transferred to a third copy. She began by using fancy
printing with the intention that this third copy would
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look nice and so decided to make another good copy,
re-writing the same ideas and adding several new ones to the
end.

By examining this piece of writing it appears that
while writing, Haley had made onging decisions about what to
do next. She knew her ideas, her organization and also her
printing style could be changed and she had made decisions

involving these aspects in completing her good copy.

Steven

Steven moved through three copies in his writing about
the future, making changes along the way with his fourth
copy being his final copy (see Appendix 13). Steven started
with four ideas on his first copy and retained two of these
ideas in his second copy, changing a third idea from a
"swvimmer that races against other people® to a "runner that
races against other people" and dropping the fourth idea.
As well Steven added four more ideas to his second copy.
The third copy started out as his good copy and then Steven
decided to add extra details to three of his ideas using
arrows to show where the new information belonged. Steven's
third and fourth copies had the same content and the reason
Steven wrote the fourth copy was to "make it easier for

people to read, the arrows make it kind of hard."
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In Steven's story about his past (see Appendix 14) he
wrote one copy and was ready for his good copy. As he wrote
he explained the following:

I wouldn't just put the whole idea down cause I'd have

to erase it if I had to put another detail in so I

think of more details as I write it down...

Once I do that idea, I have to put in another detail,

that I have to put in a detail for that detail.

In the good copy Steven followed his first copy quite
closely although sometimes re-grouping ideas, and also
leaving out some sections. Steven explained why he left out
one section.

Once when I was about three years old I was on the

sandpile and I lost my teddy and I started to cry cause

I couldn't get it back.” I didn't put that part in, I

didn't want that cause in real life that didn't really

happen.

Steven re-evaluated what he had written each time he
made a new copy. He made decisions about what to delete,
retain or regroup and what ideas could be added or expanded.
With each piece of writing the number of copies he felt were
needed and the changes he made were related to what he

wanted to achieve with the writing.
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sSummary

The students showed a variety of approaches to
revision, sometimes making minor changes and at other times
there were remarkable developments between the first and
final copy, adding as well as deleting materials. Revision
and change in the writing seemed basic to their approach.
Sometimes changes were made after conferencing with Toni as
in the case of Wendy and Sara in their Future Story. Other
times students made their decisions based on what they
thought would make the story better. The children used
various methods to make changes - adding ideas to the first
copy, using arrows to show where the new information would
go, or starting a new copy when new information needed to be
added. Often the students made references to earlier copies
while they were working on the next copy, while Sara started
fresh, remembering the ideas in her head.

As the children shared thoughts about their writing and
as I asked them to describe what they were doing and what
they were thinking, the topic of changes to their writing
kept surfacing.

Sara made a number of personal decisions as she decided
wvhat ideas from her first copy would be retained in her good
copy. She explained that she left out some ideas that
weren't as interesting and retained and sometimes expanded
ideas that she felt were impoftant and added interest or

informative details for her readers. Organizationally Sara
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also made changes that she felt added to her writing. She
seemed to have some sense of her writing as a whole and what
she intended to communicate through her writing.

In comparison to Sara, Jessica's approach cculd be
described as more meticulous and thorough. She made some
additions to make her ideas more complete and at other times
retained most of the ideas in her original copy.

Ryan felt very comfortable with making changes and he
vas often seen starting a new copy before he had officially
finished the previous copy. Sometimes after group sharing
or talking with friends on reading, he would discard the
copy he was working on and make a new start. Ryan's actions
and explanations showed he was continually open to new ideas
and without hesitation would make changes in his writing.
He had definite ideas about what he wanted to achieve with
his writing and had discovered what way worked for hisa.

Brendan went about his writing in a way that worked
best for him. He discovered that he needed to make many
copies of his stories as he worked towards his final copy.
Brendan did this because when he came back to his story he
found he was unable to read it and so he started again,
remembering his ideas from former copies and adding new
ones. As a result Brendan reworked his ideas many times as
he worked from his first copy to final copy.

Wendy's explanations of her "copies" showed she had a

clear concept of the process she went through in moving to
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her good copy. She was aware of how Toni's questions
sparked new ideas and directed her to include new topics.
She also related how making a list of her ideas before
starting to write helped her to remember all her ideas while
she was writing. She didn't indiscriminately apply *“"r e«
methods to each piece of writing and explained how her nust
recent piece of writing was done in a whole different way.

Haley showed she had made many on-going decisions as
she moved from copy to copy. She included new ideas and
left out others. She made changes in the organization of
her ideas and she changed her printing style in her good
copy .

Steven continually re-evaluated what he had written and
wvhat he wanted to achieve and changed ideas, added new ones
and deleted others that did not suit his purposes. The way
he made changes was different for each piece of writing but
what was constant was that he came back to what he had
written and made his own decisions about whether it achieved
the purposes he had set for the writing.

The students showed a variety of approaches to
revision. Sometimes there were minor changes and at other
times there were remarkable developments between the first
and final copy with additions as well as deletions of text.
Revision and change in the writing seemed basic to their
approach. Sometimes changes were made after conferencing

with Toni as in the case of Wendy and Sara in their future
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story. At other times students made their decisions based
on what they thought would make the story better. The
children used various methods to make changes - adding ideas
to the first copy, using arrows to show where the new
inuformation would go, or starting a new copy when new
information needed to be added. Often the students made
references to earlier copies while they were working on the
next copy, whereas Sara started fresh, remembering the ideas
in her head.

It was apparent from listening to the children that
ongoing changes wers a meaningful part of their writing
style. The students also related that they had a sense of
their final copy being "better". For some the standard was
neatness related to printing, or it was related to
respelling or it was related to the deletion of poor ideas
and the addition of ideas that made their writing more
interesting. As Sara noted her readers could learn "lots of

interesting sture."

children's Views on Good Copy - Bad Copy

As the children talked about their writing, the terms
bad copy, good copy or first, second, or third copy,
naturally came up. As the preceeding section demonstrated,
the children viewed their work as being in progress and
changeable. This section will show how the children spoke

in general terms of the "copies” they had made.
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When I asked Sara how she felt about writing her
response was:
I feel kind of confident when I write and I feel even
more confident when I write on my bad copy because you
don't have to write neat but in your good copy you add
more ideas and change it a little and you need to write
neater and that's what I'm worried about in my good
copy.

Sera's comment suggested a certain freedom that she felt

when working on her "bad copy" and that it was natural to

expect changes between the bad copy and good copy.

Sara: Good copy should look a certain way. Rough copy can
look at ... way you work ... rough copy you can just
scribble things out instead of erasing them. You do
your respelling on them and the good copy would look
like a rough copy if all the erasing were on it and all
the reprinting and things like that.

Brendan reinforced the idea that in one's bad copy "anything

goes"” when he said:

I haven't really gone to a person for help on a bad
copy cause that's just a bad copy. I don't really mind
how many bad copies I have to do.

Wendy also explained:

A bad copy is your first copy and it's -- you don't
want to do that -- you just write it badly and you
don't know you're going to write it that way. And then
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you have to go on to respelling, then good copy and

maybe after respelling it's pretty good but on your

good copy you have to write it really good, like you
have to get all your words down.

Wendy also expressed that she didn't really know how the bad

copy would turn out. In the good copy, the concern was with

printing clearly and neatly, and "getting all the words
down."

Some children spoke about how they felt about rewriting
or making a good copy. Steven didn't enjoy the rewriting
but acknowledged that it was important for others to be able
to read what he had written.

Steven: I like writing but I don't like doing a good copy
cause then you write the stuff you know over and over
again.

R: 8o why do you write a good copy?

Steven: Well, if my work is really messy and I need to
change the spelling and if Toni tells you to do a good
copy you need to do a good copy.

R: Do you feel it's your choice to make a good copy?

Steven: Like, well I don't really like doing a good copy
very much. I think I should do it cause I want other
people to know the information and like they can't read
it on the bad copy so I'll do a good copy so they can
read it.

R: Is it your decision to do a good copy?

Steven: It's sort of Toni and ours, like both of ours.



Ryan showed that sometimes he liked the rewriting part
and sometimes he didn't.

Ryan: Sometimes I don't write as much cause T know I'll
have to do more. It will take more time to do it in
good copy than bad copy and sometimes I write a lot and
then I do a good copy really fast and so I sometimes
like it.

R: What makes you like it more than other times?

Ryan: It doesn't take as long, I can write faster, neater.

R: Is it important to you to write a good copy?

Ryan: Not all the time if it's like two words -- but
sometimes it's important because if I leave it with all
these circles and words and erasing then other people
will say "how do you read this,” and so sometimes I
really have to do a good copy.

Steven and Ryan both acknowledged that the job of
writing the good copy could be tedious yet they both felt it
should be done so that others could read their writing.

They both expressed that their writing was not just for

themselves but that they wanted to share it with a wider

audience.

Jessica thought about the writing of her good copy in a
different way. She found that part easier, "It was easier
wvhen I had my bad copy done because I could get things off
By bad copy to write." She described her good copy as being
"very different" from her bad copy and described some of the

changes in a specific piece of writing:
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This one is all messy and I erased a lot and it has

some of the scribbles that are from when I did

something wrong and I scribbled it out I pressed hard

on things and I used a sharp pencil for that and not
for this.
As Jessica described the changes, neatness and Clarity rank
high.

When Brendan described his bad copies he saw them as
necassary stages to get to his good copy (see Appendix 8 and
9). He kept making a new copy because his writing "gets
gooder and gooder." He added "usually I have to do three
copies, and if, like, your bad copy is really messy but all
the words are right, you can use them pretty good. Well
then, in your gocd copy you just copy right off that."

Sara, Wendy, Steven, Jessica, Ryan and Brendan spoke of
"bad copies" and "good copies” as basic to the wvay they went
about working on a piece of writing. Jessica shared that
vhen she wrote out of school she also vent through a bad
copy.

Jessica: At the cabin I did a bad copy and a good copy and
one time I did two bad copies and 1 good copy.

Rs Do you think it's a good idea to do bad copies and good
copies in all your writing?

Jessica: Yah, because then you get better at writing.

Jessica was convinced that the movement from bad copy to

good copy worked for her and used it in all of her writing.



sumpmary
In the first copy or bad copy, as the children called

it, some expressed a freedom to write in whichever way
worked for them and said that chrzages could be made to the
ideas as well as spelling, organization, neatness and
clarity as they moved to the good copy. Neatness and
clarity were especially important so that others could read
their piece of writing, because they had important ideas to
communicate. In their comments the children stated that the
bad copy was for themselves, what was néit important was
that they could figure it out. However, the good copy
needed to meet the needs of a wider audience and so certain
changes were necessary. Several children also spoke of
moving from a bad copy to a good copy as the way they went
about their writing, the way to get a better piece of
writing. The children were aware of the role of revision

and the value of moving from a bad copy to a good copy.
? V W, -

How they thought abouﬁ spilling and the role it took
was yet another dimension of their experience of writing.
Beginning writers do think about lpcllinq, about how to
write down a word, and the children expressed varying
thoughts on spelling and the strategies they used.

When I asked Brendan what kind of thinking he did when

he was writing, his response was revealing:
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Most of the time I have to think, but with easy words

like on, off, a, I can just -- it only takes a second

to write it down.
Brendan took for granted that I realized that what he
thought about as he wrote was spelling and the physical
aspect of handwriting. When asked the question, "What do
you find most challenging in writing?" he answered:

Most of the challenge is with the big long words like

because, university and all that, and they are so long

they sometimes take me fifteen minutes to figure out.
A big concern for Brendan, as>he wrote, was spelling and
trying to figure out what to put on his paper to communicate
the word he had in mind. Brendan realized that the way he
spelled words in his writing may not have been the way
others would have spellied them, and he realized that at
times he might be the only one who would be able to read
them. Brendan spoke of helping Toni read his story when he
conferenced with her. Brendan felt that it was quite normal
that he didn't spell all his words conventionally because
"even the grade twoers hardly get all their words right in
their first copy." when he got to his good copy Brendan
vanted to make sure that others could read what he had
written. On one occasion Brendan took his piece of writing
to a classmate and asked him to read it. He explained that

he did this because he "just wanted to make sure most of the
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words are right and everything. I want to make sure parents
can read it when they come."

Just as Brendan used his own invented spelling to
express his thoughts in written form, Ryan too, believed
that spelling would come. He shared with me that he learned
to think "what the heck about spelling and I started to
write faster." At the end of grade one Ryan also wrote that
he learned to write, "I learned to write by knowing that you
don't have to spell the words right." This is how he wrote
it. "I 1lrnt to runt buy no thet you dn't haf to spel all
the wrse ruit." If he had worried about spelling he may
never have written this down.

Steven aiso relatad spelling to writing, for when I
asked him what he was learning about writing this was his
response:

I don't know, but when I come across a word I don't

know, I ask someone else and they tell me what it was

and that's how I learned how to spell, I memorized it
and I spell it and I know the word too.

Wendy too, shared what she did when she didn't know how
to spell a word; something that happened a lot because
"nobody knows how to spell all the words."

Usually I just sound it out first and then once I write

it down and put it in my story then I circle every word

I don't know how to spell and I go and look it up in

the dictionary and if I sound out a word and I think
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what's the first letter I find that in the dictionary.
Sometimes I ask other people cause I don't always like
to use the dictionary. It takes too long. It takes
longer than asking someone.

I often noticed children circling words for "respelling"

Jjust before starting their good copy (see Appendix 5 & 11)

and wvhen I asked them how they decided which words to circle

these were some of their responses:

Michael: Usually I whip down some words and then go back and
go over them and see which ones are right and the ones
that I think are wrong I circle.

R: How can you tell if they're maybe wrong?

Michael: I sort of look at them, see if there's too many
letters or too less letters, sometimes I sound them out
again then I circle thenm.

Wendy: The ones that don't really look like I know [are the
ones I circle].

Jessica: If I can't read it, I'll circle it. If I have
seen that word then I just sound it out. If I haven't
seen that word before and I don't know what it looks
like and when I sounded it out I thought it might be
wrong ([(then I circle it.)

Haley: They [the circled words] are the ones I want to
learn how to write cause I don't know how to yet.

Each student spoke of a personal strategy that they used to

deal with re-spelling; it was a meaningful step in their
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writing. Michael's comment showed it was not something he

worried about initially in his writing, but only later on

when his ideas were complete. At that point he would go
back to look specifically at spelling.

I observed children using many sources to check the
spelling of words: words on bulletin board displays, words
on the blackboard, globe, classmates, books where they
remembered having seen a certain word or dictionaries. Some
children would circle their words for respelling and then
look each one up in the dictionary. I asked several
students, "what is it like using the dictionary?"

Jessica: It helps for lots of words but I wish it had every
single word in them though like French and Edmonton and
Calgary. They don't have countries. I remember one
time I looked for Edmonton and I couldn't find it. I
have a dictionary at home and it has big words and it
has a lot of words. You can find them easily and it
has countries and everything. I wish I could bring my
dictionary to school. It has every single word, even
the words I know.

Michael: Well sometimes, it doesn't have the word I want. I
look in each dictionary we have till I have the word I
want.

R: What's it like?

Michael: It's sort of fun.

Ryan: 1It's easy [to use a dictionary]. Well, think about
the word you're looking for. What's the first letter
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you're looking for, you go to m for mat, go to m pages
and look through the pages till you find mat.

Wendy: 1It's better than asking Toni all the time, how do
you spell this, how do you spell this, cause you can go
and find out. But sometimes it takes a long time to
find ... You know if they'd just put a button and
pressed what you wanted it would be a lot easier.

The children were learning the value of using a dictionary

as a resource. They were learning about different

dictionaries and how these could help them as well as the

limitations that influence their use.

sSumpary
Each student spoke of the strategy that enabled them to

deal with spelling. The children spoke of spelling as an
aspect of writing that may demand attention all the way
through the writing, as in Brendan's case. With others
there was less of a focus on spelling until the children
were getting ready for their good copy and the words for
respelling were circled. The written texts illustrate the
full rance of spelling from invented to more conventional
forms. Some children were able to circle words that didn't
look right, while Brendan went to a peer to help him check
his spelling. The children spoke of using words around
them, other people, and dictionaries to help them to spell.
As the children related to me their thoughts on spelling,
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their awareness of the place of spelling in their writing
was clear, as well as consciousness of the development of a
strategy to cope with the conventions of spelling. How the
children talked about spelling and the role it takes in

their writing is yet another dimension of their experience

of writing.

children's Views on Printing

The children made various references to the appearance
and neatness of their writing, especially in their talk
about the changes between their bad copy and good copy.
Several children shared that it didn't matter to them how
they wrote on their bad copy but they wanted their good copy
to be neat. Anita and Jessica worked on a joint project and
they planned what needed to ke done. They discussed drawing
pictures, respelling, and also "neatness".

Jessica: We're going to have to write much neater [on the
good copy] than we are now.

Anjita: Yah, much much neater.

R Why?

Jessica: So people can read it. This one doesn't matter
cause we're just writing ideas.

At another time one student asked a classmate about the
appearance of her writing, and specifically about the size

and readability of the print.
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Haley: Do I have to do a good copy? I can probably make it
better. My words are really small, can you read it?
Jed: It looks kirnd of squishy.

Another overheard interchange between two students
involved appearance:

Sara: It does look like a good copy, right? Does it to
you?
Jessica: It looks good to me.

The topic of neatness and printing surfaced several
times in the response to the questions, "What have you been
noticing about writing?" or "How has your writing changed?"

I remember in grade one I wrote always messy and out of

the lines and now in grade two I write in the lines and

when I do my good copy I always write neater than the
first.

In grade one I always used to write so messy and
dark like I pressed hard on my pencil and I tried to
copy Michael's printing.

I was surprised (when I looked at last year's
writing) cause I'm so much neater this year and last
year I was so messy. I'll bring some from home to show
you.

I would like my writing to be a bit neater cause
it's really messy. I can write neat if I really try.

Last year I was the neatest writer in the class

but then Steven started being the neatest and he got
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over me and was a bit neater and Stacey was a bit worse
than me.
Well writing should be neat so people can read it.
These responses communicated that the children were
developing a personal criteria by which they judged their
printing. Some of the qualities that the children
associated with neatness were writing in the lines, not
being messy, and readability. Other students also referred
to the size of print as being an important factor in judging
the appearance of the "writing". Wendy stated that:
When you have it in neat print not in terrible print -
like that's neat print - that's big enough so you can
see it and it's real nice and it's just neat print so
you can read it easily. I don't like it when it gets
to be that small, it's harder to read. Cause you have
to look down and see if that's an '8' or an '0°'.
Michael referred to the aspect of size as well when he
spoke about the improvements that he made in his "writing".
As he looked at different pieces of writing in his writing
folder, he chose to talk about printing.
Michael: Now it's a lot better than this cause on my good
copy of future it's a lot better cause it's not as big.
That's not such a good piece of writing cause it's so

big [letters are big)
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You should see Jennifer's writing, (his younger sister)
how she writes. She makes lines across the whole page
going all the way to the top.
R: Do you feel that as you learn how to make the letters
better, they get smaller? Is that how it works?
Michael: Well, when you're tiny you have big humongous
letters and they sort of get tinier as you grow.

Sara also referred to how large her print used to be
and now looking back she thought "it was quite funny":

Like the first time I wrote one letter was about that

big. Like this is my usual kind of letters, so that

was really quite funny and it was hard to read cause I

had to squish some letters in.

These young writers spoke about moving from large print
to smaller print as they learned to "write" better. As one
student expressed it, the next step in writing is script,
then one is really grown-up:

When I grow up I want to learn how to write in script

and script is what my dad does all the time but when he

writes a note to me he writes how I write - print.

The changes in print between the first copy and final
copy suggested that the students attended to the aspects of
size and style. Sometimes the changes were very noticeable
whereas at other times the changes were more subtle (see

Appendices) .
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Sara shared her awareness that everyone has their own
style of writing, "like somebody may write like this. I'm
going to put made like that, 'MADE', and other pecple may
write like this, 'made', like Jean does."

Sara: Like I don't write the way I want to, like I write
one letter the way I want to and the rest just blah.

R: What way do you want to write?

Sara: I want to write like Jessica and Laura, really neat.

Sara's comments suggested that she was developing her
own criteria (standards) about neat printing. She examined
the printing of her classmates and chose that of Jessica and
Laura as her model. I had also observed her printing just
like Jessica in the good copy of her cat project, which was
quite a different style than she used in her bad copy.

sSupmary

The children's comments concerning printing reflected
their attention to appearance especially in their good copy
stage. As the children talked about their printing they
referred to the qualities of size, style and readability to
define what the word "neatness" meant to them. As the
children developed their own criteria of "neatness”, the

printing of classmates seemed to become models for them.
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Children's Thoughts on the Kinds of Writing

Another aspect of the children's experience with
writing was the way they they talked abouu the different
kinds of writing they were involved in. Students made
distinctions between fiction and non-fiction writing,
stories and reports and between writing they did for
different purposes.

Ryan described how he thought about different kinds of
writing:

Ryan: I tell different kinds of writing by what they're
about and how it looks and what's different.

R: What are some of the different kinds of w»iting you've
done?

Ryan: Fiction stories, space fiction, non-fiction and
that's how I tell them apart ... If it's a fiction
story it can be about anything and I usually have it
about a problem or a race or something or who's the
best man. I want to make the story exciting and not
too exciting and I want to make it funny and sad and
happy and other things like that.

If you're not doing a fiction story and you're going to
do grizzlies and you write down they kill everything
they see, that's not as much fact as you should have.
They kill a lot but not everything they see. You've
got to find out from books if like grizzlies eat
berries which they do. And you don't know that and you



110

say they don't eat berries, they hate berries - then

that's not so good.

Ryan made a clear distinction in his mind between
fiction and non-fiction. Ryan suggested that as a writer of
fiction he could decide what the story would be about and
whether it was happy, sad, funny, or exciting. 1In
non-fiction writing "you can't just write "whatever you want
to". Rather Ryan's concern as a writer was with getting the
facts, from books or some other accurate, knowledgeable
source, since as a writer he is communicating information
to the reader. Ryan clearly described a different approach
to fiction and non-fiction writing.

Ryan also described how writing could be done for
different purposes. Some writing could be for the purpose
of "learning about things like grizzlies, hawks or eagles or
whatever you're going to do". Not all writing is to learn
from. "Some of it is just to have fun" and other writing
like the autobiography writing is "to tell other people
about your life."

Jessica began to articulate her ideas about "how to
write a story, or what a story should be", when she compared
her future story with Sara's. In her own "story" she
thoroughly developed her main idea of being an artist by
describing where she would live, what she would paint and
draw, and where she would hang her art. Jessica explained

how she expanded this idea of being an artist, including
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details of her life as an artist-farmer. She wanted to ]ive

in the country and raise lots of different animals on her

farm. She talked about her "story" being very different
from Sara's, and in fact she did not call Sara's writing
about her future, a story. Jessica felt that Sara basically
listed what she wanted to be, without developing any of the
ideas or relating them to each other enabling the reader to
receive a complete picture. Jessica made a distinction
betwveen Sara's style and her own style and came to the
personal conclusion that her piece of writing could be

Called a story because she developed her theme of being an

artist, wvhereas Sara listed many separate ideas of what she

wanted to be, without expanding on any of them.

Jessica: I think of a story like of how it sounds. Like 1
don't really think Sara's is a story cause it is just -
I wvant to be, I want to be, I want to be, I want to pe
and all that.

R: How should a story be?

Jessica: A story is writing about a lot of things like
include why you want to be it, how you're going to
learn and all that stuff ... Like nobody has the idea
to make a big huge story except for Laura, like it'g
not all different ideas but it's all one idea.

Jessica dian't give Sara's kind of writing a name, byt

she felt strongly that it was not a story because for her, s

story involved a thorough development of an idea.
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Shortly after this discussion with Jessica, a class
discussion evolved on the topic of whether the "future
stories” should be termed stories or reports. Many varying
opinions were presented describing how a story and a report
should be defined. What follows are some of the students'
comments which explained what they understood a story or a
report to be and what term best described their own piece of
writing.

Richard: A story is something like a book over there, like
those books on the shelves are full of stories. This
is sort of like, not quite a story, like pretty deep
ideas but not really a story.

David: 1In a story you don't list. Like stories have
chapters. Also in a story there's lots of pictures and
mostly in a report there's not many pictures.

Ryan: Some of us made little stories with lots of detail.

Jessica: Mine was a story cause it was sort of like a book
with lots of ideas around it.

Haley: Mine is a story cause I put one sentence and another
sentence to explain; sometimes I put another idea
around it.

Ryan: I think mine is both, cause it's half report and half
story, some was just listing and other parts I put more
ideas. I could call it a report-story or a
story~-report.

Steven: I think mine was a report cause usually stories

have a lesson, well, not all stories have a lesson
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cause Little Badger and Fire Spirit doesn't have a

lesson but it's kind of a fairy tale, but mine's not a

story really.

I found this to be a revealing discussion as the
children explored the possibilities of what a story and a
report could be. Many students demonstrated the ability to
reflect on their writing and how they put it together,
showing a developing awareness of different kinds of
writing. Many expressed that a story has deeper, more
developed ideas and a report is more o a listing of ideas
with some minor development of the ideas.

Some children expressed their feelings about
experiences with the different kinds of writing. sSara
shared her pleasure at writing exciting stories:

I like writing stories like, "Once upon a time, I was

digging for gold. I didn't find anything but as soon

as I was wiping my forehead because it was all sweaty,
somebody pulled my hair. I turned around and there was

a leprechaun standing behind me and he looked kind of

like he was saying, "oh, oh, somebody found me." And

it's kxind of exciting, I like the exciting things
better than the boring kind - "Once upon a time I was
digging for gold and then I found some. The end.

Things like that are boring.

As Sara thought about all the different writing that

she did in the classroom she found that whether she enjoyed
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working on the piece of writing depended on what it was

about:

Sara

It's just that you're writing about different things
and I like different things more than I like other
things ... Like with all sorts of nature things I can't
write good, like I can't really write good on some
things and on other things I can.

expressed self satisfaction and pride with her

completed Cat Project:

more

I think that what I've been writing is very neat. My
ideas are neat. Why I think my ideas are neat is
because I think I discovered things that nobody else
ever knew, like about cats - that they can be
camouflaged and things like that.

Ryan described how some days he just enjoyed writing
than other days:

I sometimes love writing, like stories and stuff and
other times it's a tiring day and I want to get home
and I want to get my new spinner and all that and so
sometimes I don't feel like writing. After a long time
I won't want to write anymore cause I don't have any
other ideas so I have to wait and.think for a long
tinme.

Ryan also shared that the topic influenced his interest

in the writing. Just like Sara he found certain topics or

possibilities sparked his interest. I specifically asked
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Ryan how he felt about the different kinds of writing that
he did and this was his response:

Good and sometimes not excited. Like when we were

going to do a-‘mal projects I wasn't excited at first

but I got ex :d later cause I thought, "Oh, what am I

going to do for an animal?" I knew I couldn't do lions

cause I was doing lions and then Steven started and I

didn't want everyone doing what I was doing and then I

quit and went on to grizzlies ... So I did grizzlies

and they're interesting.

Ryan stated that the important thing for him was to
find a topic he was interested in, then excitement and
involvement with his writing would follow. His favourite
kind of writing though was fiction. He couldn't really
explain why but it just seemed that he had lots of ideas and
his thoughts seemed to flow easily.

When Brendan thought about different kinds of writing
he said, "I can really get off on exciting stories. 1It's
not that hard." He described how he felt about other
writing such as an animal project, autobiography, or nature
writing:

Sort of fun at the beginning but after a while I run

out of ideas and I go, I can't get any more ideas and

I've got mostly all of them. I find it kind of boring.

Steven's favourite writing was "a story, like a story

story. 1It's one that you read like gngxlig_gng_;hg_gzggg
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Glass Elevator, that kind of story. I like making those
kind of stories." Ryan also enjoyed writing stories that
"weren't true", "like guys going up into space and getting
lost and stuff like that". He felt it might be "because
probably you can get more imagination into it so it sounds
better."

Haley enjoyed writing "stories about me or my friends,
about Indians or French people like I am [because] you can
think of your own things about how they live". There were
other types of writing she didn't enjoy so much, "like the
kind of writing when you have to do like you have to think
what we wanted to be when we grow up. It was hard to think
what we would do." Haley felt that there were some topics
she could relate to more than others and that influenced
what she could bring to the writing as well as influencing
her enjoyment of the writing.

Jessica spoke of her writing experiences as being
sometimes fun and sometimes boring:

R: How do you feel about the different kinds of writing
you do.

Jessica: Some are fun and some are boring cause you write
too many things, sometimes I write a lot of things.

R: Can you tell me more about that?

Jessica: Like here when I did my past. I did about four
pages and it started to get boring cause I was writing
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a lot. At first it was fun and I did these first two
pages but then it started to get boring.

R: What made it fun at first?

Jessica: Because it was fun to remember when you were a
baby. I did these first two pages and then it got
boring and then I stopped and the next day when I
started it was fun again but then it got boring but
when I started again it was fun. When you do too many
things, vou don't want to do more.

Jessica was saying that her enthusiasm waned when

working too long on the same thing, and that she preferred a

varied writing diet.

summary
As the students talked about the different kinds of

writing they were involved in, it was clear they were
developing categories in their minds for different kinds of
writing as well as the awareness that one uses a different
approach when writing a fiction piece as compared to
non-fiction, for example. Ryan suggested this when he
shared that his piece about grizzlies was "for learning
about things" and other writing was "just to have fun®.
Jessica had developed her own thinking strategy for writing
a "story" and understood it as the development of a thenme
with lots of details, as opposed to a piece of writing that
lists ideas, that she doesn't call a story. As the students
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struggled to describe what a story was, they showed the
ability to reflect on how they put their writing together.
These reflections suggested some overal purpose. Several
students expressed their enjoyment in writing fiction
stories; exciting stories that aren't true. Sara and Ryan
stated that their involvement in their writing depended on
their interest in the topic. Sometimes Haley found writing
hard when she had to write on a certain topic. Jessica

found writing fun at first but after working on a topic for

a long time it was boring for her.

How "I" Learned toc Write

The children's recollections of how they learned to
write add another dimension to how they described the
experience of writing. The following excerpts present what
the children shared of what they remembered about learning
to write and what aspects of the experience were important.

Ryan recalled how he started writing:

... by sort of writing letters and then when I came to

school in grade one, I learned what the letters sounded

like and so I learned how to do words and the
dictionary helped me and now I know pretty good how to
write.

At the end of grade one, Ryan also wrote this about

learning to write:
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I lernt to right by using the dictinary. I prackis
reading and righing at home and at school and at my
gramas and grandpas house and in the car too. I lern
to right because I right allways and I practis righting
at home and at shool and at my frens house to. I lernt
to right by going to frens for help.

Ryan remembered that thinking about the sounds of
letters, using the dictionary, doing lots of writing and
going to friends for help were the important aspects of his
experience in learning how to write.

When Wendy thought back to when she learned to write
she was struck by the fact that it was just last year:

Well, actually :t was just last year when I learned.

Well, sort of, I don't really know how I really I did

it. I guess I just sort of got the letters and my dad

kept telling me and then I would start remembering and
then once I finished remembering I would know the
words.

For Wendy, learning to write seemed to have been a
rather automatic process. She didn't really temembér what
she did besides remembering words.

This was written by Michael about learning to write at
the end of grade one:

I learnt to write by friends by dictionarys and by

books and by my brane so I can do small and nice

writing but sometimes I write big but still nice.
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When Jessica looked at some pieces of writing that she
had done early in the year (grade one) she was surprised to
discover that "there's a big difference from here to here!"
(from September/October writing to February writing.) From
her present vantage point she described her early writing as
being "funny" because when she read it according to the
sounds she'd written, "it sounds funny." She had to look at
some words several times before she could read them and
realized that she "didn't know all the sounds of the letters
yet" and pointed out words with incorrect letters. Jessica
was surprised at what she didn't know about writin§ in
September/October and confidently stated that "now I know
how to do everything!" I asked her how she learned
everything and her response was, "I guess I did lots and

lots of writing and just learned."

Sumpary
As the children recalled learning to write they

remembered specific methods or strategies that were
effective for them such as going to friends for help, using
the dictionary and books, using sounds of letters to spell,
using "my brain" and writing a lot. The many "I" statements
communicate that the children felt they were involved, and

made decisions about how they learned to write.
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The Talking, Sharing Aspect of the Children's Experience of
¥riting

The continuous talk that surrounded the writing was an
important aspect of the children's experience of writing.
The children sought out classmates that were viewed as
experts for their knowledge in certain topics such as hawks
or grizzlies or for their expertise in such areas as
punctuation or spelling. Sometimes the talk was focussed on
a specific concern but more often it took the form of
on-going collaboration and exchange of ideas. As they
shared their writing with each other they learned more about
their own writing and they experienced how their writing was
received by others.

The following excerpt from my field notes demonstrates
that talking and sharing was a continuous reality as the
children wrote. The children were working on animal
reports. Jed was collecting information on dogs.

Jed gets up fror his table, picks up his paper and

walks over to where Brendan is sitting and asks hinm,

"Do you have an idea for me?" Brendan says, "Uh, what

colour are they mostly?" Jed replies, "Black or brown

or white. Do you know more colours?" Brendan replies,

"Well maybe kind of grey, cause my neighbour's poodle

is sorta grey, not white, so put that down." Jed finds

a chair and sits down beside Brendan and starts to
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write. Ryan and Steven are sitting at another table

looking at a book on grizzlies discussing the pictures.

"Look at those claws. I wonder if that's from a

grizzly or a black bear? I'd love to pet that bear. I

petted a grizzly - not a live one. It was in a museun.

It's fur felt kind of rough and hard." Anita and

Jessica are sitting at another small table opposite

each other. Jessica speaks out loud as she writes,

"Deers mostly live in forests." Anita says, "I don't

have that idea yet." Michael and Richard are arranging

their space, arranging the books they are sharing
between the two of them, trying to stand them up.

As the children organized themselves, moved around to
find a place to work, talking and sharing was interspersed
with writing. 1In this section what the children said about
talking with others during their writing will be described.
Some examples of children talking together during writing,
and the relationship this seemed to have to their writing
experience will be explored. Sometimes this talking could
be described as more spontaneous rather than being clearly
directed by a planned purpose. Other talking times were
more focussed as a child approached another person with a
specific request. Whole class sharing of pieces of writing
wvas another part of the sharing of writing with each other.
Many of the examples describe different aspects of the
animal project writing. I have used many examples from one

piece of writing to give a fuller picture of the ways
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children talked and shared, helping the reader understand
another aspect of what the experience of writing is like for
these children.

¥hat Children Say About Talking and Sharxing

Wendy shared in detail what it was like working with
others on her Whale Project:

It's helpful because you can share ideas. Me and

Stacey were both working on whales. She would help me

read the ideas. She would read it and write down the

idea and I would write down the idea too. And if I got
an idea, I remembered the idea of whales eating sea
otters. I remembered it from a show. I got the idea
that my dad told me, that when a whale makes a sound it
will go 100 miles and I gave these to Stacey and now we
both have that down so it's sort of like we're both
sharing ideas. As well we both wrote down some of
ourselves like, I didn't share some of mine and she
didn't share some of hers.

Stacey helped Wendy in reading the information books on
whales. Both wrote down the ideas they discovered and Wendy
shared the ideas she knew about whales with Stacey. As
well, they each had some of their own ideas. Wendy
indicated that sometimes things didn't work out working with
others so she would stop working with that person. Others
could also decide to stop working with her. Wendy related
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how she had had several partners in the course of her whale
project:

Like I started working on it and Sheryl started working

with me, then Haley started working with me, then Jean

started working with me. All those stopped except for

Haley. Haley was working with me and then I found out

Stacey was working on whales so I started working with

her cause we were getting into a bit of a fight with

the whale books cause Haley wouldn't share them so I

stopped working with her. I started working with

Stacey.

The working-together relationships could apparently get
complex and when the "partnership" didn't seem to work Wendy
chose a nevw partner. Wendy's earlier description of working
with Stacey showed that she expected cooperation, the
benefit of others' skills, and a spirit of give and take.

Jessica also shared that she preferred to share to talk
to someone else while she worked on a piece of writing. She
could often be found at a table with Anita:

We give each other some ideas and that was easier. I

like to work with someone else, better (than working

alone]. When Anita's not here. I work with Sara.

First I started playing with Sara and then I asked Sara

if she wanted to play with me at recess and then after

recess we were working with each other.
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Jessica related that other people helped her when she
wvrote by giving her ideas. "When I took it home for
homewvork, my mom helped me. Well she told me some things to
do when I ran out of ideas ... Kids in class help me look at
books, help looking in the dictionary and give me ideas of
what to write.”

For Sara working with two or three others worked out
the best:

«++ because then you just have two people to talk to

and they can give you a few ideas that they know on

cats ... I think Jean and Jessica helped me. Well,

Jean told me quite a few of her ideas on cats. Jessica

helped me experience what my writing would be like on

my good copy."

R: How 4id she do that?

Sara: I looked at her writing and said, I've got what my
writing is going to look like in the good copy of my
cat report and then I just diad it.

Sara referred to the fact that the printing style and
organization she used in her good copy of her cat report wvas
"borrowed" from Jessica. She liked the lock of Lysannne's
report and decided to do the same.

Not only did Sara get ideas from others as they worked
together but she credited learning the process of how to
study from books and do a project from working together with
others. Sara explained:
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Me, Anita and Jessica were doing a project on snakes
++« You know how I really learned how to really study
from books and things - from that project, like we were
all studying from books and really working hard.

Alone she would not have known what to do, but as they
worked together the project just seemed to evolve and this
experience gave Sara the confidence to know how to go about
her own cat project.

Brendan liked to go over his writing with lots of
different people "because they can sort of help me out with
words and stuff. I like to go over my work with them one
more time." Brendan liked to bring his story to a classmate
to read "to make sure most of the words are right" so that
others could read what he had written.

When Ryan explained how he thought about talking and
writing he showed how it could help or hinder his progress
in writing. Talking for him could be "great" or "not really
great.” When the talking was "great" it meant that:

Ryan: The talking is not too long and I'm learning a lot
about what I'm doing and stuff like that. Sometime I
have to talk. If I don't talk I don't get any ideas.

I can get ideas but I have to get other ideas not just

those ideas so I have to.

R: Do you go to certain people then?

Ryan: Mostly Richard, cause I'm doing hawks, right. Well
he knows all about hawks and most animals. Usually I

go to
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Richard cause he hunts, he's seen hawks, and he's seen

what they do, so I get lots of ideas from Richard.

Ryan clearly stated the importance of talking with
others and the direct relationship between talking and being
able to get more ideas. Ryan chose to whom he could go for
ideas. In this case he went to Richard, the hawk expert,
because he respected his knowledge. He used his fellow
classmates as resource pecple, and added the ideas he got to
his writing. Ryan also described talk that "isn't great."
This was talk that went on and on, "well like about other
things, like talking about hockey games, hockey sticks and
soccer and what we are going to do at recess. That's called
bad talking and taking me off the task."

Ryan explained how this talking was "fun" and "we like
that talking better than the other talking” but "you don't
get much work done.”" Michael also referred to “off topic
talk" when he said that "it helps when we talk about our
work but lots of times we get out of our work and onto
another topic." As Ryan said, "I've got to talk and then do
my project. I can't talk for three hours and then start
writing ... cause I don't get enough work done."

Haley was the only student, who, when asked to respond
to how she felt about talking with others while writing
said, "I like thinking in my own head cause I don't always
like other people's ideas."
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At all stages of their writing children shared and
talked with others. The children used each other as
resource persons and some students like Ryan referred
specifically to going to Richard because he knew a lot about
hawks. Sara worked with Anita and Jessica because they were
both studying deer. Working together with others gave Sara
the added confidence to take charge of her own writing and
confirmed that she was on the right track. Ryan
specifically stated that "good talk" helped his ideas to
flow. Talk played a different role for different writers.
Haley preferred working on her own and "thinking in her own

head"™.

Working Together Talk

The talk that accompanied the writing could be
described as focussed and directed to a specific purpose, or -
being more spontaneous and not as clearly directed to a
specific writing purpose. Students used talk in both of
these ways, and examples serve to illustrate how the
students were involved in talk and the relationship it had

to the writing.

Talking about Specifics

In this section the focus is on children's talk that
was directed to very specific concerns. The children
approached an "expert" to talk about @ specific concern they
had about their writing. I included four episodes in which
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children sought out classmates to talk about a particular
aspect of their writing. First Wendy came to Richard so she
could read her questions in her questionnaire to him to
check the meaning of her questions and to see if they were
good ones. Anita and Jessica read their Deer Projects to
each other and discussed alternatives to improve on the
meaning and the sound of the sentences. Richard came to
Michael with a request for help with punctuation. Brerdan
sought out Steven to check that others would be able to read
what he had written. The collaborative talk that was a part
of each of these conversations reinforced the observation
that the children's talk was an important part of their
learning about writing and of their experience of how their
writing was received by others.

Wendy came to Richard and asked him to listen to I
questions. She had just finished writing her questionnaire
to her parents asking for information and details about what
she was like as a baby. As he read the questions Richard
responded to what she had written.

Question 1. What was the funniest thing that I did when I
was little?

Richard: This one's good cause they can tell lots of ideas.

Question 2. What colour were my eyes when I was one?

Richard: Maybe you could add and did they change?

Question 3. Did I have a favourite toy?

Richard: I think this one's good.
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Question 4: What kind of food did I eat?

Richard: But they might just say spaghetti, you could add
and why. Maybe you could add did it change?

Question 5: Did I cry a lot?

Richard: Most babies cry a lot. Jennifer, my sister, cried

a lot. You could add and why.

Question 6: Did I sit on your lap?

Richard: That could be a yes or no answer, could add why.

Question 7: What hospital was I born in and what street was
it on?

Richard: This one is good.

Question 8: What made me cry?

Richard: This one's good cause they can say you were scared
or whatever and you could add why.

Richard rretended he was the one answering the
questions as he went through them, showing a developed sense
of audience. Wendy came to him because "Richard writes
good”, she saw him as an expert and seemed to respect the
responses he had made to her questions. Talking to Richard
helped her check the meaning of her questions; she found out
what they meant to Richard so that she could make changes if
she wanted to get other information thfough her
questionnaire.

Anita and Jessica often wrote together, but this time
they planned to work together in a special way. They
decided they wanted to read the ideas in their animal
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project to each other "to see if they sound good." This was

their opening conversation:

Jessica: If I say change some and I tell you what might be
better then later you can tell me what you like better.

Anita: When you're finished that one you can read it to me
and I'll tell you if it's good.

Jessica: I'll do that to you too =-- just so our ideas will
be good. Even if it's on our good copy it's OK. It
can still be my good copy.

Jessica: Why don't you read yours to me?

Anita: Deer have warm blood.

Deers are a mammal.

Deers are nice animals.

Deer are very beautiful.

Deer look like moose but they aren't. They are a
different type of deer.

Jessica: I think you're saying too many deer, deer, deer
like I was doing sea otters, sea otters. Like deers
have warm blood. Deers are beautiful. Deers are nice
animals.

Anita: So tell me what to do.

Jessica: OK, read it again.

[Anita reads again)

Anita: Maybe I should put down they are instead.

Jessica: Yah. That's what I was going to say.

(Anita erases and changes)

(Jessica spells t-h-e-y]
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Anita: I'll get you a piece of paper so every word I have
trouble with you can write down.

Jessica: Like a dictionary.

Anita: Yah. (gets paper, Jessica writes 'they' and Anita
puts it in her sentence.] 1I'll start all over again.
Deers have warm blood.

They are a mammal.
Does that sound good?

Jessica: Yah.

Anita: Deers are nice animals.

Jessica: Maybe we could put and change all deers are nice
animals. Are all deers nice animals?

Anita: Yah.

Jessica: OK, you could put that for a change.

Anita: All deer are nice animals. [reads sentence again)
You can see how it sounds all together.

Deers have warm blood. They are a mammal. All deers
are nice animals. Deer are very beautiful. Deers look
like a moose but they aren't.

Jessica: Maybe you could put ...wait ... deer are very
beautiful. They look like moose but they aren't.

Anita: Deer are very beautiful.

Jessica: You can read it all the way through after. We
don't have to start at the top.

Anita: What am I supposed to write instead.

Jessica: They.
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Anita: They look like moose but they aren't. [erases deer
and writes they]

Deer live in lots of places.

Jessica: Keep on going.

Anita: You shouldn't go near deer.

Jessica: But you mean too close to deer right?

Anita: Yah, how do I change that?

Jessica: You shouldn't go very close to deer.

Anita: (erases near and starts to write very close to)
Very is that e-r-y?

Josiica: Yah, this is just like respelling.

Anita: Is that how you spell deer? OK. Deer are very
friendly.

Jessica: Shouldn't we change that? I think now we've got
too much deers. All deers are friendly. No, maybe
they are friendly.

Anita: Maybe I'll put they. [erases deer and writes they]
Some deers are very small. Deers like to live in
pPlaces that no one can get into.

Jessica: That's OK.

Anita: You shouldn't kill deers.

Jessica: Why?

Anjita: Cause then there wouldn't be any more deers.

Jessica: OK. Maybe you could put that in couldn't you?

Anita: I don't know. I don't think I want to.
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Jessica: We're not wasting our time right? We're making
it 1like a story.
Anita: Not like a story cause stories aren't true.
(They continue working with Anita's piece of writing and
then with Jessica's)
Anita and Jessica read their sentences aloud, listened
"to the sound of it", gave each other suggestions and made
sure it "sounded good®. They listened to each other's
writing and responded to it as a reading audience, playing
with alternatives aloud and deciding what sounded best. I
asked Jessica how it helped to talk and work with someone
else and she explained that, "it's good when somebody else
can listen and see how it sounds and see what we could
change a little.... I think why we work together is cause
we're friends." The talk served to help them decide where
and how changes should be made, explore alternatives,
clarify the meaning of the text, and provide support for
each other that this really was a worthwhile activity.
Richard finished the good copy of his Future Writing
and he came to Michael with a specific request, "I just need
punctuation.® Richard sat down beside Michael and Michael
picked up the "story", and said:
Michael: Is this your bad copy or good?
Richara: Good.
Michael: OK, Well anyways, this is what I did on mine.
Well this doesn't matter but I put when I grow up I
might be
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a hockey player or an airplane pilot and then I put a
period - like right here. [points it out in his
writing. Michael starts to read Richard's writing.)
Were you working sort of fast when you were going
through this? OK, remember to put ... not a period ...
oh what do you call it uh, uh ... a comma I think.

Richard: I did put a comma there. Should I put one there?

Michael: I guess so cause you kinda take a short breath.

Richard: (reading) when I was about fifty ... I think
I'll change this.

Michael: Yah, cause I'd put thirty or thirty-five.
Richard, this doesn't make sense, "when I'm eight years
old ...

Richarda: Oh trar, it's supposed to be trap.

(reading) But I don't want to be a passenger plane
pilot. I would just have an airplane of my own. I
think I should put a comma after pilot.

Michael: Y~u should put in a period too.

Richard: I think I'll put in a comma.

Michael: I forgot something about something in
punctuation. You can put some of these in "!"

Richarad: I diq, right here but I don't want to put it
anywhere else cause you don't have to say it very
strongly.

Michael: I think in some places you should do more
periods. Maybe a few commas too like after hockey and

before my.
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Richarad: OK (puts them inj.

Richard came to Michael as the expert on punctuation,
and in a collaborative manner some decisions were made to
add commas, periods, and a spelling change as well as an
idea change in one sentence. Richard had some knowledge of
punctuation but needed Michael's guidance and confirmation
in what to do. It could even be that after working with
Michael, Richard came to realize he knew more about
punctuation than he had thought earlier.

Brendan came to Steven with the good copy of his story
with the specific request "Can you read it to make sure you
can read it?" He purposely came to Steven with his good
copy rather than his bad copy because this was the copy that
would be received by a wider audience than himself, and he
wanted to check that the words were right and that parents
could read it "when they come into the classroom and see it
on the bulletin board.” He shared that "I haven't gone to a
person for help cause that's just a bad copy", suggesting
that he felt comfortable with his invented spelling in his
bad copy but saw his good copy as bcin§ public. Brendan
realized that there are certain conventions to follow,
especially in spelling, so that his writing will communicate
to others. Steven acted as a representative of that wider
audience for Brendan, "to make sure that the whole thing is

right."
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Steven: (reading] One day there was a big lion. He was a
big!!

When you put that exclamation mark sometimes, almost
everytime it means it's the end of the sentence so if
someone were reading it they would stop [after big].
He was a big!! coward!!

Brendan: OK, I'll get rid of those.

Steven: Keep that one cause it's good. [reads next
sentence] him nobody??

Brendan: Oh -- s0 nobody was afraid of him?

Steven: Put in some more words. Do you know what a coward
means?

Brendan: Yes, nobody was afraid of him, he's scared.

Steven: Why is nobody afraid of him?

Brendan: Cause he's a coward -- when he jumps up he
wouldn't scare anybody.

Steven: Oh, I get it. [continues to read] So he grews,
grows. So instead of the 'o' in there put an 'e’.

Brendan: I'll do that right now.

Steven: That says legs [lages]?

Brendan: That's why I put an e at the end.

Steven: Oh you put an e at the end so the a would say
(long] a for legs. We don't need an e at the end
instead put it in where the a is.

It was important to Brendan to be able to go to Steven
with his writing and after reading it together and “making
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it right" it appears that Brendan felt assured that it was
ready for everyone to read. Whereas at other stages of his
writing he talked to others about ideas to include, at this
stage he was concerned that everything was written "right".
In each of these four examples the children came
together to work on their writing and learn from each other.
The talk that was the important aspect of this collaboration
usually focussed on an area of specific concern. The
children responded seriously to each other's writing, acting
as an audience receiving the writing. They recognized each
other as experts in different areas; those of story content

and ideas, punctuation and spelling.

Just Talking

Probably the most all-pervasive talk was the
spontaneous ongoing talk that often stemmed from a common
interest in a certain area. The dialogue was not initiated
for a specific purpose but often arose spontaneously as
several children looked at pictures in a book or shared some
information or anecdote, probably related in some way t- the
topic they were writing about.

This was how Ryan and Steven got in a discussion about
who would win in a grizzly-gorilla fight. They were both
looking at the photographs in a book about bears and stopped

at a picture showing the claws of a bear.
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Ryan: Look at his claws! I wonder who would win if a
grizzly and a gorilla got into a fight.

Steven: A grizily and a gorilla - probably a gorilla.

Ryan: Why?

Steven: They're almost the most powerful.

Ryan: I think it would be hard to decide.

Steven: Lots of animals attack bears.

Ryan: I think they would both die.

Steven: A gorilla and a grizzly would ..~ :r get into a
fight cause gorillas are so shy, even of animals.
Ryan: Well, it would be neat to find out. Guess what, you
can put another story down [in your gorilla project).

In the Calgary Zoo a while ago ... (they had]) a boy
gorilla and a girl gorilla and they wanted to have
experiments or something and it was trying to attract
the boy gorilla. The boy gorilla was trying to ignore
her and he lifted her up and threw her and she broke
her neck and she died. But I don't think they could
1ift 1,000 pounds.

Steven: They could 1lift 1,000 pounds, that's only 10 100's.
Some people weigh 300 pounds and people will be really
light to gorillas when they pick them up. Like
gorillas are so strong they could pick up a 300 pound
person.

The discussion which evolved spontaneously from Ryan's

response to the photograph of the bear's claw allowed both
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Ryan, and especially Steven, to act as expert and relate
what they knew about the animal they were studying, to the
question Ryan posed. Then in the course of the
conversation, Ryan remembered a story about gorillas in the
Calgary Zoo that he suggested Steven could include in his
project. 1In another conversation the following day, bears
were being discussed and a student mentioned to Ryan, "Know
what, grizzlies are getting extinct cause people are
shooting lots of bears but they're trying to save
grizzlies."

It was probably this comment that led Ryan to share
that he wanted to find out more about "how grizzlies are
being extinct®. Through these kinds of spontaneous
discussions, the children shared their knowledge and
experiences with each other, sometimes alerting their fellow
writers to an aspect of a topic that they had not previously
considered.

At other times the talk did not involve discussion but
seemed to serve as an oral rehearsal for the story. Some
students shared the content they planned to write about in
great detail. Michael shared the following true story with
James about how his dog was killed, even drawing out a
little map to explain the location of the house, street,
dog, and truck. Following that, he wrote his story
including all the same details that were part of the oral

rendition.



141

My dog was walking along. The %ruck driver couldn't

see very well and just before he put on the brakes, on

the windshield wipers he crashed - kaboom! There was a

curve and he couldn't see. See here's my house and

that's the dog and that's the truck and here's me.

(Michael draws a map.) And like when he was starting

to run he moved, blood squirted on the truck and the

truck was right there and I ran over and there was
another house here and it landed over here.

As Michael told the story to James he was still trying
to recall all the relevant details and to piece together the
exact order of the events. This telling seemed to act as a
rehearsal for Michael, helping him prepare for the writing
stage.

Every day there were many casual interactions between
the children as they checked up on each other's progress,
showing interest in what others were doing and planning.
Sometimes suggestions were offered or ideas shared. As Ryan
said, "Sure I help other people, give them ideas, talk about
it and all that stuff.” The following interchange was a
typical one.

Jonas: Are you working on ladybugs?

Sara: Yah. I'm just starting and I know quite a lot about
ladybugs already.

Jonas: Well, ladybugs have spots. Ladybugs can fly.
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Sara: I'm going to do chapters on this like I'm going to
do, colours ladybugs can be, about the spots and how
many legs ladybugs have, like chapter 1, The Colour of
Ladybugs. I'm going to do it in Roman numerals.

(Sara writes chaper 1.)

Jessica: (reads) Chaper, you need a "t",

Sara clearly showed ownership as she talked about the
content she planned to include and how she would organize
it, yet there was ongoing collaboration as others showed
interest and offered ideas.

This collaboration was clearly in evidence as the
children were writing their questionnaire for their native
friend. Children were visiting each other and asking, "Do
you have an idea for me?" "Wow, look at all the ideas you
have!" "What's your best question?" "What's on your sheet,
can you read them to me?" "What questions do you have?"
"If you'll give me an idea, I'll give you one." Questions
were being interchanged continually and if the recipient
liked the question it would be included in their list.
Later when the children read their 1list to the class, many
children wrote furiously to add the ideas they liked to
their own list.

These examples descri»ed the on-going spontaneous
interactions between the children as they wrote. These
interactions suggestea that the students were interested in

what others were doing and planning, ready to share ideas



143

and offer suggestions. Their spontaneous discussions with
each other may not have been directed at getting new ideas
for their writing, but often in the process of pursuing a
common interest with a classmate, the children were alerted
to aspects of a topic that they had not previously
considered. This gave them new ideas or new directions for
their writing. Casual talk with classma‘tes also acted as an
oral rehearsal of their ideas for their writing and testing
out the impact the story had. A lot of the spontaneous talk
demonstrated an on-going collaboration. The children were
interested in each other's progress wanting to keep in touch

and exchange ideas.

¥ 2 Class Sharing

"~ . le class sharing allowed for another kind of
‘1r*e1 :ction between writer and audience. Children read
thei1r writing to their classmates and asked for their
comments. These comments suggested that the children took
an active role in responding to each other's writing as they
made suggestions, asked for clarification and offered
encouragenment.

These are some of the comments the children made as a
response to the stories:

It sounded like it went together. I think you did

really good and put in a lot of effort.
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What happened in the end? You could put a few years

later and put what you might do.

If you want to put in another detail you could say that

they use their tails to warn others of danger.

Did you include the moose in the starting otherwise

people will think its just about an alligator.

I think this is the best one I have ever seen you

write.

Maybe if you're scared to go over in the woods, you can

go to the animals in the zoo.

I might be able to give you an idea. I've got some you

haven't written down.

Could you put what kind of a dog it is, like is it

furry, is it friendly?

You told us that the alligator makes a big hole. Maybe

you could tell us how they make the hole.

Sometimes the children asked for comments about
specific aspects of their writing. For example, after
reading a piece of writing to their classmates the student
would ask the class, "Could you tell me if I'm done", or
"Should I add more ideas?" These comments suggested that
the children were developing expectations about what a good
pPiece of writing should be. They expressed an interest and
involvement in each other's writing as they worked together

to make the writing better.
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The children talked about how they exparienced this
kind of talk about their writing. Wendy enjoyed presenting
her writing to the class and she appreciated the feedback
that she got from her classmates. She said,

Well, when I'm on my respelling and I've done a lot of

work on it then I like sharing it cause people give me

new ideas and give me comments about it that I would
need to know and stuff and maybe some questions I need
to answer and I feel proud about it when people hear it
and when I feel proud about what I did then I like
people to hear it.

R: Do you alwvays want to read it?

Wendy: Well when I put in a lot of effort I do, but when I
haven't put in a lot of effort I don't.

I talked to Michael after he had read the first copy of
his story to his classmates and he remembered specifics
about the feedback he had received. He found he could use
some suggestions, while others were not applicable because
in his story he wanted to remain true to the facts as they
had really happened. This is how Michael explained it:

Some of the suggestions weren't very good cause I want

this to be true, right. Like some of the suggestions

were that maybe the dog would get the bone and run off.

But I said this was true so I couldn't switch it to

that. And Sara said, "Why don't you change a few

sentences, but it's still true and so I did hers.
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Michael was well aware of the suggestions given to him
and used the ideas that fit in with his own plans for his
story. He added that the responses he received made him
think of some things that he possibly wouldn't have
otherwise.

Sara enjoyed it when others shared their writing
because "when other people share I get to experience some
other animals and maybe I'll want to choose one for my next
project.” However she felt hesitant to share her own
writing because standing in front of everyone made her
nervous, though she suggested that with practice she would
get used to it.

R: You shared your story today. How did you find that?

Sara: I found that it was kind of hard cause when you're
doing it in front of lots of people it feels like
you're famous and it's the first time you've ever been
on stage and I felt really nervous because I only
practised it two times. I did it fine and now I know
something that's really good - always try, try, try.

When Ryan talked about sharing with the clais he also
related that he enjoyed sharing when he knew he had written
a good story.

R : Do you like sharing with the class?
Ryan: Sometimes I do and sometimes I don't. When T've done
really well and I've got a lot of spelling good and

when my story makes good sense and stuff.
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R: What's it like to share?
Ryan: Well, they give you good comments and bad comments.

Usually they're good. Most of the time they're good.

Like they'll say "Could you read this a lot faster and

stuff like that. That's when I don't like the

comments.

Ryan appreciated the positive feedback he got but when
he knew his story didn't make "good sense” he preferred not
to share it, suggesting that he didn't like receiving the
"bad comments".

Wendy and Michael talked about appreciating the new
ideas they received from classmates when they shared their
writing. Ryan felt somewhat more vulnerable and interpreted
vhat may have been a suggestion as a "bad comment". Sara
valued the ideas she got from hearing the writing of others.

The interest and involvement in the writing of
classmates was carried over in to the whole class sharing
time. The children took an active role in responding to
each other's writing and valued "experiencing™ the writing

of others.

Summary of the Data

As the children shared their thoughts and explained hnw
they went about their writing they revealed what was
important to them in their writing. Some of the important
aspects of the children's experience of writing will be
highlighted.
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The children showed an awareness of the way they wrote
and the strategies that worked for them as well as the
realization that others do not go about their writing task
in the same way. Ryan explained that he found that starting
a piece of writing was hard but once he got going he got
more and more jideas. He was aware of a rhythm and pattern
to his writing based on his own experience of writing.
Comments from Sara and Michael showed confidence in their
own writing styles. Michael explained that "of course not
everybody doesn't do it the same" because each writer
approaches the task in their own way. For example in his
animal project, he explained that he got some ideas "from
the person who wrote the book" and Joe, a classmate "doesn't
do that". Sara explained that even though pecple may write
in similar ways yet "I don't write exactly like anybody
else”". The student's writing knowledge came from their own
experience of writing, as they made sense of each new
writing task and figured out what worked best for thenm.

They approached each new writing task based on their
previous writing experience. The experience reinforced
certain strategies or helped them make new discoveries about
themselves as writers. Sara's statement reflected her
experiences as a writer. She compared the effort and hard
work involved in being a good sport in soccer or baseball to
the effort a good writer puts into a piece of writing. 1It's

not fun to be "out" but the game goes on. In writing, a
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good writer can't take shortcuts but needs to add ideas or
rework existing ideas. She alluded to the fact that this
may be tedious but the result was worth it. Sara was only a
grade one student but she had already developed her own
personal schemata for what writing is all about, a framework
she could draw on and enlarge as she approached each new
writing task. The students could only speak this way about
their writing when they were able to make many of the
decisions involved in the actual writing tasks themselves.
The children made many on-going decisions about what to
write and how to write it. As they described vwhat they vere
doing while they wrote it was clear there was on-going
change in their writing. Each child made his/her own
decisions on what ideas would be celeted, added or changed.
The students were developing their own standards as to what
makes a good piece of writing and their changes were
directed to making their writing "better". They were
developing a sense of seeing their piece of writing as a
whole and being able to reflect on what they intended to
communicate through the writing. As the children related
what they had done in moving from copy to copy they had a
sense of the process they went through and some of the
specific decisions they made. As Sara compared her "bad
copy” and her "good copy" she stated, "I decided that I

might do six or seven ideas anyway and I did seven more and
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I was done on my good copy by six pages and that was
something that was really good and it worked out fine."

She also decided to expand some of her ideas because "I
noticed I wasn't doing it as good cause other people were
putting down reasons and lots of detail." She also made
personal decisions about the ideas she chose to put in her
“"good copy" of her cat project. When I asked her how she
decided what ideas to put in her good copy she gave this
answer. "Well the best ones I have. I'll read the first
one cause it's probably the most amazing - 'Cats can be
colourful or very dull.' That one is really quite amazing."
Sara expressed confidence in choosing her best ideas and
used her own personal experiences to judge the value of the
idea.

Ryan wanted to change some of his information in his
grizzly project because he found out it wasn't accurate. He
decided to add a story he had heard about grizzlies from
Richard because he thought it would be an interesting
addition.

For sara, Steve, Richard, Jessica, Ryan and Brendan
moving from a "bad copy" to a "good copy" was basic to the
way they went about their writing. They talked about the
"bad copies" as working copies. The working copy was
intended for their own use, giving them the freedom to get
down their initial ideas. 1In their "good copy" their

concern was to make their writing "better", to meet the
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needs of a wider audience. For some of the students this
meant attending to different aspects of what makes a piece
of writing "good", according to their own developing
criteria. For Brendan it meant making sure others could
read his writing. For Jessica it meant adding some ideas,
circling words to fix spelling and printing clearly and
legibly. For Ryan it meant adding a chapter title, changing
a fev ideas, and printing legibly.

How the children thought about spelling and the role it
took was another dimension of their experience of writing.
For some children, spelling was more of a concern than for
others. While writing, Brendan was deeply involved in
figuring out what letters to write to stand for the words he
wanted to write. Brendan's concern was that he would be
able to come back to his writing the following day and be
able to read it. Others didn't worry about spelling until
they were getting ready for their final copy. Ryan shared
that he learned to think "what the heck about spelling, and
I started to write faster". At the end of grade one, he
realized that "I learned to write by knowing you don't have
to spell the words right." Richard explained his strategy,
"Usually I whip down some words and then go back and go over
thea and see which ones are right and the ones that I think
are wrong I circle." As the children related their thoughts

on spelling their awareness of the place of spelling was
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clear as well as their conscious development of a strategy
to cope with the conventions of spelling.

Another aspect of writing that the children brought
into their discussions with each other was that of printing.
Several children said that how they wrote didn't matter on
their "bad copy" but on their good copy they wanted it to be
"neat"”. As the children talked about printing they
described different qualities that are associated with
neatness. These qualities included: the size of the print,
letters in the lines, fancy letters in the title, and
pPrinting in capitals. The students also made references to
the printing of others, sometimes modelling their printing
on that of classmates.

How the children talked about the different kinds of
writing they were involved in, was another dimension of the
children's experience of writing. The students' comments
suggested thac they were developing categories in their
minds for different kinds of writing. This understanding in
turn influenced the way they approached a speciftic writing
task. Ryan articulated the way he thought about "fiction
stories” and "not fiction stories". He defined these two
types of stories in terms of his experience of writing both
types. Fiction stories "can be about anything." He
explained that he wanted to make them "exciting, funny, sad
and happy, and other things like that." When he was "not
doing a fiction story" then he wrote facts he knew and those
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he found in books. He referred to his grizzly bear project
and used specific examples of the kind of facts to include.
Accuracy was important for Ryan and if "you write down they
kill everything they see that's not as much fact as you
should have. They kill a lot but not everything they see."
Ryan was building a schema for the different kinds of
writing he had experienced and he was able to bring this
understanding to future writing experiences and so further
refine his framework. During a class discussion on whether
the future stories that the students were working on should
be called "stories” or "reports", several students put
forward their ideas about how to explain what a story was
and vhat a report was. Many expressed that a story has
deeper, nmore developed ideas while a report can be more a
listing of ideas.

In a story you don't list, like stories have chapters.

« « « This ([referring to his Future Story) is sort of

like, not quite a story, like pretty deep ideas but not

really a story.
Another student added:

Mine was a story cause it was sort of like a book with

lots of ideas around it.

The talking and sharing with others was another
important dimension of the children's writing experiences.
At all stages of their writing children approached others
for help with ideas as well as for support in locating new
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intormation or for new id:as related to organization or
printing style. The talk also helped students to rehearse
their ideas, make new connections through conversations with
others and helped them to develop their thinking on a topic.
Ryan explained this when he stated, "Sometimes I have to
talk. If I don't talk I don't get any ideas. I can get
ideas but I have to get other ideas not just those "ideas,
s0 I have to". However, Haley preferred to work alone in
putting down her ideas.

Working together with others gave Sara the added
confidence to take charge of her own project writing and
enabled her to know how to go about her own cat project.
Sara originally worked together with Anita and Jessica on a
snake project and she shared what she learned. "You know
how I really learned how to really study from books and
things - from that project, like we were all studying from
books and working hard."

The collaborative nature of the interaction allowed the
children to learn from each other and explore a topic
together so that all the participants benefitted. Anita and
Jessica worked together, each reading aloud the text for
their Deer Project. They listened to each other's writing
and responded to it, playing with alternative sentence
beginnings outloud and deciding what words sounded best.

Jessica explained that "it's good when somebody else can
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listen and see how it sounds and see what we can change a
little."

As a community of learners, special skills were
acknowledged and accessed by others. Richard came -
Michael for help with punctuation. Ryan engaged Steven in
conversation, about the grizzly and as Steven brought his
expertise about the gorilla into the conversation he
reminded Ryan of a story about a gorilla in the Calgary Zoo
that he suggested Steven include in his project. Brendan
sought out Steven to respond to his writing as a reader and
to check that it all made sense. The children showed
interest and involvement in each others' writing and through
their continuous interaction kept up with each other's

progress.



CHAPTER 6
CONCLUSIONS AND REFLECTICNS

If you will keep trying to explain yourselves I w:1ll
keep showing you how to think about the problems you
need to solve (Paley, 1981, p.223).

Overview of the Study

The purpose of this study was to describe children's
experience of writing in a grade one/two classroom. I
addressed the question of what it was like to be a writer by
observing the children's writing behaviour, listening to the
way they talked during their writing and to the way they
reflected on what they had written. I sought to understand
and describe the aspects of writing that took on
significance for the children as they wrote.

The study was carried ocut in a grade one/two classroom
over a five month observation period. Adult visitors or
"program support people" were often present in the classroom
to "observe, follow, and intuitively predict class learning
standards remembering that the child's needs come firsc."
Therefore my presence as researcher was not experienced as
an intrusion by the teacher but interpreted as another
person the children could talk to about their writing.

Several types of data were collected; field notes were
written, student/student discussions were tape recordeqd,

informal and formal discussions with children were tape
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recorded, and children's writing was photocopied. The
analysis of the data involved searching for themes and
patterns and attempting to understand the parts, their
relationship to each other, and to the whole being studied.

Major Conclusions of the Study

Children Experiencing the Classroom as a Community of

Learners

An important conclusion of the study is that the
children experienced the classroom as a community of
learners. As a community of learners, special skills could
be acknowledged and accessed by the others. Ryan respected
Michael's informational and experiential knowledge about
bears. Jessica went to Anita when she wanted someone to
help her make her Deer Project more interesting. With one
of his stories Brendan went to Steven since Brendan trusted
that this feedback would tell him if his writing made sense
and whether it was ready for a wider audience. Not only
were certain students taking on the role of experts in the
eyes of others, but students relied on each other to be
supportive.

The children's constant interaction with others at all
stages of their writing was a dominant feature orf this
classroon. The students were responsive to each other and

supportive of each other's writing. They took each other's
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writing seriously and kept up with each other's progress.
Students constantly came to each other to ask for ideas.
Students also worked closely with a chosen partner
throughout their writing. Sara shared how working with
Anita and Jessica helped her to learn how to approach the
task of project writing. Jessica's partnership with Anita
gave both of them a second opinion as they went through
their writing, changing the beginning of their sentences and
collaboratively deciding which words sounded best. As
Jessica said, "It's good when somebody else can listen and
see how it sounds and see what we can change a little."
Ryan stated that he had to talk with others to get ideas and
develop his thinking on a topic. The children used each
other's writing as models for their own and "borrowed"
organizational methods and printing styles as well as ideas.
Calkins (1986) speaks to the importance of the
Classroom as a learning community and how "everyone in it
must be both teacher and student™ (p.10). In the classroom
it's not the teacher who knows and the children who learn,
but all are learning from each other. Perl and Wilson
(1986) also speak of the importance of "classrooms as
communities where each individual contributes to the act of
bringing forth or creating, not only writing but also the
culture of the classroom itself" (p.259). To establish this
community sense students must experience their role as

capable learners, each with their own unique stories to
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tell. When "teachers see in their students competent,
capable human beings, they seem to act in ways that
naturally enable their students to explore, to grow, to

stretch themselves beyond their own limitations" (p.258).

This study reinforced the importance of the children
experiencing a sense of belonging, as an "insider" in a
group of writers. The children communicated a sense of
self-confidence in their ability as writers. Ringing
through the statements made by the children was the
conviction that they could make important decisions about
their writing. sSmith (1982) describes the complex
orchestration of ideas, meaning, spelling, printing, and
punctuation involved in writing and the need for children to
deal with all of these areas, often simultaneously, to
produce the written text. Yet as I listened to these
children they had worked out their own individual ways of
dealing with the complexities of writing.

Brendan's strategies come to mind. Brendan explained
that he had a hard time reading what he had written the day
before. He depended on the memory of his ideas as a
support in his attempts to read over what he had written.
Often he would start a new copy because he wanted "to make

it better" which meant he wanted to be able to come back to



160

-t later and be able to read it. Brendan had developed his
own strategy to cope with tre conventions of transcribing.

A lot of decision making was involved in the process of
moving fror the "bad copy" to "good copy". As the children
described what they were doing, the common factor was the
ongoing change in a piece of writing. Each child made
decisions on what would be deleted, expanded, or
re-organized. Sara showed she had a sense of the process
she went through and an awareness of some of the decisions
she made. Sara described her process as "just remembering
my best ideas and putting them in my good copy”. She
confidently explained that in her good copy she kept "the
best [ideas) I have [like] cats can be colourful or very
dull. That one is really quite amazing." As the children
approached the writing of their "good copy" they attended to
different aspects of their writing depending on their own
developing criteria of what made the writing "good". For
some it meant printing legibly, for others changing or
re-organizing ideas.

The students were becoming aware of how they went about
the task of writing and that each person did not necessarily
go about a writing task in tae same way. Sara expressed
this well when she said, "Nobody writes ¢ite like me, maybe
almost like me, but not exactly”. When Jessica described
her autobiography as a story, she was making a distinction

between the way she wrote and the way a fellow Classmate,
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Sara, had written hers. According to Jessica, hers was a
story and Sara's was not because Sara's writing consisted of
separate unelaborated ideas, while in her writing, she had
expanded her ideas and included lots of detail.

Many of the children talked confidently about the
different aspects of their writing and the strategies and
methods that worked best for them. They saw themselves as
writers in their own right. calkins (1986) and Smith
(1984b) discuss the implications of a child "viewing himself
as an insider, as a member of the circle of authors"
(Calkins, 1986, p.221). Smith (1984b) argues that "far more
than formal instruction is involved when children learn how
to read and to write" (p.l). Just as children learn to
speak by being accepted into the club of spoken language
users so children must be allowed to be full members of the
literacy club.

[(As members of the literacy club] children see what

written language is for, all its manifold utilities for

writers and readers. They are admitted as junior
members; no-one expects them to be very skilled
themselves but they are helped to write and to read
vhenever they have a purpose or interest of their own
in such activities. cChildren get involved in an
ever-broadening range of literate activities as they

mzke sense to them and the learning follows. . . .

Children can see others engaging profitably in literacy

activities who are the kind of people the children see

themselves as being (Smith, 1984b, p.8).

As members of the literacy club, Smith (1984Db)
describes the children's learning as "meaningful, use .1,

incidental, collaborative, vicarious, and free of risk"
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(p.5). Learning to write is more than learning what writing
is about. Children learn to write by perceiving themselves
as writers because of their involvement with written
communication (Smith, 1982, p.199). Calkins (1986)
describes how, when the child is an insider, his literary
experiences "take on extra significance" (p.220). Students
ask questions, make their own connections, and learn from

the strategies and habits of others.

Making Sense of It All

Another important and related conclusion is that the
students realized that they have rescurces to bring to their
writing, such as their own experiences and knowledge. The
ongoing talk with partners or with the whole class often
served to spark ideas and enabled the students to "get into"
the topic and make personal connections.

In listening to the children, I became aware of the
importance of feeling connected to the topic they were
writing about. Even with prescribed writing topics
students, through talk and discussion, were able to make
some personal connection to an aspect of the topic. Sara
said that she chose to do her project on cats because her
grandma had several cats and she was able to study them and
so she had information to start with. Jessica was
interested in deer because she always went camping in the

mountains and she had seen lots of deer. During her writing



163

and discussion with Anita whose project was also about deer,
Jessica used her experiential knowledge of deer to make
decisions about what to write and what was "true". James's
story about what he wanted to be, included that he wanted to
be a scientist and cure sickness. He explained that he
wanted to find a cure for Krohn's, a sickness his mom
suffered from. Ryan shared his interest in writing science
fiction because he "liked it".

The children were also developing their own writing
knowledge as they made sense of each new writing task and
decided what worked best for them. In showing how they
experienced the different aspects of writing it was clear
that the children were developing their own framework for
what makes a story better, how to do different kinds of
writing, how to deal with spelling, and what writing is for.
As they made sense of further writing experiences they
continued to enlarge or revise this developing framework.

Many researchers (Dyson, 1982; Smith, F., 1983;
Donaldson, 1978; Harste et al, 1984) suggest that children's
relationship to the world is one of making sense out of
events and experiences. Children are seen as active
participators. Donaldson (1978) asserts that all of us,
children included, "do not just sit and wait for the world
to impinge on us. We try actively to interpret it, to make
sense of it. We grapple with it, we construe it

intellectually, we represent it to ourselves." (p.68)
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Barnes (1975) discusses the importance of talk in
receiving the meanings of others and in discovering the
meaning of an experience for ourselves by going over it and

making new connections.

Language is a means by which we learn to take part in
the life of the communities we belong to and a means by
which we can actively re-interpret the world around us,
including that life itself. Through language we both
receive a meaningful world from others and at the same
time make meanings by re-interpreting that world to our

own ends (p.10l1).

The students' constant interaction with others helped
them to get ideas, expanded their own thinking, reminded
them of their own related experience and knowledge, enabled
them to think out loud, and encouraged confidunce in their
own ideas through confirmation from others.

Throughout the study I also became aware of an added
dimension of my ongoing interaction with the students while
they were writing. Not only did it serve to help me
understand what the children were doing and thinking about
during their writing, but it also made the children more
aware of their own writing processes. Sometimes in
anticipation of a conference with me, they would start to be
more conscious of how they went about their writing, where
their ideas had come from, or why they decided to make
changes. Donaldson (1978) discusses the importance of this
relationship between self-awareness and control over one's

thinking and refers to Vygotsky.
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Control of a function is the counterpart of one's
consciousness of it. If a child is going to control
and direct his own thinking in the kind of way we have
been considering, he must become conscious of it

(p.94).

In order to more fully understand how this
self-awvareness grows she refers to Piaget's findings.

Avareness typically develops when something gives us

pause and when instead of just acting, we stop to

consider instead the possibilities of acting which are
before us . The claim is that we heighten our
avareness of what is actual by considering what is
possible. We are conscious of what we do to the extent
that we are conscious also of what we do not do, of
what we might have done. The notion of choice is thus

central.” (p.94)

My interaction with the children was a means of gaining
information, yet it also served as a catalyst to help the
children become more conscious of their choices and
organization. My specific questions such as where certain
ideas came from, what they talked about with their writing
partner, vhy they were making a good copy, or why they made
a certain change, may have made them more conscious of how
they went about writing and what worked for them. They may
also have become aware of choices they made and their own
intentions and strategies.

It appears that when children are responded to as
experts in their own writing they perceive their thinking as
being taken seriously. As researcher, my relationship to
the students was one of an equal who was there to find out
what they were thinking. This reinforced for me the

conviction that when children are responded to as experts in
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their own writing and their thinking is taken seriously they

become amazingly articulate about their strategies and their

thinking processes.

It appears therefore that children respond to a sense
of membership in a community of learners by using
interaction with others to develop their writing. They view
themselves as capable learners and express self-confidence
in their ability as writers. Their self-confidence and
continuous interaction with others was accompanied by a
degree of self-awareness. The students were developing
their own strategies and writing knowledge as they made
sense of each nev writing task and decided what they wanted

to achieve and what worked best for then.

Directions for Further Reseaxrch

The work of Calkins (1983) and Dyson (1984) has
stressed the importance of pulling up a chair alongside
students to listen to their thinking aloud and to their
on-going decision making, as they went about a piece of
writing. This study reinforces the importance of listening
to the voices of children as they talk about their
experience of writing. A longitudinal study interviewing
children at different grade levels would be valuable. Older
students could be involved by keeping response-to-writing
journals as part of the data collection. The question could
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be asked, "Are there certain aspects of the writing
experience that stand out at different stages, for the
child-writer?"

The work of Harste, Woodward, and Burke (1980) and
DeFord (1981) has suggested that the teacher's approach and
other contextual factors are directly related to the child's
literacy experience. A study describing the child's
experience of writing in different classrooms at the same
grade level could seek to further examine and describe that
relationship.

It has been documented by Heath (1983) that the kind of
literacy background children bring to school affects their
success at school. Heath (1983) has documented how
important it is for teachers to understand the children's
home experience, to allow the children to build on a
"foundation of familiar knowledge" and bridge the gap
between the home and school experience (Heath, 1983, p.340).
A study describing the experience of children with writing
both at home and at school would be valuable in
understancding the children's experience of written
communication at home and at school and the nature of the

relationship between the two.
Einal Word: Research Informing Practice

The Writing Process Movement, a term used by Graves

(1983) to describe the renewved emphasis on writing in the
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classroom, has certainly helped many teachers to make some
important changes in their classrooms (p.185). As teachers
encourage children to write about the world they know, and
to talk to each othe> about their writing, many become
excited about the kind of learning they see the chiren
involved in.

There is a new emphasis in these classrooms on taking
cues from the children rather than letting the curriculum or
prescribed programs make all the decisions. When certain
activities in the writing process approach, such as free
writing, conferencing, "author's chair", and publishing,
become sanctified and used indiscriminately, we have what
Graves (1984) has called "the enemy of orthodoxy" (p.184).
Dillon (1985) has called it “hardening of the ideologies*
(p-586). Several researchers remind us that listening to
children's responses and maintaining continuous interactions
with young writers must always remain on the forefront of
the teacher's agenda (Graves, 1983; Dyson, 1986; Calkins,
1986) . Educators cannot assume that they know what a child
has learned or that all children respond to an activity in
the same way.

Every pupil in the class will go away with a version of

the lesson which in s me respects is different from all

of the other pupils’' versions, because what each pupil
brings to the lesson will be different. Thus we shall
not be able to understand what they learn without
considering that they make sense of new knowledge by

projecting it upon what they know already (Barnes,
1975, p.21-22).
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Barnes reminds us that as teachers we must also be
researchers in the broad sense of the term. We must be
ready to listen and learn from the children and try to
understand how they are tackling the task and how they
perceive it.

Dyson (1986) reiterates how important it is for
teachers to know children and to listen to their voices.
She has borrowed a term from Stern to describe the
teacher-child relationship as "a dynamic, interactive dance;
teachers and children interact to create activities - to
create curricula - as they work to reach their respective
goals" (p.135-136). Children respond in different ways to
different activities at different points in their growth.
Children differ in their style of working and even differ in
something as basic as their view of what written language is
for. Whenever the children are involved in a writing
experience, teachers must be :vare of whrt. tlLat experienc:
means to the child, in order fcr them to b« teacher-learners
as well as observers.

« « o« critically observing the responses of our
students to our teaching efforts, observing the
diversity of the child's responses within any one
instructional experience will prevent ossification, for
children always resist too rigid notions of 'what
children do' or 'how children learn' (Dyson p.142).
This study, as it describes specific children's

responses to their writing, reminds us that children have

important stories to tell. Dyson too reminds us that the
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"essence of teaching” is "the individuality of the human
learner and the appreciation of the intense human encounter
that is teaching. And it is those characteristics that ...
truly define tr« dynamic art and craft of professional

teachers, who dance with their children" (Dyson 1986,

P.144).
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APPENDIX 15: Partial Transcript of Interview with Toni

R: Could you talk about the learning you value?

Toni: I want my kids to teach me what they know, what they
don't know, what they need to know next. Not me doing
all that but making them (do it]. The more work they
do, the less I do and the better it is for me and them
in the sense that I become more and more the
facilitator, modelling, and they become the active
learners, active teachers. To me whole language has
that element of mediation.... 8So I've come a long way
in feeling confident in how I do my whole language and
some of the things I use as stepping blocks or
whatever. 1It's been successful cause I've seen over
the years better and better learning from my kids.

R: You're saying that going to the kids and finding out
what they're thinking is very important?

Toni: Yes, sometimes practice can be very divorced from
your intentions and as teachers we need to become more
awvare of that and the only way of doing that is going
to the kids. We have to work with and through the kids
to realize whether or not our intentions are being
fulfilled - those are the intentions for our kids'
loarninj, not our intentions as teachers. I find when
that happens then the kids and I are creating or
sharing and wvhat I've expected doesn't always turn out

but it becomes better because the kids and I push each
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other even more to build something bigger. And the
other thing that comes through to me is the idea of
social relations; that so often the teacher is still
the director and producer and stage hand and this and
this. But when I move over into this kind of learning,
when the kids have to work within a context to create
and that ve mediate at most points, then my role and
their role changes. At times they're directors, at
times they're producers; there's more options for us.
We're not ever hooked into roles; we're hooked into
what responsibility or talents we have that we're
bringing to the task.

R: And do the kids respond wvhen they're given that
responsibility?

Toni: We've practised working towards it and realize there
is no end result but it's a development of a group and
I guess everyone starts to become sensitive to what
they have and respecting what others have and taking on
their own independence, ([their own) responsibility and
being accountable to that, accountable in the sense
that if you're not, you're letting yourself down, not
me. And by doing that the kids realize that it's them.
They're the learners, they're the teachers in the end.
It's really excitinc cause when people come in
September they always think that what you say you want
to happen in your classroom is going to be there

automatically like a package. You just pour water on
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it and it blooms and they don't know it's a daily
process. Some of the neatest comments I've gotten from
some of the parents, especially my grade two parents -
their children have changed so much. What you want to
say to the parent is that they haven't changed that
much. That has always been a part of them. Now they
have a chance to practise and articulate those parts
and they've awakened a sensitivity not only in
themselves but in you to realize your child's
potential.

R: I'm struck by the confidence some of the kids have in
expre:sing their ideas.

Toni: A™v Jinally came to that point. Today she had this
sente.. .« and she asked me to look at it and it was
something about native people kill buffaloces or
something like that. I said that not all native people
killed buffaloes, only in some areas. PFinally in our
discussion it came to the fact that this only happened
on the plains. So she wondered what to do with the
sentence. I said, why don't you add where it happened?
Her response was, well, how? Well, where 4diad it
happen? Oh, in the plains. Okay, put that in the
beginning. Oh, okay. She came back to me and she had
put it in her sentence but she had changed her whole
sentence around so it would be better balanced. She
knew something was awkward and just adding "the plains®
vas not enough to sa*isfy her and she changed the whole
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thing around and it was a better sentence. It was more
complete, the tense was better and she knew it was
okay. She spent at least ten minutes working on this
so that was great to see. 8So you get all these things
coming out, how they play with language, how they play
with thought. To me it's exciting. You'd never have
that if you had your kids doing worksheets or

workbooks.



