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I have concluded that while,this wgs an overall roley, Ms
«.Simmonds also assumed a variety‘of specific roles in the
writing_context. Among the specific roles. which she seemed
to assume were those of a program developer, a,monitor. a
model, a writer, an_instructor,‘an audience. an.editor, and - -~
a learner.. .

As program developer3 Ms. Simmonds determined-the
amount of time which would be scheduled for writing and
writing- related activities. She decided on the nature of
such activities, and the . resources which would be available
to the students as they pursued these activities. -
Specifically, Ms. Simmonds implemented a writing werkshop,
providing time for students to write on self- selectJﬁ topics
and working towards making group conferencing an . integral "
partﬁbﬁ this writing workshop. Ms, Simmonds prescribed some
writing activities in journal time and in the content areas
and decided whether formal activities 1eading'to and
emerging from writing activities, such as brainstorming or
sharing, took place.. Finarly, shefprovided for the physical
writing.resources and their arrangement whether they were
'writing,fofders;‘charts,_theﬂfonferencing table, or the
publishing resources. | o

There were at least two aspects to the monitoring role
thatiMs. Simmonds assumed. The first took place in the

context of daily activities. In these situations Ms.

Simmonds "monitored" whether students were engaged in

B
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appropriate activities. For egampfe, during a one- -on—one

’conference she suggested to a student, ‘who was spending his

time drawing elaborate pictures of cars and then writing a

: simple sentence about each picture, that he engage in a more

sophisticaﬁbd type of writing when he finished thls progect.

E

‘»The second aspect of. her monitoring role involved
' cgnsidering the writing and writing related activities wh1ch yv
were occurring”i;\CIass 1 in ‘terms of long range plans.$iShe

_had knowledge of a continum of writing activities and gauged

when students were’ ready to progress to ‘the different gypes
S

of activities. For example,~when she perceived that the
students had the conferencing skills needed and thehability
to wdrk independently during writing file time,'she~beganl,f
group conferences ‘ ' ' |

Ms. Sﬂ;monds assumed the role of the model in'v
conferencing situations. In group conferences, she

contindhlly modeled how the expectations which were set out

on the conference display could be met. She 11stened to .

~-students share their writing and their ideas,’asked whether

they needed help, inquired about their future- plans, and
provided compliments about their ‘work. In two of the
journal writing periods, Ms. Simmonds modeled being a writer
by rakding time to sit at her desk.and write while the |
students wrote at their desksz

Ms. Simmonds continually assumed the role of an

instructor during conferencing when she used the
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>Opportunities which arose'to teach«students,about some'

-~

aspect of writing. The following interaction between Ms.

Simmonds and Lori is an example of this role'

:_Ms. Simmonds~ You know what she s done -and grade

4's maybe some of you can learn.from’ this. So
~listen carefully, all right? What she's done

is taken a character's personality '1ike Great

.:-‘ Gill Ho kins’ and you 've incorporated it. §he
as the same personality there. Sometimes you

can take the same. type of. personalities of

Acharacters from stories you've read and put

;another source for personalities for your"

them into your sxories. But Lori you, have.

stories.... You .know what I was trying to get
you to think about. 'You know how. you: have so

‘many foster children come: into your own home?
" Are you putting any: of ‘their personalities that-

. Lori-z

you @wet of these foster children into those
characters.‘ ’ . 1y

We have_ one right now and she s s&rt of like

’ - Gilly, she doesn t c0mb her hair and’ stuff like-

‘that.

Ms. Simmonds" Sometimes when an author writes

stories he will take personalities of people’

.that they ve met and use those personalities

However,

for characters in their stories.

Ms. Simmonds s role as an instructor was not

confined to group conferences as was seen’ in other writing

|0

';,situations. For example during content area writing ‘she

o

used an

opportunity to teach students about the writing of -

80

introductions when she had assigned reports to be writtenv’

about carinvores.;w

As -a member of the small conference group Ms. Simmonds

?

continually assumed a role as a member of the audience wilﬁﬁ

whom the ‘students shared their ideas and’ writing. As a

member of this audience,:she\listened to students sharing

their writing, responded to their efforts and questioned

N
RN
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‘:/ their aims. A? eiample of her responding to a student .8,

.».)

efforts is the following excerpt from one of the
conferences*.f & ) _ Lt _ T o
,I like the way that she put "Ik was glad to get out
of therel" because that tells us an awful lot
doesn't it?.%. It sounds like ‘you haye ‘dome, really.
* neat ideas to. continue. Before you do, I think
~I1'd like“you to keep in mind using- describing
words.  Tdke-in your story, did you people hear
the word "yelped" as she was reading fe?7 It
reallf tells us what was happening.  Another word
that I really found interesting is “rattling '

"Another role which Ms. Simmonds assumed was one of an

. ,editor who refined the work which'students intended to -
) publish After students worked with friends to- proofread

- the writing file work ‘which they had deeided to publish Ms.

Simmonds edited their work‘ She explained what she dld 1n

the following manner:

‘I do it on my time. I don't do it in consultation
with kids. So it comes- to me. I edit it and I
usually do a full editing job on it. I cannot
accept yet the idea of passing something back to a
child and having it published with errors .in it.y.
After all they are writing for a public audience.
It's different than personal writing. A public ;ﬁ
audience has certain. standards. :

,“As Ms. Simmonds established and maintained the writing{w

context of Clsss 1, another role which she assumed was one .

\

of a learnejy. She was continually 1earning what activities
and technidées were effective as reflected in the following

s

comment:
Vs

I tried an experiment at the beginning of the
year. I was really tryingfa lot of things with
this crew. They would have a partner and they
would take what they had written and would discuss



the writing and build on-it.: This was .because

group conferencing was disturbing to the 'whole
- class so therefore my. solution at that‘time was
~ ‘that we all do'it at once. In. retrpspect it (ﬁ .
flprobably taught ‘them to talkpabout their. writing o
. and it did give them some ideas.» But, I can't
' 'value that much more.’ 1 would probably do through

y<;the same stage,rbut I don't -think I would do as - Tkt
,much as: what I did in the Fall._

Student Roles

Among the roles that students assumed were those. of
wniters, audiences,'collaborators, proofreadere. publishers,
angglearners.. In the role of writers the students composed

pJ
‘fpieces on’ topics of their own: choice as part of writing file

time and composeg pieces whi;h were prescribed a? part of
ontent area woﬁﬁ or as. part of journah writing.’ Also in
.the role of writers, ‘the. students formally shared their work
-regularly during group conferences and occasionally during
partner sharing times or discussion group. times.
| Group conferences provided students with an opportunity
to be part of an audience with which the writer: shared his
work | Part?er sharing situations and«sharing in discussion
lgroups also provided students with opportunities to serve as
kan audience, in the role of the audience, students listened‘
to and-often-responded-to the work of their peers,. | L
Students assumed the roles of colleborators most often
when they were part of the audience in a group conference.
As collaborators in this context, students often made’

suggestions about how the author could develop or refige his

-work. Other situations in which students assumed the roles

, .



':.'of collaborators were when they asked each other for help

“C

- a piece for him.
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.u”while writing independkntly at their desks. when they :jf
;discussed.and wrote joint compositions, and*when they

"fproofread a piece ‘of writing with tHe author or: illustnated

"“‘ e : . . -
. . . ~
~

As part of writing file sctivities students had .an

p.opportunity to refine and publish those pieces of work that

they wished to.. The proofreading and publishing process in

’Class 1 required that“the writers proofread their work with

DY

a friend in order to correct mfstakes which either of the

students recognized- Thus the students assumed the role ofh

-

probfreaders not only for their own pieces -but for the

,pieces of their friends.. Once a pilece of work was proofread:

by the students and edited by Ms. Simmonds, the authors
decided how much print would go on each page,»chose the
materials for the publishing of their work and then beganb
recopying and illustrating their stories. In thisaprocess

the students assumed the role of publishers for their own

~ work.

) By being involved in different aspects of the writing

'"process, Clsss 1 students assumed the overall role of'

learners. Students were learning that the writing procass

. X /“ B
involved committing ideas_to paper, revising, and

~publishing. They were learning that by sharing their pieces
: . VN . . -

with others\during the writing process, they could get

~direction for;their work. They were learning how to be

<



~active 8udiencés-which»Supportéd each other in the writing
. ' . L L . - ) ;«“ . . } -‘ o ” )

‘process. -’

¥

Teacher Goals

The teacher goals for writing in class 1 can, be
] . c ‘
divided idto three categories' general writing goals, goals

which were glgbal in nature, and specific writing
objectives.‘ The first twp categories of goals seemed to [

1
emanate from Ms. Simmonds sh"vision for writing in her

'classroom. - On the“other hand the more-specific.objectives
emerged from daily writing and writing -related activities.

General Writing Goals

During an interview Ms; Simmonds stated that her
overall goal for writing was for' students "to develop the
Hability to communicate through writtenxword."— Other general
writing goals'whi;hdMs. Simmonds hadlwere for?students‘to:

“experience'different types of writing"

"be ablewto create an original plece"

"demonstrate the ability to proofread a plece for
revision purposes

V"ﬁ\blish a book to celebrate writing
"be able to discuss a story ,. and

realize that they...are authors and have . -
something worthwhile to share"

Global Goals

The more global goals listed by Ms. Simmonds can be
‘ considered~t0‘be related, but not strictly confined, to-

writing and writing—related activities. In this category
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are,Ms;.Sidmond's”goals for students to:

_(“support each’other", - S R ' .
"COoperat%:, ' .

_("list to other's ideas"

‘"increase thinking", and

"condzct group discussions
[

Specific Writing Objectives

-

Throughout the observation period Ms. Simmonds

-articulated writing objectives which’ were more specific than

: the general writing goals. Shebhadfspecific objectives in_

mind when she set up the physical environment of Class 1.

She also had specific objectives for the journal activitles,

content area"writing assignments and the writing file
experiences which sKé planned. An analysis of Ms. Slmmond s
objectives ‘reveal that they can be classified into the

following categories: physically accommodating writing,

organizing writing activities, providing students with

feedback helping students with idea development, sharims
information about the writing process, and guiding and

controlling students.

Physically accommodating writing, «Msl Simmonds had'a

~vision. for the type of physical context which she .wanted for

Class 1. This is reflected in her’ statement that she was
striving "to provide the environment and the opportunity for'v
students to interact, to talk and to write. Some of Ms.

Simmond's objectives which are related to the one above are“

V.



"to accommodate students'

A

"to bring importance to.the writing corneiﬁ.

talk about writing"y,

"to give students access to publishing materials

" they need",

and

"to display student authoned books in a very
visable area e

Organizing writing activities.

Some'of Ms.

objectives were related to organizing writing and

writing-related experiences for Class 1 students.

reflected in work she eXpected from her students:

"to- explain the 1ife cycle of frogs

Ve

"o erress feeLing about rainy days

Simmond's

This is

"to prepare information 'to be shared wiﬁh grade 1
buddies”,

'"to record questions for distusSion purposes",

'"to take notes in the form of a mindmap

and.v

"to.write reports incorporating information
obtained while creating a mind,map

»Providing student feedback

)

statements indicate that Ms.-

providing students

“t0~
"to.
",tOv

"to

"to

"tO

celebrate

encourage.

encourage

encourage

encourage

"The follohing'objeCtive

Simmonds was intent on

Vanessa s recently published book"

the completion,of‘a piece”

et

spoetry writing"pg-‘f

deVelopment of a story"

the development of a song"

share what is written with other people to- add
value to what they're doing , and

T ,\‘ .

>
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~with feedback for their writing efforts°“"
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L "to have a chance to shine

Helping with idea development.‘ It was evident that

.

Ms. Simmdnds aimed to' help students generate ideas for

writing by the fact that she articulated the following

objectives: . . v . ,
"[for a student] to develop further ideas for
writing

Mto get Wes talking about what was in the back of
_mind 80 he could incorporate it into his

;share ideas lhnher for Keith to continue or to e
Avefothers in the group a writing ideas ' R

{for,students] "to reflect upon suggestions [made
- in a conference]", and

[for‘students] "to incorporate [ideas brought up
in conference] into future work“ : :
. A . . —

Sharing information about the writing process. , ‘M

'TObjectives which Ms Simmonds summarized for both perscribed
'writing and conferencing revealed that she continually aimed

\
to share information about the writing. process. Among her

: objectives during journal writing and conteéent writin§ were._
"to review introductions to a report

e

'"to stress the importance of topic sentences and
how detais are related", and

4;“to'model writing time"
gAmong the objectives whichlshe’had during writing file time
jere: . ‘

. "to expose the rest of the students to poetry
~writing and 1anguage used'
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"to discuss how syllables are held to keep rhythm
of song" _ ' ’

R
"to draw out briefly that an author will use the
setting to determine the course of events

"to review how, a play is... formatted"
"to discuss the relevance of details to setting

"to discuss how illustrations and title pages are
‘relevant t&ptopic content"
"to demonstrate hosztory happenings can 1ead t/o

appropriate endings and how sometimes endings come
first and then details support"

Mto mentio _the connection between illustrations

and the text and to have them think carefully

about what text is, to insure that illustration is -

appropriate and - , . o
' 2" 4

"to share title page and to discuss the importance

of illustrations and the content of title page'

Guiding and controlling‘students; Another category of
Ms. Simmond's objeCtives.was to guide and direct the
students as they were involved in writing and
: writing -related activities. -This 1is evident in thef
~following statements of intent. | |

'u"Uo harness things as kids were getting carried
away with suggestions :

“to guide Lori's sharing"
"to watch students”,

"to help. David realize that 85 pages is an
unrealistic publishing goal for the next’ month""

"to guide Jack to write in a more sophisticated
manner", and : ,

ko)

"to introduce a new student to the idea of‘a
conference and what role each person plays '

X
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Reflections .on the Teacher s Goals S e “;fd

The categories\of writing and writing related‘
‘objectives were determined by reviewing the objectives that
Ms. Simmonds articulated., These objectives rose- from the
.writing and writing related activities which were occurring
in Class 1 and consequently were directly related to these
activities. The relationships between the writing and
writing-related activities and Ms. Simmond's general writing:
goals and the gl;bal goals are present eventhough ‘they are,
less obvious. _

The students of Class 1 wrote'daily during writing file
”time.and regularly during journal time and content»area.
activities. - While writing file time was a time that
students wrote on topics of their own choice, Ms. Simmonds
prescribed certain writing activities. - Among the prescribed
writing experiences which occurred were report -writing and
descriptive writing. Ms. Simmonds used opportunities which
arose during group conferences and during other writing

situations to expand the children s knowledge -about writing.

A1l of these activities can be seen to be closely related to

‘ .ifthe teacher goals for students to "develop the ability to

i_’communicate-through written word", Mo experience different

'types of writing R ‘and "to create an original piece of

4

fwork. v o o ‘ ' ’
I witnessed students involved in proofreading their

work with a'partnervand changing'errors.which they had
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earlier made. I also observed many students involved in‘the

‘

publishing of their initial drafts and saw an abundance of

»
pubfished books displayed. Ms. Simmonds's goal for the

“

students to "demonstrate the ability to propfread for.
revision purposes"”, was being'met'aﬁ’least to some dagree,

as was her goal for students "to publish books to-celebrate
writing P ‘ Co

One of the distinguishing characteristics of Class 1 1is
that each student participated in small group conferences
onCe ‘a week. In’ group conferences, each student assumed the
responsiblity of explaining to the onhers in the group what';

he was doing in his writing. The following are some semples

of how conferences began'

XSherry: "I wrote some poems. Last time I did it
v about a person, this time I'm doing it about

animals. I made some up by myself.. The first e
four or five."

/4

-

Joanne' "I'm writing something for my nephew Peter. oo
It's an-A B C Book. He's only four. And I got ’
Lo o up"to F, -and I need something. I'm having
troqblerwith—- Like I've got down to F, gnd I
need something for G.... I have sort of a
pattern going 1ike a song in the book."

These excerpts of conferences demonstrate that students were
accepting the responsibility ‘of opening their conferenceS'
apd explaining their work. The ‘students’ comments indicate

-

that they have some consideration of themselves as authors

/

and at least a partial realization of the teacher goals for

‘ e
B WY
students to "to be able to discuss a stury "to conduct

group discussions" and "to realize that they, too, are

- e
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“authors."a

During group conferences the members in the jgroup
listened to the person who was sharing his work and then’
often made comments, asked questions, or offered
”"suggestions. Lori and Michael stated that as group members
they tried to give ideas to the student sharing his work.
They indicated that they listened ‘to and thought about ideas
offered by other group memhers so that they could blend
their ideas with these. Statements-such as these suggest ‘ (;
that the teacher goal for students "to. cooperate" was being
met.

While the writer took some. responsiblity for moving the
conferencegglong by explaining and sharing his work with the
“_hgroup, theiother members'in the group aiso assumed.some
";responsibilities for the conducting of the confergnce.
During one group conference Lori asked the following
questions of a student who was sharing his work- "Do you
have.in mind what you re going to do next?" and "Do you need
help deciding?" Other student questions asked which helped
move conferences along were: "Do ?Zu need help with the
pictures?", "..Can you read your story?", and "Can you tell
us what,happened?". Such comments reflect the fact that
some students were moving towards the teacher goal for
students "to be able to conduct group conferences" There

also seelis to b2 a cooperative spirit in such comments which

would relate to the teacher goai for students "to

o
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cooperate"

Student Goals

Student goals related to writing can be divided into
the following categories: writing goals,_proofreading and

revising goals,'publishing goals, and conferencing goals.

'Writing Goals ' ‘ ' T

There appeared to- be three types of student writing

[

goais: ones dealing with ideas, ones dealing with form, and

ones which were pragmatic. The majority of the goal
~

statements which the students made revealed that during

: AN
writiﬁg, making decisions about what ideas to use and

getting these ideas down were primary concerns. These are a

sample of the student goal statements which focused upon ' ///

ideas: - - _ *

Michael: "to decide who's going to talk-- what's
going to happen--",

. . 3 .
to use "ideas that the group gave", and

"to write about- the movie, and what was told 1in
the presentation o A o o
o~ AR
Vanessa°' "to get the characters already, all set to
go to Bennett Centre" ¢ '

Lori: "to remember the safet rules that were
y
presented"

"to thznk of what I wroté in case I wrote a
question that wasn 't in what I had written
down. If T read it to my buddy and I asked a
question that wasn't in my paragraph he
wouldn't know what it was about."

Daniel: "to think of ‘'what I really do on a'rainy
day" e . . " .o .



Chris: "to think of what frogs "do on rainy days and

- : where they go N

Connie: to'"tell Miss Simmonds what I did on the
- weekend and remember what I did on the ‘
" 'weekend".

» Klthough most of the students' comments revealed‘that
their writing goals focused on getting ideas down, some of
the students were also concerned with form. For enample,‘
when writing a content area report, " Lori stated that she was
not only concentrating on writing about different categories
s..0f . carnivores but that she was concentrating on writing

'topic sentences for each of the categories. Concern with

form was also evident when one student stated that she was
trying to do "the tune of the song _and that she_was also
considering-her WOrd choice because she wanted her young
nephew to be able to understand the words that she used : .
Goal statements such as the following revealed that at
times students had pragmatic aims when they were writing:
Vanessai "to work quickly"
P "to get through—- before recess anu%
"to do it neatly
Lori-v to "take words from Bloom s Taxonomy and put
them somewhere in our sentence--I usually put them .
_at the beginnings. E : : '
Daniel:‘ "to get finished" e
~Nickyr '"to get as many questions as possible so we

don't run out" of questions to ask... in our &/,P
discussion group



94
.Proofreading and Revising Goals

vStudents proofreading snd revising goalﬂstatements
revealed thet students_were often -concerned with mechanicsl
'~whenfthey.were at:the‘formel proofreading stsge,ofttheir
vriting. 'ﬂori Stated that.during proofreading the aim.was
to: "look for‘periods and capitals and all that, commas.
‘ Three of the studentS'involved in proofreading cited "'to
,find spelling mistakes ~as a goal. In contrast, one student:
.indicated that his aim was “to put some names in [his story]:b
because it doesn' t sound right.
Publishing Goals . .
nmong.the students' goals during publishing werei .‘7
deciding on~the format of their work recopYingiteft and
: doing illustrations, and avoiding errors. Thebfollowing are
'some of the aims that students involved in publishing
:articulated. |
| Marshat "write the vhole'storv and do the-pictures"
“TSeveral Students' "to page.thesbook"

Lori' "trying not to make miStakes on’the good
‘copy."

Connie: "covering up" two errors made during
"publishing. :

Conferencing Goals - ' ‘ R
Students seemed to heve'two types of aims during

conferences- to listen and try to provide ideas to thé'

\student~being conferenced ‘and to share ‘and be open to

ideas. Among the goal statements which the students_made
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were the following ones by Michael and Lori: -

Michael: to "listen to see if we could give‘
ideas and -
to "give a summary of’ the first story and
another summary of the second story that
we're- working on"

Lori: "thinking-- thinking-- trying to blend
jdeas with [another™ student s ideas]" =

to "give... ideas for ‘the next piece of
. writing

to "tell the group about some of the
patterns...", and

to "pick up what they [the group] Vere saying
for me to do pictures on". - ‘

The Relationship Between the Teacher's and}Students'

Goals
In order to determine the degree of congruence‘between

teacher goals and student goals, I compared the’ general
.Vgoals which Ms. Simmonds had identified with the goal
'statements the-students made.. Although at times students
had pragmatic goals which did not appear to correspond to io
'teacher goals, often: the relationship between the teacher
goals and the student goals seemed very clear. For instance
among the aims students articulated in the. categories of
proofreading and revising ‘and "publishing were: "look
for periods and capitals and all that... ", "to find
spelling mistakes ’ and to 'write the whole story and do the

'pictures . These seem related to the teacher goals for

students:to:r "demonstrate the ability to proofread a piece
' »
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for'revisionfpurpOSes“ and "publish a book to celebrate
writing" The conferencing goals students articulated dealt i
with- giving summaries and explaining some of the uniquev
features of their work and’ listening "to see if [they]
}could give ideas . These seem to relate to the teacher
- goals for students to: "be able 3?‘discuss a story
"support each other", "cooperate", "listed:tovother's'ideasﬁ’
and "to realize that they, too, are authors kFinall;. in
their writing goal statements, students indicated that they
sought to "think", “decide"..and "remember" ideas for their
work, and in their conferencing goal statements,'theyi
indicated that they sought to "think... and blend their’
ideas with [other students’ ideas]" and "pick up" on the
suggestions which were being made by others in the group.

TheSe<goa1 statements seem relate to the teacher goal for

‘students to "increase. thinking".

i f ' Reflections on the Writing Context

‘ In reflecting upon the writing context of Class 1, I
have concluded that it had three outstanding features' Ms.
Simmonds w;s able to successfully translate her overall
goals“into “writing and writing—related activities, the )
students were.knowledgeable abgut the writing process, and:
the'students were able to have their writing efforts
positively supported through group conferences. These
eratures had_developed:over two years. During- this ‘time Ms.

Simmonds' expectations had been clarified and refined. Ms.
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Simmond's experience with workshop activities the previous
year when she "fumbled" ,around seéms to have contributed to
thisiyearcshwrrtingvfile program because she now had a clear
vision of the goals which she wished tO»attain and could sum
these up in eleven_objectives. These;objectives were
closely related to'the-writingfactivities which:I observed
invCIass 1. Ms. Simmonds indicated\that'she often analyzed

'Ythe writing tasks and writing—related activities which she
eventually wanted the students involved in. This suggests
that having clarified her expectations, she carefully
considered how to move in the direction of- implementing

, writing activities. The result was a writing context with
many of the clearly established routines that I observed.

” Of ‘the the eleven overall objectives for writing which
~-Ms. Simmonds listed five were related to cd:ferencing.v
Consequently, conferencing can be considered to be very

critical aspect of Class 1's writing context. ‘Ms. Simmonds'

'success in translating her goals into an effective practice
is refected in the students' knowledge and comfort. They
were able«to competently describe routirnes. .They also used
their time productiVely not showing codfysion or:séress:when

_they were involvsgiinjwriting'and writing-related
activities. ‘ | 4" o -

" Y
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‘The”Writing Context in Class 2

ClaSS'Background

The second class was a grade 4 1in Maple Ridge School
‘Qrwhich is 1ocated in a newly developed Edmonton suburb. At
ff,the time of the study, Maple, Ridge School was less than 10

| -years old and had a student population just under 400.

| kClass,Z ‘had 24 students inwit and the:three students focused
‘bupoﬂ~inbthis study were Peter,_Carol and‘Stacy. Other
students in the class uere also observed and interviewed

when opportunities arosef ,
-

Mr. Lambert, the assistant principal of Maple‘Ridge;
had a seven-tenths teaching assignment in Class'2 and was
responsible for the hanguage Arts;nSOCial Studies, Science
and thsical Education instruction of the students. ﬁhen
Mr. Lambert assumed his administrative duties,'another
teacher provided the remainder of the students instruction.
The data collected in- this study was gathered during the
time that Mr. Lambert .was involved in classroom instruction

_<which was‘on Mondays and the mornings of the other weekdays.3

| | Mr. Lambert had nine years of teaching experience and

i:had completed some graduate work in Elementary Eduation
specializing in Language Arts. He had a. humanistic
orientation whichbis reflected in the following excerpt from
a letter sent home at the beginning of’ the school year"'
I intend, with your cooperation ‘and the |

cooperation on Maple Ridge's staff and volunteers )
to offer our children an opportunity to be ) S

<*
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~involved in activities'based on the humanistic
[loving, caring, sharing] approach to

teaching/learning, in order teo challenge, o
motivate, and help our children achieve success in

whatever activity they are involved....
‘If we give encouragement, provide freedom for .
exploration, have high but reasonable _ o
expectations, use firm and consistent discipline, <
and show genuine warmth and caring for children, ’
they will have a better chance of growing up to be
healthier, well-balanced individuals who will
value themselves and others....
Mr. Lambert believed that children should have:gpﬁorﬁunitieéi
to make choices.ﬁithin their 1earnfng environment and that -
" as an educatof‘ﬁe had a responsiblilty to help students in
their learning'endéavors.v This is reflectéd in one of the
goal Staueme‘!s that he had recorded in his‘joﬁrnal} He
stéted that his aim was to "prozide each child an -
Qpportunity to be involved in decisions about what they will
be doing and as well as makingfsQre that their chésén
agtivity‘will be successful.™
The previo@b Juge'Mr._Lambe;t had“attendéd, with one
of the Languagé Arts'éonéultadts, the Donald Graves' writing

inservice. For two months, prior to Christmas, he and the

consultant had worked together once a week in 6rderftoﬁbegin

. the éleﬁentatidn of a wri#ing workshop in Clasg'z;.
Tﬁn ughout the gchqdl‘jéar, Mf; Lambefﬁ'had prégéntéd
. inf rmafion éboutvwriﬁing workshops gt“severéi s9hoo1 board
insérvié : and universit?_leétures. = |
: Mr. Lambefg»stétéd thgtﬂmbst.of.the Cléss‘Z studentsg .

had_had previous“dlassroom exﬁe;iences which were "fairly ,
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negative, unsuccessful experiences He indicated that 851
of them had either repeated a’ grade or had at some tiJe been

iﬁvolved in a resource room program,.where they had received
: -

some remedial language arts instruction in a smell group,

setting. 'Mr. Lambert felt there were at least ten

2

"difficult" students in Class 2 . He”described these
""difficult"™ students in the following way-

They always 1ose their work You can never gett ,
them to get something home to finish it and bring
it back. You can 't. keep them on task in the

classroom because as soon as you leave they re off '(/‘
task again. ju«
Mr. Lambert statEd that he waS» using'the students'

3

-writing to show them how sucessful they could ‘be" 4Inl"
implementing a writing workshop in his classroom Mr. Lambert
was attempting to realize his vision of a desirable writing
context. The following comments provide some insight into
some of the frustration which he was experiencing in
attempting to use this approach-

A problem is I'm spending too long in one area [of
'the classroom]. ve never been able to work that
out where I don't spend a lot of time with a group.
of people. Reading Graves’ about talking, it says
"45 seconds with an individual is just enough to
"get them going" I've never found that to be
enough time. Maybe with children who have a lot
of ideas and can verbalize .and put it down, that
-would be enough time. But' with people like Billy
or Jamie that's not .enough time to clarify. And
‘they'll even forget now over night and I'I1 bet
tomorrow morning when they .come in they 11 miss
some of the ideas because they haven t been able
to get it down. : :
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According to, Mr. Lambert writing routines had changed
and evolved as the year went on. and that even during my
observation period in the class, the routines were still
evolving. 'Mr‘ Lambert stated' M"I'm going through a change
now in what I'm doing in the classroom. It's not the same
routine._ It s not the same thing. We're thinking about

.different things now." In reflecting upon ‘the establishment
'of writing context in Class ‘2, he commented: "This year was
a really tremendous year for 1earning.... It was like
i;playing back and forth. Trying to find something that
Lsseemed to work. That's what I've done all year. Next vear'
I know what I would do‘" o e :' «

Time Dimensions Surrounding Writing

On ‘the basis of observations and interviews with Mr.
'Lambert,.it became evident that in Class 2 there was an
abundance of opportunities for students to become involved
in writing and writing ~related a-tivities. Among these
were:, ’ o | R _

1. Daily'W&iting File Activities—» fheseroccurred'daily
between the morning recess and‘the lunch breah for 35 .to ‘45
minutes and involved all the students in the class. The
féaverage weekly amount of time devoted to writing file |
iactivities during the - observation period.was 200 minutes.
'2. Writing in the Mezzanine-: The mezzanine was a large

multipurpose room. Class 2 students wrote here for an hour

-each Monday afternoon at 2 30 and" each Friday morning at
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3. Writing as Part of Some Centre Activities; Centre timer
'occurredlﬁ%r 30 to 45 minutes before the morning recess. L
Monday through Thursday. Some centre activities involved
writing such as responding to comprehension questions in a
novel study and describing a favorite T.V. show.

4. Writing'Research Reports-' This occurred 1/2 hour before
the morning recess and for l72 hour after the morning
‘recess., ' A group of four or five students worked with a
parent aide for one hour, four times a week, researching a
topic.and writing a report.

5. Journaleriting Opportunities- Class 2 students had an .
opportunity to write in their Journals;and‘Reflections-
scribblers daily after the initialvéroup activity inithe
_morning.- At this time students could choose to quietly read.
a self- selected book or write about personal experiences,_ i
Uthoughts and feelings.

6. erting to a Penpal— While no specific time was
scheduled for writing letters to penpals in another school
students who wished to do so fit this activity in before
their centre activities or their writing file work.

%

The Physical Accommodation of Writing

, Writing and writing-related activities for Class. 2
!

<occurred primarily in the classroom.- Nevertheless two other
areas of the school were also utilized for: such activities.__
These two areas were the 1ibrary which was in close

o
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proximity to the classroom, and the mezzanine which'was a
large.area on the second flodr ofithe school.' In the

classroom, the physical feat‘res~which accommodated writing

it

" were the student s work ' areas, a group meeting area, areas

for displaying writing charts and student work "folders in

which students kept their writing, and a computer.
¥ .

-Student Work Areas

T

The furniture in Class 2 was arranged to facilitate
group work and accommodate interaction between students.

Students worked at tables and at desks which were clustered \\
‘ SN

7“4nto groups. During centre time, centre activity materials

were set[out in each of the areas. ' ' oot

Group Meeting -Ared

I

The students gathered in an area at the front of ‘the

'room for group discussions and whole ‘group sharing of

& .
writing[ When this occurred, the students sat on the floor.

\

An overhead projector which Mr.’ ambert used'when modeling

‘writing stood in close proximity to thds area.

Displays of Student Work and Writing Charts

Among the aspects of the classroom which were

specifically set up to accommodate the students finished

‘writing products was a yellow mail box into which students

»deposited the letters written to penpals and a bulletin

board with the caption "Maple Ridge Authors" where the

~ students could display good copies of their writing. A

writing chart displayed in Class 2 explained how to format
e e . . :
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letters and address envelopes;ﬂ Other charts displayed were:
"Room 2 Writing Model"; "How Do Authors Begin Stories?"
"Ideas to Write About" and "Report Writing"

' WritingﬁFolders o : o - ';g

~

l While students had scribblers into which they could
write their journal or reflections entries, most of the
writing. Which the students did was placed in. various types.
of folders: '

1. Pocket Folders for‘Work in ProgresS— vStudents kept‘
pieces which they worked on during writing file time in

pocket folders. These were laid on the table at the buck of
the room at times when they were not in use. - o

2, _Foldersvfor Completed Work- Pieces 6% writing which the '
students had worked on in the past, were kept in file '
folders in a drawer of Mr. Lambert 8 desk. ‘Mr."hambert
indicated that becanis many ofxthe students in Class 2 often
lost their writing, he watched For work which they
_completéh in order to photocopy it and to transfer it to

I3

the files in his desk drawer. <
3. Mezzanine Work Folders— The writing which the stndents <
were involved in.dnring their mezzanine periods was kept. in
files which were distinct. from the writing folders used

- during writing file time.' _
4, Editing Folders- Mr. Lambert stapled computer’printed_
copies of writing to be published into‘editing folders;p He

placed a sheet of cgmments on the front of the folder which
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outlinedathe'refinement.andhrevisionaexpectations which he
had-forithe‘particulax student forhthatipiece of writing.
A‘gomguter o . | o '

+ At the . back of the room was a. computer which students

~

"used to type pieces which they were refining and publlshlng

A schedule was drawn upvto allow students 15 minute turns on
J v o

OutEide the - Classroom .

Two areas. outside the classroom which were used for
.writing and writing related activities were the 1ibrary and
the mezzanine. Because the 1ibrary was w1thin a few steps
of ClassiZ some writing activities were e3511y facilltated
by it. Some of therClass 2 students' refined writing’ pieces
were displayed. o% a’library bulletin board. The students \.-
. doing research prOJects worked with a parent a1de at a table
in the library. Also, during centre'time-some students used
the reference'material'in'the 1ibrary to carry out
assignments;. ' 4

" The mezzanine was a‘large carpéted multipurpose room
’in which the students worked at tables.A During my.
'.observation period lstudents moved to the mezzanine on’
several occasions for writing activities. There writing
vsupplies and paints weregamong the materials wvhich were {

provided for student use.

. ”~

A map which shows the physiCal environment for writing

in Class 2 is included on the following page.
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Figure 2: Map of Class 2
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Writing and Writing related Tasks Engaged in bx;

Participants

The studénts of Ciass‘2'had many'opportunties to engage
in-writing and writing-related A C ivities. ‘The writing = *
activities 'in Class 2 could be ivided into a numher of °
categories, as outlined in the discussion about the time
dimensions. :The following»are descriptions of the writing
and writing;relatediactiiities observediin each of‘these

*areas.‘

Writing File Activities_
" While writing was an integral part of many activities

"which took place in Class 2, the'most important framework

for writing in this ‘classroom was the writing ‘file
activities which occurred daily" fog between 30 and 85
Hminutes. At this time students were involved in a writing
_workshop in which they wrote on topics of their choice.
Interviews with Mr. Lambert provided information about
his expectations for the flow of writing file events. He
stated that the students would first choose a topic to write
about and write an intial copy of a piece. He viewed |
writing the initial draft as a step in which "getting the
ideas and getting the flow" was the main concern. He felt
that it was necessary for students to work quickly *in order
to get down their ideas without "concerning themselves with

,mechanics <~\\\\\

Mr. Lambert felt that it was desirable for students to
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revise one initial draft out of very-~four or fivq%
. . ! %

wrote. If students chose to revise a piéceuthey were -
.reqdiredAtb recopy it. He explained his rationale for,
having the students recopy théir work in~theée words:

They go and put it [their piece of writing] into
better handwriting because in the rough copy, my -
feeling i3 it's done ‘quickly and ‘therefore when
they do it again I've found that they'll take some

- of the mistakes they. made in the rough copy and '
correct it in the good copy because they've slowed
down now. : : ’
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Lhat they

Once the recopying was complete, the étudént‘wggld tybe

the piece of writing‘into a'computer. Mr. Lambert indicated .

o

that if the piece was lengthy, he»hélped with some of the

typing: "I will help. But when I put it in I put it in
exactly the Qay it is from their copy." -
" Mr. Lambert's expectatiqns for refining of work is

jfevealed in the following statement:

o, ...Then we pull a print off and I make it into

big print and double space it, I'll attach a sheet
of paper and I'll say, "Go and look at these."

And then they'll go back and do the circling, the\;:f

underlining, the periods and that sort of stuff.
And then they'll go back into the computer and add
in their adjustments, their changes.... :

‘ The four main areas are just to circle
spelling errors that they think there' are,
potential spelling problems. They use a little
box where they think a period should go to
separate the sentences, thay underline any part
that they feel is weak or meeds more information
and, if they're ready, We're working cn some )
paragraph work and that's quotations. for example.

¢ . ,
While only two books-had been formally "published" in

Class 2, Mr. Lambert saw publishing as an essential part of E

H

the writing process. He stated that the following would

o
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-s_),
ideally occur:

I would even play-the role of the:publisher.- Once
they've got their piece to the point where they
say "This is it" then I would go'in and fix up any
. problems that I see.and that's the copy I go with.
I guess one of the things that I wanted to do is
take it a step further so they can compare what
they've done to what I1've done. I won't try -to-
make it & différent meaning and 1f it isn't
together proper}ty I'll change it and put it
together properly. This ig a tremendous amount of
time on the teacher's part. : X

When the students were working on their initial drafts,
Mr. Lambert distussed:thei} work with them in a conféreﬁce,
He'indicatedzthgt his purpose in conferencing was ."to get
theﬁ started [wr}ting]." He stated: "I'd ask them Qh;zﬁ
.they'ré doing aﬁd what théy're.thinking'o;\ahd then if they
said 'nothing' then I have'to;put down ideas until they come
up with something." He 1ndicat§ﬁugﬁat he wanted students to
think abéut what they weré.doing "sb that there's a purpose
for the things happening in thﬁir stofies".'

“Mr. Lambert considered the:sharingidf;writing as an
integral part of thg writing procégs and wp;ked to. ensure
that students had opportunities to "speak about tﬁéir
Qriting" throﬁghout.the Qriting procégg. According toihim:

Even just éhc sharing of their pgfl of the story x
can give the other person an idea or two. Maybe
it sparks something and away they go off on their

own. And it sort of helps keep them writing, keep
ideas flowing.

% There was some d4screpency between Mr. Lambert's

ex:%%tathhs for writing file events and the‘évqnts

~

themqefves. While -he felt that students should do a good
\ . . , s
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copy of one piece out of every four or five initial drafts ..

) written, they did not. always do so. He stated- .
If I would have continued the. process then
everybody would have, at this point in time, or
jdealistically would have had, at least fivesor
six good copies of the work that they've done this
'year. But because I've not been consistent,
that's not the case. Some people have more than
others. The minimum would be at least five. But
that's not true. The minimum is one. '

Likewise,~there were:only two formally "published"

books in the classroom. Mr. Lambert stated:. - T

A lot of the children haven t published really
anything because in some cases they're just not
pleased with what they've done and they don't want

to publish it. Those two bdoks in the classroom
of Peter' s'@nd Chris's, that we bound nicely, it's ,
all done in‘the computer. That's sort of )
publiskfing to me. A lot of them have written down
their stuff, put a cover on, drawn a picture,
stapled. it together. And yet that's publishing as
well. But to me it's not publishing. My
publishing goes, I guess one step furfher.

?”3 Writing file time was a time in Class 2 when Mr.

' .1Lambert was extremely ‘busy attempting to promote the

students' writing in a_variety‘of ways. Generally during

the writing periods I observed that the students engaged in

"writing on topics of their own choice, shared idegs and '

written work with each other, and had"conferences with Mr.
hambert. But each of my days in Class 2, I was exposed:to.

vyriting and writing—related activities yhich I had not-

observed previously. I also saw students involvedAin

writing good copies of work, entering work into a computer,

and proofreading work. ’ : .



‘ ,
y - - 111
‘Writihg onltdpiCSK6f:owh choice. Most of the children

-
-~ .

in the class wrote o;_refined pieces during writing file

periods, yet there were generélly three-or‘fdur students who
‘had difficulty getting to the task. Mr. Lambeft spent a

great deal of time with these children in order to get thém

.. Y

The unfortunate thing with some of these children
is that they.talk and never write, like this.
table. I'm frustrated because some of the other
children in the room are doing some neat writing
“4ut I'm always here, instead of going around to
gome of them that are really doing some neat
writing. That's frustrating, really frustrating.

to begin writing. ‘He stated:

I observed that the majdrify of Students~yere involved in
writing initial draftstof‘pieces'during writing file.timé
rathgr~than in the refinement of pieces.pféviouégy written.
:Among the titles of somé of the studentAStories were ﬁThe
Pink Panther Club", "The Never-ending Hole", "The Brats
Réturﬁ“.‘"The Cool Girls Club", "The Gaggstérs Meet the
Suékersﬁ,\ﬂyhe Four DogS‘Trévellfhe World", "Teacher's Pet",l
And "The Wa;;iprs". Some students were also involved in

creating cartoonﬁgabout'super végetablé beings. "

Sharing ideas and writing. Sharing of ideas and

written work was a common occurance, The‘sharing of writing'
took a number of diffe}ent forms: (a) beg;égn students in
one-on-one situa;ions, () betweéuﬂstudents in a igrgi group
situation when several students demonétrated how work was to
Se shared in small groupAqessions,‘and (¢ between Mr.

: Lgmbert and the students when he shared work that he had
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written. A o o ' : -

When students were to share their ideas or work with

>

each other in one~on-one situations, Mr. Lambert's -
suggestions were similar to the following ones: PSS

When you're talking to your partner;‘tell’Ydur

- partner what you're trying to do today in your

" gtory. If by chance you're starting off a new one
you can tell your partner two things: how your
story is going to start and how its going to end.

If you're on one you need to tell your partner
what you're going to do.

Whey you're talking about the piece of writing,
‘try and ask the person if it's realistic.

Generally Mr. Lambert asked students to share portions of

their work rather than entire pieces. While some students

'

shared portions of work as requested, others wanted to share

whole works and did. Some students "sat out" the sharing

a8

time or used the time for coftinuing their writing. When
o DR 24 .
students shared work with éggh other, the listeners often

did not question the writer.about his piece as they were

requested to do.

Because Mr. Lambert believed that sfudents needed to
share in contexts other than one-on-one situations, he felt

that they should learn to share inva small group setting.
He stated:

If they're in the classroom and they get to a
point where they want to share then they could
maybe go to an area with a group of children and
everyone would know the routine so they could sit
down -and share that. And those two or three or
four students could give back questions and that
would ‘help that person continue on in writing
instead of having that person come' up and say,
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‘Mfﬁ Lambert attémpted to. model how writing,could béﬁgh ’\

in a small group situation..,Ig brdereto Ao thiﬁ he

..r- b ,, &
¥

1P)

»_interaction betwee&éthe membefs 0f the group. Each
in the small group had an opportunity tb share his/her .
story. When a student read his piece, thq,m%nbers in the'

small group had an opportunity to questf‘ hig-about his

;;.f‘m :y o
t& ication of

intentions for the piece and to ask fork.
points which did not make sense to them. ;éfﬁ% the members_
of the small group asked questions about the writing, the

: members of the large group were.also allowed to ask for
clarification of unciear points. When.one of the'students,%t
Sandy, shared'a.piece in a"group session; the following s
interaction took place: ) |

Peter: Where did they find the magic box?

Sandy: In -a hole.

Ricky: Did they just ‘touch it and they

~ disappeared? K

Sandy: Yeah because it was a magic box.

Ricky: Well how come when they picked it up and
carried it to Deana's house, how come they

. ~ didn' t disappear when they picked it up?
__Sandy’ It's a magician's box and he said a trick

’ ~and it had disappeared. They didn't Kpow
where it went. It went into a hole.

Ricky: Who's the magician?.

Sandy: Billy.

Mr. Lambert: This is a point in time that Ricky
can take and say "Well maybe they could have
done this. Maybe this could-have happened."
This is where you can help with.a suggestion
that could solve that problem. ' e

Ricky: Maybe there's a place on the box. SR
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Sandy: Yeah there's a space on the box that, say
every five hours, turns and says, "What's the
N ,secret code" and that's when Patti touched

it. : : . .
Justin: When did Billy lose the box? Some days
ago? A year? . o %,

Sandy: The same day, that same day. ‘ S
Justin: If it was years, you cQuld 'say that the
place were he lost it was-- the circus used .
to be where Deana's house used to be so they
come back to-that spot and they touched it
" .and would disappear.. If they went to Deana's
house and touched it, it would disappear.

“Mr. Lémbert admitted that this iear thé Class 2 stygdents

Ewwould not become proficient at sharing their ideas in the

J

- small group context. He. stated: :

“I®thought I'd try this; try to.get it going so
that next year I would start out like that and get
that routine set up so that it would be part of
the writing process. ‘ ' :

‘Mr. Lambert stated that he shared his owng@riting with
students in‘o;der to show them that writing wasn't.easy for

him and that "everyb&dy goes through the same things,. the
. -

same’probems as they do." =~ When sharing his writing, ﬁf.
Lambert summarized the plot of his story, read the plec#,
and explained what he was atteﬁpting to do. This can be

seen in the following excerpt:

_Now I'm at a place where I met Tim and we #
continued on our journey together. We're going
“over the hills. Well this is where T can shift
in time. [He points to the overhead.] Now right
here I'm going into my mind. I've got here: "I
... met Tim at the right time and we continued on our
" journey." Right there I'm going into my mind and
this whole bit of time. [Mr. Lambert reads] "I
really-liked Tim and he was a real friend. Notg,
just a fly by night friend but a real friend. I
felt very fortunate. I had people I played with
before and often had a desire to play with certain
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people that everyone thought were neat because

they were well likéd...." "[Mr. Lambert reads on.]
If you notice as I've been going along, right here
T have a .problem. . I didn't know how to continue

on from here and I was scribbling. I put
"usually" and scribbled it out. So it doesn't

hurt te scribble out when you're doing it. O0.K.

Are there any questions about this piece of
writing that you would like to find some
information about?

Conferencingif'Dﬁring writing file time, Mr. Lambert

generally circulated arouﬂ&;the classroom conferencing

115

students in order to "get them‘Wri%éng and keep them going".

At times cOnferéncing in Class 2 was not an easy task. The

) following excerpts exemplify the type of interaction which

took place between Mr. Lambert and $tudents during

onefon-one conferences: ﬁ} .
. r

(Excerpt A from Terry's Conference)

“

Mr. Lambert: Terry, what are you going to do?

Terry: I don't know.

Mr. Lambert: What's your story about so far?
Terry: Baseball. Well there's an advertisement,

talking and they think it's going to be

boring. It's a boring game, you know the
teams are bad and there's no crowd. They

know it's going to be so boring so who wants

to go?

- Mr. Lambert: Then why are you writing'this story?

Terry: I don't know. ® -
Mr. Lambert: Who for?
Terry: Me, I guess.

Mr. Lambert: For yourself? Well how is it going

to end?

Terry: Tﬁere'é«going‘to_be a score and these guys
are going to be talking. "I told you it was

going to be a boring game and stuff like
that." N i . ’

. (Excerpt B from Terry's Conference)

Mr. Lambert: What is it about this game that is

going to make it so boring? Hew does

ko
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everyone know it's going ta be boring before
it even starts? ] '

Terry: Cuz there are two bad teams. :

Mr. Lambert: Are they in a league together or -
what?

Terry. Like there's a championship and they had-

. to come to a different people, to a different
“town. Okay. Cuz it's not their own team, ~
cuz their team was knocked out of the
championship so why would they want to watch

k} it N
Mr. Lambert: .So they're not in the championship.
Terry: There's a chocolate chip cookie that's the
grand prize.
~Mr. Lambert: ?%u think anyone would. play for a
"~ .. chocolate chip cookie?
Terry: I would. e
Mr. Lambert: Would you?

(Excerpt C from Bobby 8 Conference)

[Bobby reads as much of his story as he has
written to Mr. Lambert.]
Mr. Lambert Why was Super Blopper flying here?
Why was he flying through space? .
Bobby: I don't know he always flies through
space.
Mr. Lambert: Why?
Bobby: I don t know.
Mr. Lambert: What's his purpose for being up
there? Was he looking for anything?
Bobby: He's trying to get a better suntan. “
Mr. Lambert: A better suntan. O.K. let's look at
' .that though, Bobby, he's flying through space
and all of a sudden '‘a missile is hovering in
' the air and it's" heading towards. the
satellite. O.K. So you're saying he's
always flying. What gave him that quality?
Where did we start out from?
Bobby: Don't ask me. &
[Conference continues. ]

Writing a good copy;, I only observed one student

doing a good copy of a piece of writing file work. This was
one of the focus students, Carol. When I asked her to

explain what she was doing she stated:
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I'm doing a good copy of the .other story that I'm -
“doing. I'm making changes on words that don't
"make sense and are sort of confusing. '

Entering work into a computer. Students were

.vscheduled to use the computer for 15 minute intervals

" throughout the day.' During their computer times, they were
to enter pieces which they wished to.publish., Patti, a °
étudent who was entering her-fifst:storj into the computer,
indicated that 8he was_ concerned with "searching for
letters as she attempted to perform this® task. On the

~other hand Chris, who was entering his fifth storé-into the

computer, stated- "I m just typing.r I read five or six
words and then put them down and then I read another five or
six words and put them down." Chris indicated that at times
Mr. Lambert‘put part of the story into the computer for him.
,i He stated that when he got a computer printout of his story,
he reviewed his work, editing and stuff" after which time
he"put_his work in story,form. Chris described‘putting a
_piece of writing into storp'form in the following manner:
[Mr. Lambert takes] twoe pieces of thick paper just:
about'like cardboard and then he es things like

‘on the textbooks which holds them together and

then he puggiall the pages and we. write the title
and the picedre.

-

Proofreadinﬁ@ There were two different writing file

activities which were related to proofreading and editing

students individually rgad through and changed some aspects

s

of their printed copies, and students met with Mr. Lambeﬁf

in a small group for an editing conference in which he -
_ L 4 \
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explained expectations for proofreading and revisiffg.” I
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observed Stacy'and anotner student as they edited thelr

printed copies. Stacy stated that she was correcting

mistakes. in her work by "1ooking for spelling mistakes and
trying to seeilf it madevsense . The second student read
through his Qork, circling words which he thought were

misspelled and changing the Spellings of some of these

words. ' . -

Once durinésthe observation period Mr. Lambert called a
a group of five students together while the rest of the
students in the .class were involved in writing. At this
_time he handed'them files containing printedacopiee of
pieces written earlier. Mr. Lambert drew the students'

attention to the green comment sheet which'he had attached .
(0“' =

to the front of the file folder and asked the students ?{N\<

' 2
read over these comments. He then asked t‘ to read over

their stories in order to see if they could pick out:
“‘anfthing that he‘mentioned on the sheet. .Mr. Lambert
confetenced each of the students who were in the groip. The
following conversation between him and one of the students
exemplifies the type of interaction which took place

Mr. Lambert: I have made some comments on the
green sheet. There. Now what you need ‘to do°’
is take those comments, go into your story,
read your story over to see if you can pick .
out some of those things that I have .
mentioned. Now Carol's is the Pink Panther° ‘
Club and I said, "Check for meaning and
underline any place where you neeéed more
detail so the reader can understand better’
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what you mean. Circle any spelling -
Probleds.” This goes for all of you, I said,

., . "read over". . '
- [Mr. Lembert reads a section of Carol's story
without making any pauses. ]
Carol: [interjects] It doesn't make sense.
- Mr.. Lambert: There need. to be some. periods or
: commas, beécause you see what happens if there
. are no periods or commag.  We don't know if
“to stop, pause or anything. Like look at
this: "Ome day, Peter phon Justin to see:

. 1f Justin could sleep over?/ What would you
' do then?, . .
Carol: Period, 2 !

Mr. Lambert: Yeah. Then you'd drop that and say:
. "Justin said, 'Sure, I can come gver'."
Quotations right? [continues to read]

"Justin said, 'Sure, I can come over tOMOIIowW:
and sleep over'." Now it says "Peter seen a
whole bunch of girls walking down the street"”
. How did it go from the telephone to the
3 “gstreet? Or was this the next day?
" Carol: It was the next day. ' S
Mr. Lambert: . Okay. Then it's got to be a periodi
Come down, to a new paragraph and we say, "The
next day*Justin and Peter were walking down
the street and saw a whole bunch--" You have
_ to tell where they were. e
" Carol: Okay, I'11l change it.

Writing in the Mezzanine .

"During my time in Maple Ridge, 1 observed two mézzanine
&&iting pgribds. vDuringpthese'writing periods, the Class 2
students shared the mezzanine area with a class of grade 1

students. Large rectangular tables weﬁﬁ;set up in this area

1 4

and most Class 2 students and the grede 1 students they-had
been paired with, sat at these. ﬂ%'tihhbértﬂviewed the

mezzanine writing time as an oppd'Juﬁny fdr students to

4

"share~i¢eas énd,do a lot ofupalking and drawing." He

_believed that writing in Ehe;éiézanine area could put the
I ) ’ i S

’ <. o S
grade 1 students inva,postioqfwhere they could receive

a
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writing assistance.from the Class 2 students snd‘put”the

'Class 2 students in a postion where they could be "looked up

to-—- torbe able to help someone else and see that [they are]

doing a good job. |

Althoughpitiwas not initially evident to me, Mr. ».'

_"Lambert.wanted the'ClaSS 2dstudents to use the mezzanine
time to create illustratedsstory books about 30 by 50
centim%tregiin size. At the end'of:the first mezzanine-
period.gsd_in a library period before the second nezzanine
period')ﬁr. Lamhqrtreﬁplained how students could match up -«
text with illustrations when they were creating such books.
During my observation time, however, only two students were
actually creating such books. The most evident . mezzanine :

activities were the following students working on writing'

projects such as stories, cartoons and greeting cards,

Astudents ‘talking and sharing th&}r work with each other,'
'hr. Lambeftﬁcon?erencing students about their writing.

-Because the students were allowed to write on topics of:
their own choice during the mezzanine period much of the‘ o
mezzanine writing seemed very similar to that writing which
occurred during writing file time in the classroom. An
important difference seemed to be in the fact that in some
instances the presence of younger students required that
Class 2 students take on roles which they may not have
otherwise done. In one instance a grade .1l student dictated‘
a story, while a focus student, Stacy, scribed it. Later

¢

F Y
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‘they painted the story illustrations together. In okher
instances, Class 2 students ergaged in "parallel writing"
with their grade 1 partners. In this situation the Class 2
and the grade one students wrote inoeoeodently of each oEHEr
" but throughout their writing"stoppeo'to gshare their work:- . |
with each other. Stacy:also eﬂgaged in this activity during
e mezzanine period. She and her.grade one partner deseribed
'their activity in the following words:

StaCy. After she [Amy] writes a little bit, She
reads it to me.
Amy ¢ She reads her stories to me too.

The, presencefpf'grade one students did not always affect the
activities of the Class 2 students, Some of the Qlass 2
students wrote indeoendehtly;of }heir gradeei partpers.
Ahong the students who worki:-independently of their. grade 1
_.partners for at least part o the’time were two of the focus
studehte, Peter and Carol., 'However, both of these students
used the hezzanine gsetting to engage in coilabOretive
writing with other Class 2 stiidents. .Peter's garther,

Justin shared the follcwing information about the process:

;which they were involved in: "I m giving him the stuff to

» .write because he s a better writer. He writes neater and

}like faster. He spells more properly than me. And plus
he's a faster writer. ‘The ideas\areihothtoﬁjours." The
following is an example of the interactioh°§hich took plaee
between Peter and Justin: “ A

Peter: [talks as he writes] When he'got,there———
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Justin: The ball was going towards me about
twenty miles per hour--- He ‘shoots hard.

Peter: No kidding-- [as he begins to write]
Twenty miles an hour---

Justin: Thirteen, twenty.

Peter: [as he writes] Thirty miles an hour,

The talk which occurred between students in the
mezannine seemed to help. them generate and refine*fﬁeas for
writing projects. One instance of talk leading to idea
generation oc;urred when one student decided to make a
Mother's DJ;\card. Some of the other student; sitting
ardund her asked her what %ﬁéfﬁas doing and decided that

Ythey would also uae at leaat:part of the mezzanine period to
create MoLher s Day cards. Ano' er instance of talk
leading to. idea generation occur?%@ when a group of six
Class 2 students brainstormed for names 6f food characters
to” put into cartoons.‘Once the 1ist was complete the boys
who had engaged:in this activity divided these characters up
between them and began creating cartoons.‘

Mr. Lambert engaged some Class 2 students in one—on -one

S
writing conferendes 1ike those which occurred in the"”

L classroom during writing file time. This is raflected in
"~ the following excerpt of a conference'which involved Mr.

Lambert and Peter" . o T T
o ¥

[Mr. Lambert was asking how Peter could ‘start ‘his.

story.] . -

Mr. Lanbert ...§;u were thinking about: some.
excitment so an idea came to your head. What,
was your idea? ~°

Peter: Play. hockey., Someone to play. hockey with

Mr. Lambert: O0.K. So who is that?

Peter: Justin. .

~—
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Mr. Lambert: So what have you decided to do then?
Peter: Phone him.
Mr. Lambert: What are you going to.ask him?
Peter: If he wants to come over and if he wants “
" td play hockey.
n?Even though work completed during mezzanine periods was
'kept in writing files which were sepaﬁate from writing file
folders, the writing activities which took place in this
context wére similar toqthose which occurred in the
classroom writing file time. Some of the students did not
see a distinction between the two types of activities and
asked if they could continue work begun in the mezzanine,

during-classroom writing file'time.'

Journal and Reflections Writing

In Class’ 2 opportunities for students to document

¢

personal experiences and thoughtS’existed 1n“ﬁ block of time
~

re erred to as Reading/ Journal/ Reflections time. During
this time students had the option of quietly reading books
of their choice, writing about personal experiences in their
journals, or writing about their thoughts and feelings in
their reflections scribblers. Most students read and only
two chose to write during this time., Both these students
made entrieS'into their journals. 0f these two students,
one was the focus student, Carol, who wrote in her journal

~on two of the occasions.

gentre Activity Writing

Writing assignments were part of many Centre

yActivities. Some of the writing assignments required
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specific types of writing and thus extended the writing

Y

. s
experiences of Class 2 students.

For example, one of the
centre activities which involved writing was a novel study.

vTﬁefnovel study activity required. that studente'read the

,bedk Louis_BraifLe chapter by chapter. nAsttudents

1

" completed reading each chapter they wrote out answers to

jcomprehension quesnions in booklets. One of the students

eXplained the P, ocessﬁylthis way , %
We were readlng a chapter and then having
questions. Then you keep reading. Like you read a
chapter and answer the questions. And at the last . -
one, chapters eight, nine and. ten, you read all
those chapters and, answer the “last questions.

40‘<' .

Other centre writing assignmentZzyequiredAetudents to record

information about pioneers in;t..?field of aerodynamics,

descrdbexa favorite telenieién?&;ogtaﬁ}Wand create an
alphabet book. While the topics which- the students were
expected to write about were assigned, at least in the
instance of the favorite T.V. shownactivityf the process for
. writing which was enpected of the studénts appeared eihilar

‘to that in writing file‘time. The following~excerpt'between

o

Mr. Lambert and one of the students reveals that he

sometimes engaged in conferencing during centre time:
’ . -
Mr. Lambert: So we really want to ‘know what you "
like about the show. Not ‘just "My favorite K
T. .V. show is the A Team. What is it about ;f
the character? What is it about the action?
What do they do?

Terry: They make things. ,

Mr. Lambert: They make things. Talk'about it.
Describe the things. If that's- the part that
you really like, talk about it. Tell the
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reader why you like it. What sort of things
do they make? How do they make things7

Besides "yriting", Mr. Lambert also expected “refining%‘and
"publishing” to be part of T. V. writing assignment. This

is revealed in the following excerpt from an interview with
v
Mr. Lambert: '"Once they have the written rough copy in

their note book, then we'll take it and go through it and

edit it and‘then_they'll-scribe it into the book."

o

-Report Writing

e

’ Nﬁeport writing.provided Class 2 students3with‘an
opportunity to becone involved in nonffiction writing. A
parent aide, Mrs. Stevens, worked with 4 students“assisting
them 1s they researched. and wrote up research reports about
jsome aspects of aerodynamics. Although Mr. Lambert
‘indicated that students researched topics.of their own
'choice with Mrs. Stevens, it appeared in this case that the
student choice was limited to determining_what aspects of
'aerodynamics they would like to research ‘

Mrs. Stevens, helped students research their topics and
quganize their information.“ " Discussion with Mrs. Stevens
and two of the students revealed that the students first
formulated research questions about.their topics. One of f
the students indicated that he had used headings in the
encyclopedia to help him decide what his research questions

would be. Onae the students had fokmulated their questions,

they tried to find answers to their questions. The

N
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studénts' primary source of infprmation was the
encyclopedias. Mrs. Stevens was observed reading
information to one student and then.discussing the meaning
of.this infdhmatianwith her. When recording answers to
théir research questions, the students fifst put them, down'
fn'point form. They then put these points into sentences
with the sentences for each section being put into one
paragraph. Once the students had written drafts of their
information, they wrote out good copies{bf theirareports. I
‘observed Mrs. Stevens discussing conventions which were
;peeded in a good copy with one of the students. She told
him that names of planes needed to be capitalized and showed
him how to form a letter "G" in cursive writing.

Mr. Lambert stated that once the repofts'were completed
they would be pregented orally in the mezzanine area:
They will present it to the class. And the class,
we will divide up into small groups 80 that the
" four of them are presenting [to a small -number of
. people] at one time. And they present to that
group and the small group ask questions of thelr
report. The groups would set up their stations in
the mezzanine and the people would move around.
In doing reports the students chose topics, wrote initial - .

. N
drafts, made revisions, did good draft§\ discussed their

) L.
work, and shared their pileces. Consequently this writing
procesé seems similar to the one they engaged in during

writing file time.  £' ' A}*
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Writing to Penpals - Y

Although no period of time was specifically set a81de

to accommodate letter writing to penpals in another school

2.

I observed a number of students engaging in this activ1ty.
Mr. Lambert indicated that he sent about five or six letters
each?week. Chris, one of the students who wrote to his Q}
penpal, wrote his letter justvpfior to beginniog his centre
activity. The:tollowing excerot,of~my‘conversation with him
provides some insight into the activity: |

Chris: I'm doing a fast letter to my penpal.

Researcher: Who 1is your penpal?

Chris: Roy Foster from Ashwood School.

‘Researcher: How long have you been writing Roy7

Chris: About five months.

Researcher: ‘Do you get many letters from Roy?

Chris: Yep.

Researchér: When you finish this letter what are
you going to do with it?

Chris: Put it in an envelope and put it in the
mail box. Just put "Roy Foster, care of Ms.
Brown, Ashwood géggol" and then the return
address here. o .

Writing Prior to the;Observation Period ' | i
(X :
“In our interviALs Mr. Lambert reflected upon the

2

writing which he and the students in Class 2 had been
involyed in prior,tp my observation period. While Mr.
Lambert had daily:m;iting at the beginning of the school Q
year, there were times in the year when this had lapsed.

The most teceot lepse was for»six-weeke just ptior to my
observation period. Mr. Lambert belieted that the

interruption of the daily writing had a detrimental effect
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on the stddentsﬂ_writing and was "just 1tKe taking the wood

off the firé",: He reflected:

If you take them [students] out of the writing and

if they're not writing every day then they're '

going to regress just like we did. Getting then

back is really difficult. So I would see writing ‘ v
as a mainstay of everyday. BN ' '

)
Mr. Lambert believed that the type of talking that had -

occurred earlier in the year was important to the writing

process. He was‘attempting to reestablish and balance some
"talking and writing routines" when I was in Class 2.

During our intervigws he stated:

We had a lot of talking at the beginning of. the L.
year to get them going. We mainly had small group }-
sessions and I would go around. The kids would

really talk about their topics and then they'd go s
and write. And that's what I'm trying to get back

into now. -And then they'd go back and share, it.

They could sit down on a one-on-one basis with

another person and read the complete piece to them

and have that person question them ‘and talk. It's

trying to get that balance. ' Sometilmes I had the

writing go a little too long and.the sharing would

suffer or the talking would suffer. And it's

trying to get the balance and I haven't been

successful yet.

Part of the past writingméctivities'which Mr. Lambert
" had involved Class;Z students in was the analysis of the
structu&e of stories and“yriting pattérned stories. While
Mr. Lambert seemed fo.believe that there was ;ome merit to
such activities, he did not feélathat such activities had
" been very successful in hié-@;ésée |
R Wé went through and analyzed Treehorn by

" “picking out the characters, the problem, and then

,we went ahead and decided to do our own. We
brainstormed different types qf possible
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characters. and poassible problgas and possible
solutions... They wrote the story on their own.
But even that I didn't find as successful as their
own. But they didn't really get off on it....

We did a lot of separate ones like: "I was
y{nvited to a birthday party but too bad it was in
New York", things like that. We had the whole
class do it but it wasn't successful. There were
a couple who did it but the majority weren't
interested, they weren't going with it.

129 -

In his reflections, Mr. Lambert stated:thaﬁ'he believed
th;t gogd organization of time was eésentigl to a positive
writing context. He felf that this could.be improved on in
Class 2 and commented: ﬁThere are so many é%ings that are
80 importaht_ande miss parts of it éach‘dayl-\I think it's
just organizing the time." o

| Mr. Lambert also b%}iéved that %hinkiﬁg through and
planning for certain aspécts of writing (ie. poegry, "
personal narratives), were .essential to a po;itive writing
context. He stated, "This year I just started out with
getting“them [the students] to write and ét_just sort of
progressed from there and I didn't reallyﬂSpinvoff into a
16;,of areas that I should-have." . He re?&ected:that he. T

LY

e , o

should have done "... more planning and thinking of when
certain~things'shou1d be coming in." Mr. Lambert also felt
that as the result of his experience with writing this year,

in the future, writing routines in his classro&ﬁ'would be

mdre.firmly'gstablished.f

s
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Roles Played by Participants !

- Teacher Roles .-

. Mr. Lambertls overall.role in.the writing context was -
that of a facilitator, He stated that he worked with
studentsvto "get the fldency going" and that he strived to
do this hy modeling desired behavior, conferencing, and
providing opportunities for studenta to share their stories

£

and ideas, During the observation period, it was evident

3
that among the specific roles which Mr. iambert assumedeere
those of a program developer,ﬂa monitor, an instruétor, an
audience,. a model, an. editor and a learner. &}

As program developer,.Mr. Lambert determined the types
of writing and writing- related activities which would take
place, the sequence of these activities, and the amount of
time which would be provided for them. Specifically,
in class and in biweeklz writing activitiesvin the
mezzanine. They hadlopportunities to write~reports under
‘the direction of‘a parent aide,lmake entries in their
journals or reflections books, and write 1etters to penpale.
They aléo had chances to be involved in writing at centers.
-hr. Lambert decided what physical resources would be
available to students when he provided writing opportunities
for them. Among the physical reSOurces~utilized for writing
.in Class 2 were writing folders, journal and reflections

' scribblers, charts, a computer, and center activity cards.
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iMr. Lambert's role of a mofitor was an imoortant one in
Class 2.. In this role, Mr, Lambert observed whether
students were involved in the expected activities. I;,not,
he attempted to provide direction. ‘For example, one day
duning writing ﬁile time Mr. Lambert instructed students to
"tell their'partners what they were going toydo in their. _IQ;g
writing" and then circulated around the classroom. He later
informed me that he was circulating because he wanted to
make sure that they wereﬁtalking about their piece of
writing and they had shared:what they wanted to do." On
another occasion when he was monitoring activities during
center time, Mr. Lambert clarified the expectations of the

T.V. writing assignment for a student.
Mr. Lambert assumed the role'ofran instructor in large

group sessions as well when opportunities arose during

one-on-one conferences and in small group sharing and
editing sessions.'*In this role, he attempted to expand the
students' knowledge of writing._ The following instructions
were those Mr. Lambert gave his class when he assumed the

% e of an instructor in a large group session in the

mezzanine:

‘The idea is to take and write. across the bottom

here, ‘the part of - your story that matches the

illustration that you're painting. It matches .

what you're talking about down here. So with your

pencil draw the pictures carefully first.

Thinking about it. Thinking about the setting, -

where the picture is going to be. Draw it in and’

draw those people and things in. Then go ahead

and paint very carefully. R o
N _ .

\\
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Conferencing genera%éy took placérbetween Mr. Lambert

and an individual studen® or in a small group settings. Mr..

Lambert assumed both the rolesiof an instructor and an
“audieﬁce when he conferenced students, In these %nstances,l
he 1istened‘tQ‘sthﬁentsjsha;é their.compositioné Affwrifing g
ideas. He Eheﬁ_reépondéd bj questioning-theﬁ aﬁout~theif
intentions and providingvthemrwith“somé direction for their

- pleces, The type of direction he provided for students is

evident in the following conference:

* (Jamie has read as much as he has written on his
story "A Human Time Bomb" and he and Mr.
Lambert are discussing his work.)

- Mr. Lambert: It was a robot? Who made it?

* Jamie: Dr. Jeckel. ' .

Mr. Lambert: How did he make it? Why did he make

. it? ‘ B :

- Jamie: He made it to-- Somebody broke into 'his

: computer and made it do crime.

Mr. Lambert: How are you going to put that into
your story?

Jamie:: It all started when the--

Mr. Lambert: There's one way that you could use
time. You can start out like this: You can
go back and say "It was not always this way.

_ . It all started out years ago when -Dr.

e Jeckel-- You could do that. How is this

R going to end? - . . ~
Jamie: When Dr. Jeckel comes back to life and he
time bombs the secret hideout and he broke
;into a computer box and changes everything
IR nd then the time bomb stops. ‘
Y. Mr. Lagbert: What do you mean Dr. Jeckel comes
S ik g bk to life? ~
\ﬁfiaﬁgh@éh"ﬁﬁe got killed by a time bomb. oy
T Mhdgbert:. How does he come back to 1ife? 1Is
FUQ";c very realistic? Do people do that veryg,
.. 'Sfren? -
Jamie: “'No. . : . .
Mr. Lambert: What.  @uld have happened instead of
‘being killed? _
Jamie: He got buried by the time bomb and he . *

.3[ o
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»~,> ' finally got out.

When Mr, Lambert responded to students' work in.
one-on-one conferences and in the small sharing groups, he
assumed the role of a model. He stated that he hoped that
the students would learn to respond to and question each
other 8 work through hearing him respond to and question .
their work. Mr. Lambert s role of a model was not confined
to conferencing situations and small group sharing sessions

but extended to situations in ‘which he modeled being a

writer. He wrote storieg on an overhead ‘and explained.his

c
G

intentions to the students. On one occasion Mr.ALambert
made the following comment when discussing his. writing with
the class: "I didn't know how to continue on from here and
I was scribbling. I put uswally',and scribbled it out. It
doesn't “hurt to scribble out when you're doing that.“

-Yet another role which Mr. Lambert assumed was one of
an editor. 1In this role, Mr. Lambert fostered the
refinément of the work which the students intended to

s
publish. As’ stated earlier, Mr. Lambert read through

ot

computer printouts of the pieces noting the editing changes
that he expected. ,In the c%ntert of ong—on—one‘conferences'
or éroup conferences, Mr. Lambert shared editing information
and instructions with students Once the students made the -
changes they were capable ¢f .aking, Mr. Lambert would

correct any errors which still remained before "running off"

“the final copy of the piece. The following interaction

|
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between Mr. Lambert and Deana wﬁich toék place during a

small group session providés an example of Mr. fLambert -
asshming both éditing and copferencing roles,

Mr. Lambert: ...All you have to do is take here: \
"He then drove Jane to a big house." “Now.
what you do when you. insert-- There's one way
you can do it, put a number one and go out
here, because this ‘is your first insert--
then go—-- on the back of the page and then
say: "He drove Jane to a big house stopped
the ﬁar parked the car and took Jane upstairs

‘ to—-=". " . : .

Deana: 1'l11l have to change the whole story.

Mr. Lambert: No, ybu won't have to. So "He
parked the car and took Jane upstairs and
into the room" period.” Now all we have to do
when we go to edit it, is go there with ;the
cursor and type that in and it moves all the
stuff down, all the other print down.

Many of Mr. Lambert's reflections revealed thgf as he
was striving to enable students to write,fMéQ*ﬂaﬁﬁgrt
o B '
assumed the role of the learner. One of the many statements.

that provide evidence of this role is the following:
\
A&thor's Chair... I'm throwing it out now because
it doesn't work just once a week and I'm going to
'where they share the most important part of their
story., And then on Wednesday, if someone has a -
completed piece of work, they can share. |}
. It was like playing back and forth. Trying
to find something that seemed to work. That's
what I've done all year. Next year I know what to
do. I,
’ 0 - . 5

Studénts' "Roles

Among the roles which students assumed were those‘qgﬁf
. . ' v', : Fray
writers, audiences, collaborators, proofreaders, publishers,

and learners. The students of Clas% 2 assumed the goles of

‘wan

writers when they composed;pieces on topics of tﬁg



135

K

(* , choice during writing file time and during mezzanine time,

;ﬁfrwro eeletters to penpals and made entries in their journals,
. . ¢

wrote ‘reports, and completed center activities.

»

)

Students had the opportunity to assume an audience role
and receive writing when they shared_their work in
one-on-one situations as well as in larger groups.' In the
role of the audience._ tudents listened to and sometimes
responded to the work of their peers and teacher. A

question which Class 2 students asked each other frequently

.4

:when listening to each other's writing or ideas for writing

3

~ was "How is our stor oing to end?"
WE y y 8
There weré‘several instances of students assuming the

roles of-tollaborators in Class 2.2 On' one occasion a group
of boys participated in a brainstorming session during which

they thought of names of vegetable characters that they

]

tould incorp&rate into cartoons.; When these boys began to
s 5

create their cartoons, they worked at the same table and
Al

shared their work with each other as they were involived in

o

jthe process. In other instances, pairs- of students chose to
v

‘.work with .each other.ATOd occasions, all of the focus

. students yere involved An collaborative compositions with

classmates. Stacy‘fnd Carol decribed the collaboration in

,which they were in@olved with the following words-

Stacy: I m helping Renee with her story and she
mé help ng me with mine—- giving her ideas
.dnd she gave me ideas. Like the bad king and
"queen join® the other side so they capture the
bad guys.

e
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‘ Carol:. I. ‘was writing my story about the "Never o
. Ending lee" It's about me and Angela. - We

. ,fell into a big hole. Like ¥t never ends: ! .
: I'm writing it with Angela. -We 9iready got . %

'chapter$2 done and chapter 1.-” T write every v

+story. Angela only does the illustrations. 2

o

: Mezaanine work facilitated collaboration between some
of the grade 1 and grade 4 students even though
collaboration between assigned partners did not always take
placevs Examples of collaboration in the mezzanine occurred
between Stacy and, her grade one partner.Amy. ~0n one’ ' i : .
occasion theizggiibed thelr own storiesgand shared these S

with eacH’ochr as they’ wrote. On another occasion, Stacy

scribed ‘a story that Amy dictated and they 1ater painted

‘

illustrations for the stogy together.", | ER L
P g S : ' \
There were several instances,of gstudents asauming roles = O

M

of editors and publishers in Class 2. ‘In order to refine
. . ’ ’ -~ . } e ;..' A : .
their work the students -in this class were to enter their‘#
v o i ’ !
work onto a computer disk. . Once the work was on the disk,'a

print out of the writing was to be run. I'observed a few
students entering their»work‘into the computer. I also
observed some students'peading thfough prihted copies of
their writing in order to make the correctionsvthat~Mr.

~

Lambert had specified.'
In the process of being involyed‘in?different aspects
of the writing process, Class. 2 students assumed the overall

\\ .
role of learners. Students were learning tht writing

involved committing theiriideas to paper and that talking

g \\
< 4

'
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wiﬁh eéch other could help them decide wh&i they could
write, Tﬁey wére learning to share their work with each
‘other,and'to,questiqn eachlothér's writing. They were also

‘1earning to refine work which they wished to be published.

Teachér Goals ‘

In a journal entry Mr. Lambert summed up his gohls‘for
the writing:

To provide each child with a situation whereby

they- will gain fluency in writing, in that they

will feel comfortable in putting their .

thoughts/ideas down on paper and feel good about

sharing this information to the class.
This goal can be considered to be Mr. Lambert's general goal
for writing in Class 2. 1In conversations with me, Mr.
Lambert articulated more specifically how he,9ihed to
achieve this overall writing goal. He identified specific
. o
_goals which could be classified into the following
catégories: _modeling, sharing, conferencing,vproofreading
and revising, and publishing. Listed below are some of the
goals which he identified in each of these categories.

Modeling Goals

Through modeling Mr. Lambert aimed to demonstrate to

: ' ' . )

{he students that when writing "everyone goes through the °
same things and'probléms as they do." He stated that he

wished to:

"show that writing is hard for all people and that
we all need to revise/edit our work, to show that
it is 0.K. to cross out, add, delete words/
phrases/paragraphs", and
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"jet children know that sometimes I am not happy
with what I write." o

Mr. Lambert's médeling goals were not confined to the
writing ;msqﬂf but extended to include talking about
writing. aﬁgﬁamodeling "taikihg about writing", one of his

goals was to mode1"q§fstions to ask about written work.

Conferencing Goalé

The conferencing goals which Mr. Lambert. articulated
telated to ensuring that students would experienfe success
invthe»process of writing. Among the conferencing‘goals
which Mr. Lambert ﬁentioned were the following:

"to help students clarify their ideas or organize
, their thoughts",

O"to get children started/keep them going [in
writingl",

"to ask them 'What is your ending?' so ﬁhey know
where they are going with their story",

"fry to get students to be a little more realistic
in their writing... [so it makes sense]", and

"for them [the students] to think about what
they're dg;gg so that there's a purpose”.
Q.2 ‘\u.:,

Goals Related "% the Sharing of Writing < s

Mr. Lambert believed that sharing writing gave pur?dg;
to the activity and was an essential bart of the writing
process and stated: - "When they're writing there needs to .be

'aﬁreason for writing and one of the reasons is to share your

qigﬁorméfion with other people that are important to you."
Among his specific goalé for sharing were the following:

"to pro?ide a talking situation where students’

&
1‘{
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talk so they can &hé%e.infogﬁagion, share ideas,
so they can organizé their ideas and put them down
on paper", : :

"to give... peoplé who listen to someone'else%g;
writing a chance to see how they're using langfliage
and what sort of things tq§y'r%&interested in",

"to spark off ideas ;n,th@«dﬁﬁfhnce so that they

could use something?im their own writing",

"for students to realize that what they were
thinking wasn't the way it was written down and to
have them rethink their work a bit", o

"by questioning other students, for the students
to start considering such questions when writing
‘themselves", and ~

"for students to give positive comments on what

the author has done, or to tell what areas are a
1ittle confusing".

Proofreading anﬁ Revising Goals

€

When students wished to publish their writing file

’ o

work, Mr. Lambert had them recopy tﬁeir initiafgcopies,

_enter them into a computer, and obtain printed copies. Mr.

Lambert then read throhgh;the pieces noting what type of
revisig;s would be appropriate for the'writefs to make.
Among the speqific proofreading and revising goals which Mr.
Lambert arti?ulatéd were to gét'the students to do the

following: 3
"read over their work: checking for any parts that
don't say exactly what they meant and underlining
the parts, and underlining any parts which they
wigh to add detail to", and

"check for punctuation and spelling”,

1]

Ny
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Publishing Goals

Mr._Lambert believed_ that publishing gave purpose to

-

writing for it was 'a way to share qﬁf'leted work. He wanted
. d ’
"students to publish a professional looking book and... g

, y
illustrate their writing." He stated:

I don'é know if we're going to get really good
fluency if there isn't some reason to do it... I
think thedir publication should be as near to
*refined as possible to whatever our resources
are-- to close in the gap between pretending to be
a writer and possibly being a wrditer. s .

o

. : o , ‘
Mr. Lambert"s main goal in publishing was?"to put student®d
' : : ' 3 _

in as realistic a publishing situation a§3p0381b1e and to
get the work as refined as possible".

Reflections omithe Teacher's Goals

-

This was Mr. Lémbertfs firgkgyear of establishing a
writing context which had a wo:ksgggnemphasis. Mr.:- Lambert
realized some of his initial writing goals, clatified otherv
goals as he went;alqng, and formulated methods by which h;
could achieve these. No doubt the fact that a large'number
of Class 2 studentsﬂrere not very receptive to school
contributed to Mr. Lambert's writing_goals not being fully
realized. |

The environment which I saw in Class 2 during the data
collection period was one in which students were given‘a
‘considerable .amount of time to write and to talk about their

writing. Consequently they can be seen as‘be1Q§ in a

gituation where they could realize Mr. Lambert's overall
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' goal for,bhem to gain fluency in writing...,feel
coméortgble in putting their thoughts/ideas down on paper

and feel good about sharing this information to the class."
;However, because oppor nities for writing were) not present
,de;ily throughout the ﬁrﬁ stud&ts may not. ge beeo'me aa.

fluent,;and as comfortaé}e wiuh agﬁf' g D 6ceas_and with

reflected "ff you take [students] out of writing and if
they're not writing every day thgﬁ}they re going to
regrese; : 4 L | - J

ibonferencing was an integral part of Class 2's writing
' cbntext'and was one of the wayafthat_Mr. ?@mbert strove tol
achieve his overall goal to prohotg children's fluency and
" comfort with the writing process; It is possible that
conferencing in this-class was not used as effectirely as'it
could have been. Conferencing was often used by Mr. Lambert
as a means of maintaining order within the classroom. Those
students who used their time least constructigely vere
conferenced first in order to get them working on a task.
‘Those who wege generally on:task were conferenced less
frequently, in the time that remained. Mr. Lamhert himself
admitted:

I m spending ‘too long in one area. I've never

been able to work out where I don't- spend a lot of
time with a group of people....
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...I'm frustrated because some of the other ”
children in the room are doing some neat writing
but I'm always here, instead of going around to
some of them that are really doing some neat

writing. = , . -

The one-on-one conférences which octurred:BEtween Mf;
Lambert and individual students were often verx directed and
intense, It is possible that developﬁen;allyléomé of the.

Class 2 students were not ready to be as logical in their
<, E o )

writing as Mr. Lamberf was str‘wing to have them be.  Mr,
Lambert §%§PS to have sgnsed this as indicated by these
comments that he made about conferencing Peter:

He's really fluent now. But I don't think that
his writing is meaningful enough. I think more

" meaning could be added to it. I think there can

" be more of him talking about character and using
setting to get a better story. I don’t know how

" far to push. I don't know how far to take him so
that it's natural or exactly what to do.... He's
more interested it.ggtting it out, He's still in
a stage that he just“wants to write. He's got all
this stuff in his mind and he just wants to go, so
maybe. he isn't ready for doing much more than just
getting it out and I'm just not sure.

In s;ite-of some difficulties in this writing contexf,
some congruence is apparent between the overall writing
goal, the specifié gogls and the activities which were
observed in Class 2. Mr. Lambert articulated specific
modeling, ‘conferencing, sharing, propfreading and revising,
and publishiné goals., The type of.activities which he was
attempting to provide in the Class 2 corresponded to these
specific goals and helped promote his overall writing goal.

/ .
For example, opportunities existed for students to share
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their wprk orally with their peefs and to display good
pieces or published,pieces of work. These helped ensure
ﬁhatqstudents would "f@yl good about sharing.., information
[withj“the cléss." |

‘Student Goéls

Student édals related to writing can be divided inﬁo

the following categdries: writing goals, sharing goals,

‘e

proofreading and revising .goals, and publishing goals:

Wfiting Goals *

"The majority of the writing goal statements which  the

students in Class 2 made revealed<ffiat dur¥hg writing,

thinking of ideas to put down was g primary concern. The
following are a sample of the students' writing goal
statements:

Peter: "Think up ideas as I was writing. The
Thunderstorms were in the middle of robbing a
bank, Pwas trying to figure out what people
would say." ' -

Patti: "I'm trying to make him [a man in her ~
story] do something really bad but I can't
think of anything really bad. I think maybe
he'll start-a fire and it'll burn down tfie,
whole world. No, that's too bad." ‘

Carol: "For it [a journal entry] fo make sense."

"I've been working on my story...[I'm
concentrating] so it will make sense and my
spelling. - '

Terry: "I'm thinking of what they [A-Team
characters] do that I like. They make
vehicles and stuff. And they go get the
people they need to stop people from doing
something bad." - .

™



Jamie: "I'm concentrating on what's ahead of me.

When JJ write I think of what I'm going to
write next." ’ : S
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Renee: [when answering questions about a novel -

her. centre.group was reading] "Answering /FNJ//
questions and getting the right answers.
[when writing in the mezzanine area] "To %2

write realistically like Mr. Lambert says.'"’ i

Sharing Goals

£y

The sharing'df writing'inuCIass 2 occurred in'partner

situations as well as in situations where small group

sharing was being modeled. The focus students articulated

the following sharing goals:

.Peter: [when sharing writing in the modeling
group): "just to answer the questions.”

[when listening to writing being shared in

a modeling group] "thinking-- picturing the
story in my mind."

Stacy: [when listening to a story in the modeling
group] "concentrating, looking for the spots
when she [the author] was making mistakes."

-

: Proofreading and Revising Goals

,vSomé of the students in Class 2 revealed that they

were'concgrhed with sense and conventions once they moved to .

Hrgfinﬁng and revising their pieces. Am:ng,fhe goal

'statememts wh}s'fthe three focus students made with regards
.. Fie »
Vto%thisiwegﬂath% following:

N
-~

© "yCarol: "I'm doing myﬁgpﬁﬁ'copy’3f the other story
° "1'm doing. [I'm making changes] on words that

“ don't make sense?ghﬁ'are kind of confusing.”

PP 37 e
g TIRASTE
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. . [indicated that one of her goals was to
ask Mr. Lambert to go through her story] "because
we might publish it and-so they [readers of her
work] won't come and ask: 'What is this?'."

Stacy: Looking "at spelling mistakes and
[deciding] 'Does it. make sense?'."

"you have to make it 'make sense'. -I'm

. fixing it up-- the stuff that doesn't make sense."

"just that I didn't have mistakes-- words
are right, periods and apostrophes—- adding more
ideas." : : ‘

Peter: to "get some spare time from Mr. Lambert

and then sit down in a quiet spot and start

checking for spelling mistakes and everything."
Puplishing Goa

The use of a computer and a word procéssiné pépéram was
an.integral ﬁart of the publishing process in Class 2. The
publishing goals articulated by the students dealt primarilk-
wiéh'the physical task of entering the stories' into the by

compyter and with deciding on the illustration of their’
' . T LY

Chris

}g§’to type."

Patti: ‘have to search for the letters.”

Peter: "I want it published. I'm trying to
morize where all these are [points to the

wboard letters]. I see what I have to put down
<% anfy then I put it down. I skipped part of it 'cuz
;;%;_‘wourﬂn'ﬁipéke sense." ' , -

< ‘-.6 o e .- , -

ff,ﬁyaﬁym "I make Renee do the illustrations." )
o’ . ' ‘i‘,;;'\j{,. ) -
2 peter: "I get Ricky [to do the illustrations]-

' vhe's the best artist in the class. I don't do art
;  at.all." - ‘

v . .

é

[
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The Relationship Between the Teacher's and Students'

Goals

The -fact that at times studehts were not involved in
the activities which were eﬁpected of them’is indicative of
that fact that student ggals were not'%iways congruent with
teacher goals. However when the spécific.goaisfarticulated
by students who were involved in writing”attivicies Qere
compared with tﬁg‘goals listed by Mr. Lambert a fair amount
of congruence seens ts exist,

The great proportion ofvthe student writing goals dealt
with thinking of ideas to but down on paper. For example:

"I'm trying to make him [a man in her story] do
something really bad." . N\\

"I'm thinking of what they [A-Team characters] do
that I like."

The;general tgacher goal dealt Qith flyency while student
writing goals primarily dealt with getéing ideas for
writiﬁg, therefore some congruence seems to exist ﬁetween
these two eventhoughﬁgtudents were notﬁnecessarily
comfortable with writing yet.,:There also seems to be some
congruence between the writingﬁgoals articulated by the
students and some of.theiéénferencing goals arti;ulated by
Mr. Lambert. "For éxample, one of Mr: Lgmbert's ;onferencing
goals was for ;s:udents to be a 1it£ig more realistic in
%Bpir writing". One student who articulated a corresponding
goal indicated that she was striving to "write realistically

1ike Mr. Lambert says", while another stated that she would
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not have "the whole world" burn down in her.stori‘becauSe it '
“was."too bad". - -

Student sharing éoals such aL "picturing the story" and
"looking for the spots when she [the writer] made mistakes"
could be considered to relate to!Mr. Lambert's sharing goal
for students to become aware of what otners are writing
about. They.could also be related to Mr. Lambert's goal for
students-to identify confusing aspeCts of‘shared work.
Consequently, some congruence between teacher and student
sharing goals seems to exist. Mr. Lambert's goal for

students to ask each other the type of questions which he;-
felt he was modeling was realized to some degree as students
" often asked each other "How is your piece of.work going to
~end?" : ' - O
Among the specific proofreading and'revising goals

-

. mentioned by some students were ones which dealt with the

completeness and sensibility of ideas, Spelling and

punctuation. These relate closely to the goals articulated

by Mr. Lambert in this area. |
One of the focus students, Peter . stated that he

intended to publish" all of the gang stories which he had

written, however at the time of my observations only two

' students had actually published" the "professional looking

books™ which Mr. Lambert had referred to. Mr. Lambert
commented that many students were content to make a good

copy of their work and/or to put their work into less formal

[N
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" than he-could put forth. This may in fact have contributed
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booklet form. Therefore it seems that althduiﬁ;ﬁr. Lambert'ﬁ'
valued the "refined publishing ' of writing file uork, this-v
sentiment was not necessarily shared by ‘most studeéﬁ%ﬁin
i ‘

N,

‘class. Also, while one of Mrf-Lambert s goals in pubfiahing AT

v'u.
v

was for students to illustrate their own work, two of the;
focus students stated that they were aiming to avoid
ilﬁﬁstrating. Thus there was some discrepency between
student and teacher goals in this area.

Reflections on the Writing Context

Mr. Lambert had commented that this .year had been "sort
of a survival year" and that just keeping his students
"happy ahd together without fighting" was duite a feat. As

most educators "learn through doing", Mr. Lambert was

learning about the implementation of a positive writing

i

context through attempting to establish one in his

classroom. There, were an abundance -of writing opportunities

in Class 2. ‘Students in this class wrote daily during

writing file time and tyice weekly during mezzanine time.’
{

They also had opportunities to write to their penpals and

,‘,{.;' P

-make entries in their journals or reflections books daily,

Vo ”‘7. ‘*.‘.
as well as opporthnities to write research reports and to
write es part of centre acgivities. The provision of all of

these opportunities required much effort on Mi. Lambert's

part. There is little doubt that maintaining all these

aspects of the writing context at times required more effort

~ &

" . -
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to the lapsing of daily writing at different points

throughout the year.

. R | .
Mr. Lambert was clear about his for his writing
[

context andCaought to accomplish these through the

b

‘activities he structured. He had tried out the many types

of writing activities this year and had reflected upon why

they were successful o; unsuccessful. When he stated, "Next

_year there s 80 many things thaJ(would be done differently

‘and set up differently. Routines would be so much better in

placa , L was prepared to believe that next year the writin@
context in Mr. Lambert 8 class would be different. Mr.
Lambert s future writing contexts likely will be refinements
of the present context in which he had an opportunity to
clarify his goals and to determine the type of activities
students needed“to be involved in in order for these goals
to'he accomplished.

The Class 2 students had an opportunity to become

\intensely involved in writing and writing- related activitses

] A:;/@arious times throughout the year. While not all
;

tudents were involved in the activities expected of them,
many students were involved in writing, shariné, |
proofreading and revising, and publishing activitles.” The
students involved ‘in these activities often had goals which

were congruent with Mr. Lambert's goals. These students

seemed to have capitalized on the opportunities for learning

_about writing that existed in Class 2 and seemed to have
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acquired importagt knowledge about the writing process. The

bositi;e %éélings thdt some Ciass‘Z students had qpout
wfiting were reflec:ed ﬁ?%ﬁpé fact.that‘on‘several,occasions
studentshchosevn;tvég listen to a no§e1.that Mr. Lambert was
reading to the class or choge to miss phyéicél education in
order to éontinueAbn their writing: Also one morning, oﬁe
of the students, Sam;:asked Mr. Lambe?t: "When afe we going
to havé a whole school day of just.plain writing? Write,

write, write!"
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The Writing Context in Class 3

Class Background

Class 3 was an instructional groﬁo’of 19 grade 5
students in Pinevﬂbw School. Pineview school, (located in a
well-established Edmonton community, was more than 20 years
old and had a student population of "iess-than 200. Class 3

students sheg'

7 o8

d.é-%cmeroom with 17 grade 6 students. While

i Students received instruction together
r? '9..4 wa
during: 30 mfnutes of language arts daily and one hour of art

the grade ‘5 :

weekly, the remainder of the time, they’ received instruction
in different rooms. |

Ms. Patrick, who had 16 years of teaching exﬂ&%ience,
taught all aspects of the Class 3 students program with the
exception of 8pelling and”ecience. She was involved in an
Effective Teaching program and regularly attended inservices
related to this program.’ She ‘also observed and conferenced

enother teachex in the school as this teacher implemented

pecif{c skills an_:str&tegies in her class. Last June Ms.
-Patrick attended, with one of the Languége Arts Consultants
from her school board, a Writing Workshop offered by Donald
Graves. For eight months this year she and the consultant

worked together for ‘an hour each Monday morning in order to

implement a writing workshop in Class 3. She reflected'
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The beginning of ‘going through all the sharing and
receiving and the editing all that was really
great because of course Marian [the consultant]
vas in... We did a lot of it together and it made
‘it a lot easier to have twp people in there trying
to get the program set up... rather than just one
person trying to do it. ‘ '

0f the 19 Class 3 students, 15 had been in the same

/‘ B
class since %indergarten. Ms. Pat k indicated that while

L

Class 3 was ;h average class in te:ms,of ability, it had
more than ig; sha?e of social diﬁficultiéd. The three o |
students ih this class who were fo§used upon in this study
were: Amber, Julie, and Greg. However, throughout the
6§§ém§ation period other students in the class'ﬁefe aiéo

observed and interviewed when opportunities arose.

Timg Dimensions Surroun&ing Writing Activitieq

On fhé basis of obsérvations and interviews with Ms.
Patrick, it’became'evideht thaé in Class 3 writing .and )
writing-related activitgs couid be divided into two main
categories: wriﬁinglwhich occurred in "writing file ﬁiﬁe"
and writiﬁg which complemented other languége arts and
social studies activities. Studehts,worked on writing file
‘activities each morning at 9:35. On Mondays 55 m}ﬁutes of
writing file time were scheduled, wﬁile on‘oﬁherldéys 20
»minutes were scheduled. The averag; wegkly'fime devoted to 7
writing\file activities'duringnthe'pbség;AEion per1od was
135 minutes. o gﬁ B .

On'foJr occasions between 9:35 and 10:30, I observed

writing being incorporated. into other language arts
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activities., I also observed writing being incorporated‘into
four social studies periods. Social Studies was scheduled
from 2:30 to 3 30 on Mondays, Wednesdays, and Thursdays.

The Physical Accommodation of Writing

The following physical resources supported writing and

writing-related act!vities in Class 3' charts, wiiting

\

folders, a "writing" bulletin board student woxk areas, ;‘ &.

| Y
. o \ Q’ *,,
~areas of the‘room where work could ‘be- shared, and a meétfhg o
et B
~area for large group discussions..._".' _ J "’&‘5.{y,é. i
. i S . ' : oy a
.Charts B _v11 : ) [

» . d X . J . N o . .

.Two charts dealing with writing were displayed on the

back bulletin board. vMs. Patrick indicated that he@ reason

for havigm:&he charts displayed was that they ‘'served to ]'}j

remind tH }§tudents of the steps in the writing prodess-'jﬁﬁgﬁ-

»

"The charts are there as a reminder.- The charts are
something we made together. It was a process when we'
started. Going through teaching- them how to use the writing
model and we put it down on chart paper." The firSt chart'ﬁ
listed proofreading symbols which were to be used when‘
"writing was edited. It also listed these writing process
steps:.prewriting; drafting,'revising, editing, and
publishing. The second chart defined what steps of the ;]Q
writing process were to take place on the white,'yellow, and
blue sheets of paper. The following information was on this

chart:

Yy

Cdm
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White Copy ' 'g§9
1. Drafting as much as you can without any
help.

2. Revising- Shﬁre with another person who
receives the piece, then ask questions about
the ideas. Revise white copy.

Yellow Copy
1. Drafting- Write the. revised version from-
your white copy.
2. Editing- Share with another person who
checks it using the proofreading symbols.

Blue Copy
: 1., Write the final copy from your yellow
copy. .

A third chart with information about a writing-related
l'activity was displayed above the chalk board at the front of

”,gheuroom. On this chart were the heginnings of questions

whicn were appropriate to ask during "Author's Chair", an
ectivity that involved one student sharing a piece of his

writiﬂg wiqh the entire class. Among the items on this

chart were the following: "Where did... ", "Why did... "

"Whatuhappened...-", "When did... ", and '"How did... ".

Writing Folders

Central to the writing file time in Class 3 was the box

which contained the stude‘ts writing folders. This box was

wkept on. a foot stool ‘at the front of the roonm and housed the

'students writing file wOrk. Each student had three folders

which were kept together' a white folder to hold the initial

iﬁdrafts. a yellow foldef to “hold the editing copies and a
"blue folder to hold the f1na1 copies. This resulted in work

R
on white, yellow, ?ﬁd blue ﬁaper being put into a folder of

[3N
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the corresponding color. The‘box flso céntained: a date
stamp for students to date thedir "Ork436‘th§t progress could
easily be monitored; white,,yellowrand‘blue writing paper; |

and two dictionaries.l Attdched to the:white writing folders ‘
s © J /

‘was a %#eet ‘which listed different forms of writing,- and a'=}“““
sheet with the headings' "Topics I May Wrig&/About“ and

"Roles and Audience I Can Use Attached to the yellow

folder was a sheet with the title "Skills I Do Well" and -

attached to. the blue folder was a sheet with the title

"Writing Projects I Have Finished". Ms Patrick stated that

/"
the order built into the writing folders helped the students

to be systematic in their approach to writing “"It s all

i
there for them and it makes thema lot more orderly in their
/- 52

thinking becatise the steps are all there for them. It's all

so neatly laid out and it makes it aflot easier-for them."
A : . . N

Bulletin ﬁoard

At the back of the room next to.the writing charts was
a bulletin board on which there was a caption "Author's |
Corner - When students had completed a blue or good copy of
a piece of writing they displayed it on this bulletin board.
According to Ms. Patrick the bulletin boariaprovided E

students with an access to an audience because other

students in the class were free to take these copies to

'their desks and read.them.
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Student Woégy

Y
A

When¢%o}ﬂgpg individually on writing assignments,

N

Mg

table at the back‘o

-

f the room and a large desk at the front

of the room. If students chosevto share their work with Ms.
Patrick, they often did so at her desk which was at the back

of the room. Ms. Patrick explained the situation in the

following words:

areas in theé\ room that we can Share: the back
table and thé front desk. Supposedly that's the
only time that there's talking going on. There
can be two at one, twogat the other and that
should be it. The rest should be working quietly..
I'm the third centre. So if I'm not doing
something else then I will share.

When we'rgﬁgiing writing program... there are'two

. 1
Group Discussion Area

In order to have the students in clbose proximity to hef
and to each other, Ms. Patrick often'had the students gather
on tﬁé floor in an area at the front of the rodﬁ for

“instruction and discussions.
A map of which shows the physical layout of the writing

context in Class 3 is included on the following page.
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Figure 3: Map of Class 3
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Writing and Writing-related Tasks Engaged in by

‘Participants

As indicated ﬁfeyibusly,‘writing in'Class;3\could bé.
divided into: writing file work, other 1qnguagé afts |
writing, and social studies writing. Beibw are descriptions
of writing and writ;ng—related activities which I observed
-in each §f‘these categories.

Writing File Activities

The fact that writing was considered‘imﬁortant in this
classroom Qas highlighted by the fac;”that the studénts:were
involved in writing fileuactivities daily. Although I was
_infdrmed that genefally students wrote on topics of thelr
own choice, during thé“data collection period the students
were involved in a.prescribed kriting project in which’they
were each patterﬁing a book of their choice.

At 9:50 on @ typical obser;ation day I saw the
ma jority 6f the students in Class 3 working at théir desks.
_ While the majority of,tﬂé studentS'wefe either planning
their books or had beéuﬁ pdblishing, oﬁe‘sﬁudent was stiil'
working on the initial draft of his étory“ and a few others
were editing or doing good copies of their stories. Ms.
Patrick was.individually'c&nferencing'students who had - °
. . w7 .
requésted help.

Interviews with Ms._Patrick provided information about

her expectations for the flow of writing file events.

)

Acc;rdihg to her, students were‘expgcted to list possibie
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.writing'topics on a page in their white folders and would
choose a topic from their lists. She stated, however, that
she occasionadly led topic generation’ activities such as
brainstorming'or networking in order to have the students-
”become more aware of their writing .options. While
brainstorming simply involved recording ideas which studen*s
agsociated with a particular‘topic, networking involved
recording these ideas in the format of a "net" or a "web".

After the prewriting stage the students began to write.
Ms. Patrick expressed her expectations for this stage in the
following.way. "Once they've chosen a topic they Just do
thelir first draft. During that first draft you just sit down
.and you write. You don't worry about spelling, punctuation;
4Just get your ideas down on the paperk "

Ms Patrick stated that when she assigned writing
projects, the students were required to refine their work.
?HOWeVer in the majority of other instances ‘the students
‘could either choose to refine their initial drafts or begin
new pieces of writing. She explained what was expected .if
the students ‘decided to refine their pieces'

And once you have your ideas down,’ that s when you

share. So you find someone to share with. You

read the story to them. They receive it and tell

it back so the author's aware that what' he's

saying is what the other person is understanding.

The person. who received is supposed to’ask some

questions about the piece to give the author ideas

“about how to improve it. Even things like: "I
1like that part, but I don'tYunderstand this

part.", "Where did this happen?", "Why did this
happen?". And then on the white copy the author

DT
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just sort of jots in places where he thinks he
might improve it or just all the suggestions that
the person who received it gave him.

So once they make revisions, if they make
revisions, they've got all their little arrows on
their first copy, their white copy; they go
directly to their yellow copy. - As they do their
yellow copy then they put in their changes. So
‘when they do their yellow copy they have two
things to.think of: "How am I making my story
better?" and "My punctuation and my capital
letters and my spelling."

. Once the yellow copy is done, that 8 the c¢cne
that's edited. They're su pposed to use the ¢
symbols that are on the board: If somebody edits
they're not supposed to correct, they're just
supposed td mark where the mistakes are.

The students had the options of asking a friend to edit
their work for them or asking Ms.,Patrick Ms., Patrick
indicated that she periodicelly_edited each studeg%'s work
so that she could note arees in‘whioh particular students

needed instruction. Once the piece of writing was edited,

the author wrote %-'1d copy of the plece.

" The following gon with Amber, one’of the focus

'students; revealed YO e was a st;ong ‘similarity

between Ms, Patfick'swvision,of what'should occur during

writing file activities and what the students perceived as
. 3 .

occurring in the current assignment,.

Amber: We read the book and got some ideas and
then we wrote a white copy on a white sheet
of paper. You have some ideas to change. We
wrote it on a yellow copy and Ms. Patrick
edited it and then the blue copy.

Researcher: Let's go back to your white copy.
When you did your white copy-- Lo

Amber: We shared it. When somebody's done or: -
something, I read my story to them. They
tell it back and give me some ideas. They

"would ask queetions like: "How did this
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happen”" or something. And you can add more

te

your stcry. I changed some things. Some

: things didn't make sense.
Researcher: Once yyy had this then you went to

the yellow cop
the yellow .copy?

Amber:
be

What were you working on in

. I changed everything like I wanted it to
in. here, in the white copy. Then I

rewrote it on to the yellow copy and Ms.
.Patrick edited it. Some people edit it with &
;- their friendsi+ She usually edited &t (sic)

Wi

e. Okay. [On the.blue copy] you wént and

‘ changed the mistakes and things. Before you
@ did this book, you did this other plan. :

[}
I

Qrt

The aétivities which were the most obvious during

writing file

time were whole group activities on Monday

w

interactions betyeen the students.

5

Mondaj -8
on Monday mo”

period was usually used for teaching about writing.«

fhgs the. first portion of the writing file
During

. Sy \
the two-Mondays I was'thege, I'observed this perioed being

L AN 4 ' . e
used for fhstructional purposes -on one occasion and for

reviewed; publishing format and addressed the type of

i L L
information ‘that needed to. be intluded ththe title, 'u;~'"
dedication. and author pages of the books which the students

were creating. -Students also raised questions pertaining to

publishing at this time.
*

pperiod was used f\} instructional purposes, Ms. Eatrick

4

~

When this period was used for Author's Chair, four

-

e D

o

'“interaEtions between the sEudents and’ Me. Patrick and the

oup activities.. Ms.. Patrick indicated that

P

. -
-Author 8. Chair activities on the cther. occasion. When the

»

s
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students took turns reading their stories to the class. To

begin the Author's Chair activity, Ms. Fatrick reviewed the

- purpose and rules of the activity: by telling the class:'

-

-

. The author's chair is a time to share your story
with a large group to get some feedback on your
story from the people who 'are listenilng. Take a
lodk at the questions that we have at the top of

‘the board. . Those are the kind of questions we ask '
because we want to improve and expand the thinking |
and the writing of the people gfpo arz sharing. We
also want to tell the people the good things about

their writing if there
“liked ...

s a particular thing you

The f1rst student . to read her. piece for the class was onesof

the focus students, Julie. Ms.

Patrick listened intently

during the reading of _the piece and raised her hand in.order

‘to let Julie know "that shée wished to comment. “After Ms.

Patrick's comment, three students asked Julie questions

_Ms. Patrick.

°*

about her story.. The Author's'

€hatr activity then oontinued:

with each of the other students sharingotheir stories and

receiving comments and questions from their peers and from

,-

» .

) Students werking at their desks.f AtWthe-beginningzdf~“

each writimg file wqu time, the students were expected to.

. work quietly for ten minutes.

* %

On four of,the six >
»

observation days,.Ms. Patrick remindei the students of . thks

expectation. Although Ms. Patrick indicated thaa she

o i
"strived to*mbdeI-writing during;this ten minute period by

writing herself,lI‘only observed her writing on one ofthe9

data collection'days. On” other days‘she'usually conferenced

[

d o



’working on the planning or the publishing of the final
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students. Once the students had worked for ten minutes,
those who wished‘to share or proofread work with a friend,

and those who wished to request a conference with Ms.

. Patrick were at liberty to do so.

e,A check of the student activities on the first e

,observation day revealed that the majority were working on

- -

their ‘good copies of their stories. By the end of the

observation period, the majority of the students were either
S
copies of their books. » ¢

[

Interactions between students and téacher. When Ms.

Patrick interacted with students on an,individual basis

‘during writing file time, she referred to these interactions

. as conferences. I observed Ms. Patrick "conferencing" ¢

students at her desk and at the students desks. Students

who required assistance, came up to Ms. Patrick's desk- when

N

.she was holding conferences there or. they raised their hands -

’

when she was circulating around‘the room, .

In the majority of the conferences during the

'

'observatiOn period Ms. Patrick addressed students concerns

: about publishing.' However, there was one confenence in

-

I

%which possible writing ideas were dischssed one in which an”

N

. initial draft was. shared, and three in which editing .

e . ’

:concerns were‘addressed. The confer nces which dealt vith

publishing issues were often ‘as brief as 1 minute 'and cd:ga

usually involved'students-asking about the formating of

» R KA
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their books. On the other hand the conferences which dealt

(ve

with 1dea generation, the initial draft, and editing 1asted

up to 5 minutes. The following is an excerpt of the

interaction which occurred between Ms. Patrick and a focus

student in a "publishing" conference.

orally and Ms. Patrick attempted to have the student realize

where some. of his mechanical errors were.f

[Amber came up to Ms. Patrick's desk and asked her
what needed to be put.on the author 8 page of
her book].

Ms. Patrick: ...age 11, from Bozeman, Montana.
Amber: Do you W#rite as if someone else is writing

it?

Ms. Patrick: Good point, let me just check this.

I think they usually are done from the third
person, I suppose it really won 't matter.
- [She picks up a novel and finds the author 8
' biography in it then reads it aloud.] "...is
a registered nurse who works with children...
g.mother of three." . this is written in
*;third person, maybe that '8 how you should'

e, " X
g . M
LT y g >
. g 7« . . .
vy i o

In' &n éditing conference the student's work was read

an excerpt from one of the editing conferences which took

:PlﬁFe'

]

- Cameron: Question mark.

.h . ‘ - . ) :

. ”
-’ ~
o

Cameron' [reading his work] "Mommy where are
you." FERG

vMs;‘Patrick' He was saying it—_"Mommy, where are

you!" What should we have here?
Cameron: :A period.
Ms. Patrick" Lots of! feeling. . .
Cameron: .. Excam..-. BN | _'“

A

V- M8 Patrick° Exclamation mark
r‘Cameron. Yeah, "Did my. mohmmy: bun away.

'.0

* Question mark. "Speak up." B K

"Ms. Patrick: Okay "speak". What s he talking

"to here? e ;ﬁ

"Cameron:y A wrecked up .car..

Ms. Patr .ck; Oh, good. "Mommy are you there. ; \:

The'following is _
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[conference continues]
Ms. Patrick: Good. That's very good Cameron! Do
' you know what to do now with the new paper?

Cameron: ' Print it with your' good one?

Ms. Patrick: I would think that it might be good
rather than writing that you print it. Draw
lines so you could print on them then you can

" erase the lines afterwards.. ‘

Interaction between students. While Ms. Patricﬂ"

. helped“students edit .their work, students helped each other
also. greg proofread two. different students”’ work with 8
them. ‘When I asked the boys to explain what was happening

on one of the occasions these were their replies

v
P

Chris' I'm Just getting edited. Greg 1is editing‘
my copy so I can go .on to the blue one. .

Greg: I'm trying to find his mistakes

Chris: Spelling, capitals in the wrong place.

IReflecting later upon the editing which he did "Greg stéfgq.
" that he marked spelling, [anything that] doesn't make
w,mt-senae, punctuation errors and all that."

-As students completed their prescribed assignments,'

<

they were to return to writing on topics of their own
,.choice. By the end of the observation period, four students

'had completed their assignments and two qf these shared
other writing they were doing with each other. In each ca e |

W
‘the author read her story and the listener made one or two/

4+

mméﬁts about what she liked ebout the story. For example,kv

e .
SRR & iike the\eart when you said they ate spaghetti.
A

oy

Writingﬁﬁssociated With Other Language Arts ggtivities'

Vd !ﬁ;f ﬁ%ring the observation period Ms. Patrick ahd the -

students engaged in some language arts activities which
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voi‘
a1

.i .

N

" own feelings about'certaingcolors. - The studentS’were then

’

R
dealt with feelings about color. Part of thesegactivities '
were two writing assignmentsim a description or a story
relating color and mood, and a poem a@sociating color with
feelings and images. Before either of these assignments was
given, the students participated in prewriting activities
which included idea generation. | |

| ‘The first writing activity began with a prewriting
‘Periencexin.which Ms. Patrick and the~students.discussed BEEY

ow differeht colors;affected a\character's feelings in A

,Rainbow in My’%loseti,a story previously read by the

_required to "try to?%:ink

students. Once theng@d dis" ;“the character 8 feelings

about'color, gg.‘Patrick gui e’ students through an
activity which'involved chartdﬁg on an activity sheet their

f a story‘that has;something to
do with colors and write it as a first draft; '-After'givihg
the assignment, Ms. Patrick orally composed the beginning of
the type of story which would be acceptable'“ "I got up in
% mornin; and= felt,so blue, so l put on the dullest brown‘
that I éould find. I didn 't put any lipstick on...' She
also made some suggeStions ‘as to the type o¥ stories that ~
color could be brought into, When the students-QEturned to
their seats to begin writing she circulated responding to B
the questions that sﬁudents had.:_As only five minutes of

class the remained to work on this assignment, 1t was

e

'assigned for homework. _ The following day, Ms. Patrick



things they liked about the stories they%heard.

MQ,
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divided the_students into groupsfin’order to accommodate the
shefiring of the stories which they had written. The
instructions which she gave tplthe students about the

sharing were thesfollowing: 'S

Each person will read what they wrote yesterday
and then I want every other person in the group fo
tell . one thing, just one part or one thing that
they like about ‘the story. If I have four people
in the group, Amber reads her story, then the
second person in the“group says "I like that part
when..." and Joyce might say, "When you described
that color, it was very nice, I like that" and
Andre might say "The ending ‘was the best part."
So you have to listen very carefully to what the
person is reading and’' then choose the one thing
that you liked best about the story.

The students in the group took turns reading their work and

,there were some responses to the pieces which were read.

However, in some instances, students did not respond to the
4

pieces read, ' As the students were sharing their work in the
Ao

vgroups; Ms. Patrick circulated joining each group and

.1istening and responding to the piece that she heardi She -

was in Amber s group " when Amber read her story and made the
following comment about her piece" "I liked the 1dea of how .
the colors in- your room can make _you feel even though it's.a

dull and gloomy day outside." Once the students had ‘shared

their work in the small groups Ms. Patrick called them

-together into’a 1arge gro where they shared some of the -

v

In the seéond wtiting experience, Ms. Patrick led the:

students in composing a group poem about the color blue

2 . . .

PR A - 3 ) . A
S
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"before asking them to compose their own individual poems.

.

This activity wasg related bo the students previous reading

v

iifuof the poem "What is Black?"’ Ms. Patrick began the

g : c
'-experience by asking the students ‘to think of feelings or ‘

'ipictures which they associated with the color blue. As the
.

'students provided responses, she recorded them on’ the

'-‘-‘chalkboard.j Once a number of feelings and images were

\

-listed she asked the students to consider the 1ist and to‘

try to plan some images "with. feeling for the poem. LAs‘

?z:students made suggestions for possible lines for the poem,

'Jﬁﬁs; Patrick recorded these on the board. -As students did.h
Cinot always 'agree about whether one student s ideas were
lappropriate,'she often made the final decision as to what ‘to
i‘put down 'on. the board. During this group composition of the
poem, Julie made several suggestions for the poem while Greg

.made one suggestion. Aéythékstudents provided suggestions,

¥

‘Ms. Patrick used the opportunities to share information
about poetry and poetry writing. Among the comments whichv"

'she made to the class during the writing of the class poem .

1
.

were?l . ;e\
: : . &
*"the really important thing about poetry ‘is .ot
the rhyme, it s the flow." #‘
~ "the lines don t have to all be the same and thev
~ = - poem doesn't have tqQ- rhyme.‘

Mthe important thing here is to firsé‘of all get

. down what -you want to say. - ‘Get words down on a.
piece of paper then-tov go back.and say: 'Is that
“what I want ‘to say?', 'Is it how 1 want to say -
ie?! 'Csn I make it better?' " o
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A

Once she had jotted several of> the students ideas on the

)

hoard,.Ms. Patrick asked the students to make some
f'sdggestions for changes and she altered the poem on the
basis of these.‘ The students then returned to their seats
and began/composing their poens using a list of images and
feelings which theyxprainstormed individually the day
'hefore.‘ The students~worked on their poems for about'tep

minutes'hefore the language ar%’

period was over and the

poems were assigned for homewor The follouing day Ms.

Patrick had the students gather ggr a 1arge group session

and asked. for volunteers to share their work Most of the

'students shared their work. She then ask‘;hthe.students to

- find partners with whom to discuss thei ems in order to

decide whether they wished to alter the ce the students
were satisfied with their poems, they d 'copies and
illustrated them. 1In most cases, students did not make

‘changes to the poem& that they had brought into the large:

x"‘.

group.

(g

Writing in Social Studies " ) . s “-'

5

During the obseghation period, the students of Class 3

were involved in two major‘writing activities in Social

'-Studies. While the first one was completed within ‘one
gperiod, _}a second one extended over several days.' In the

‘firsf activity Ms. Patrick reviewed the physical areas of

' the Pecific Region of Canada vith the claas by asking o "
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students questions and charting the information that they |

provided on the board. This was the chart which was~ «3f
derived: ; w¢v
Physdcal Industry Products
Geography
"1. Coast fishingf\: 'f salmon, hal}_but,‘i ﬂ'
+- .~ ., herring
Tev, - -
. 1 k- ey
2. Forest forestry. ' logging, paper,
' boards, pulp
3. Mountains 4.e~gining zinc,;éopper,
: C molybedenum,
aluminum, iron
4, Farmland agriculture fruit, vegetables,

dairy cattle,
. beef cattle

When the chart was complete, Ms. Patr%gk asked ehe'studentew
to consider how ﬁhey could take the information about the
»coaStal,region and put it inte a.paragraph. ‘Some. students ‘
'provided:suggeetions and she wfq;e a short paragraph about

the region on the board Ms. P;triek then gave the students
the assignment of composing paragraphs for. the other three

a

. .As the s:udents began to,write their paragraphs,.

region

she. cir ulated responding to any questions which they had.
In_the‘secend'Sociai Studies writing aseignment, the
focus was the Prairie Region of Canada. This time»thc ‘.»f

g
students were involved in anewering reeearch quescions about&

!l

;agticw}ture or oil._ The students were to resegiiz assigned

'queetions and trenaform the gathered information 1nto

'jreporte,vmﬂs. Pa:rick oriented the students to the_

e



.*.’f&f . - .
: g& 171

assignment over a period of two days. On the first day ‘she
posed a sample research question, explained how resourcez‘
such as the text and trade books could be consulted for 'E%‘
information, and demonstrated how to first record
information in point form and thean expand it into sentence
form. She then had the students copy the research questions
for'both the oil and agriculture industries from Fhe board
and discussed these questions. On the following day she
reviewed the questions and assigned the students their
research topics. She suggeated that the stndents'use this
procedure for.completing their assignments: 1list together
all information releyant to a particular question, review
this information selecting the most important points; and
finaliy organize these points into sequence and write
sentences from them. The students worked on this assignment
for one and a half class periods.- On both days Msi Patrick
circulated and worked with individual students who needed
assistance. She indicated that most students experienced
difficulty wit; finding relevant information and that she
"was contihuaily reexplaining"‘the nrocedure which she

. wanted the students to use. While some atudents,bincluding
Amber and Julie,mused Ms. Patrick s suggested procedure for

-developing their reports; others, including Greg, put their-

informetion dovn in point form and considered it sufficient,

LA v

or wrote sentences without listing infagpation in point
/ . [t -

3form,.'The sharing of the reports was plaﬂned for the
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following social studies oeriod.

Sumnary of Observed Writing;ActivitieS-

The general pattern which I noticed in writing file
activities was also evident in the other languaée arts and
‘ social studies writing activities. 1In writing file time,

Ms. Patrick provided some whole group instruction, for

N example reviewing the format of books or outlining

expections for author's chair activities- the students
worked on writing and the refinement of the writing, Ms.
Patrick "conferenced" the students providing'them-with
assis;%nce and extending their writing knowledge, and the
studengs shared their work with partners and in large group
‘Authoriﬁ Chair activities. The same pattern existed in the
other language atts and social studies writing activities.
In these sessiqnsr Ms. Patrick prqxided gsome prewriting

experiences or inihruction abgut writing,vshe provided”

P ‘! {e ,4

&

assistance the students as they were involved in writing,

/‘Q

T

and the'students had opportunities to share their work with
partners and in small and 1arge groups, The ma jor
differences between:writingyfile activitiesuand other
NWriting activitied were that in'writing file“activities
fewer assignments were prescribed, writing was less often
eipécted'to be completed outside class time, and there was
_more concern'wisP‘the‘refinement of writinglwith revision
.and editing being recognized as formal steps in the'writing

process.

3&:
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Writing Prior to theLObservatibn Period

Discussions with Ms. Patrick about writing activitigs

which had occurred in Class. 3 before my observation peridd,
revealed tﬁéﬁ!t@g students of this class were given ayrolg&f
: , \ ' ) : . R .

in establishing some of the writing’ file procedures. § Adong

the procedufes which the students helpéd to establish were
the editing symbols andvthe Author's Chair qﬁestibns, Ms.
.Patrick explained what happened in these two instances:

I put a piece on the board that had mistakes. We
® went through and found what the mistakes were. We
made our. symbols up, the class made them up, with
a little bit; of help when they got stuck as to
- what kindé'of symbols. But they're their symbols
and that's what they thought were important.

- We had gone through the tyge of questions one
should ask if one wants to-help. Then as a whole
group, we generated a number of questions. Those
are good kinds of questions we would ask if we
wanted to help someone improve their writing. '

The discussions wit%{ﬂs. Patrick also revealed that as the
] . ¢ - - . .
e dar prbgresséd, she assessed the success of the types of

activities which the class was ;nvolved‘in and altered the

-

activities which were not successful. She indicated that
the'étudentg had been involved with a variety of writing

projects.within writing file time:

Most of the beginning of the year was a lot of
narrative.,  We just tried to work a lot on stories
about curselves, anything they wanted to write
about experiences they had, feelings they had.
Some kids doa't want to write abouf themselves and
that's when we made the switch and ‘gave them some
- options in the informative writing.. It was hard.

Then we got into themes. We were doing some theme
in the reader, So we'd say "Hey, let's all use
dragons. Let's make up some stories about dragons

-
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and knights." That workeéd better. They liked
making up stories better. Then we did stories
about Christmas, Winter and Spring. But mostly at
this point their own creations.

Roles Plaved bngarticipants

Teacher Roles

Ms; Patrick considered her overall role in Class. 3's

dr

W
writing context to be-one of a facilitator: "Leading the

"students into realizing how much they really have to say and
how it can be said en paper—- providing opportunities fbr
_ them to discover that they cen write." Reflectihg upon the
g} activities which the members of;Class%3 engéged in caused me
to recognize that Ms.vPaatick-prOVided students with many -~
ohportunities to write and in-the processlof faeilitating
,thting sh§1assumed a nhmhervof speclfic roles: a progranm

.

developer, a moniter, a model, an‘instructof, an audience

and an editor.’ ’ 5 .

As a hrogram developer, Ms. Patrick détermined the

Qmount of time that was spent in writing and writing- related

"hactivities. She decided on the nature of these activities

iend the resources which would be available to the students A

;&g:as they pursued them. Spec%ﬁically, Ms. Patrick implemented
- daily writing in a workshop context, laid out the procedures

which xere>to be followed during this time, and prescribed

the types of writing which could take place. 'She also



-

'prescribed'the wfiting projects thch'occurredvin
. 3

D : - - s

e

v

conjunction'with reading and.social studies and'planned the
prewriting and sharing activities. Finally, she provided
the physical resources which supported the writing context
in Class 3; for example, the sophisicated arrangement of the
‘writing folders and the\Eharts outliningISteps in the
nriting‘process.» |

One aspect of Ms. Patrick's_role as a'monitor, was
keeping track of*the students' writing progress over time.,.
Since the students dated their writing daily, Ms. Patrick

was able to gauge progress in writing by viewing thfzwork in

i:the folder. Ms; Patrick also kept track of students needg*

'by méking notes in a wiredex notebook during her editing

[

conferences with them. Another aspect to her role as a
monitor was evident when Ms. Patrick circulated around the

room When the students'were involved in writing‘and :
writing related activities. *Infanwinterview, she explained
that she did this in order to "keep the students on task and
to know what they'zre doi_ng.__:

- , ) S e
Ms. Patrick assumed the role of a model throughout

“writing and writing-related activitiesr She modeled

listening to and responding.to writing'when‘students.shared

in small and large group settings. For example, after Julie
shared her work during the Author's Chair actiyity,'she
raised her hand and after Julie had acknowledged Her.

commented: "I'd like to say the part that I really liked
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about: your story is how you added details on. . The first
-time_heidoes.this. The second time he doés this. I really - g\
enjoyed-shat."i,Ms. Patrick‘also modeled writing.techniquesrw"
such as: the. writing of a poem, the conversion of notes
‘“into sentences, and the writing of a summary paragraph | ,,E"’"
“In the instructor 8. role, Ms.,Patrick respdnded %o'ﬂ” ;ﬁ,'
students questions as they were involved in.writing and
wrtting related activities.  For example, during writing .
‘workshop activities, she addressed the questions which the AR
”students had about publishing and during social studies she
reexplained the process of researching a topic._ At.times,
Ms. Pstrick 8 Jple as an instructor was mebined with her
role as ag editor. For example, when students asked her to
edit their writing, Ms. Patrick had them go through their
- A
work with her, She explained that duhing the editing: with
_the'child she,used the opportunity to_teach:3ﬁ
I will try to tea h. 'Let's look at this,'what's
wrong here?" 'I don't have a period.' And then
I'11 put the proof reading symbols in.:- But then
"I know- that she knqws what's supposed to_ be there
. 80 I guess it's a combination of" teaching or
reinforcing a skill, \ I just find it so much
‘better to do it that way because I can talk to the
~child rather than just doing it and handing it .-
back to the child when I don't know if that child .
really knows why I put it down there. :
_ Ms. Patrick assumed the role_of the audience at various
. R , _
times. During fhe students' sharing of their "color"

stories in small group settings, she circulated.joining

'different'groups in order to hear and respond to one story

o



“,;color, summarized social studies information in paragraph

IR ¥ ¥
‘ o ‘ . o R
in each group.,  During the Author s Chair activity, she

'listened attentively and responded to the students work

~

Ms. Patrick s role as. a learner is best ré?lected in a

statement she made when I asked her to compare the typcs of

: 'writing)activities which she involved students in- prior to W
attending the Graves workshop. She stated°-k S 'irT .

1 was basically doing writing as it came out of

the reading program and doing it in the way they

[the publishers] suggested to do it. With a story .

starter and finishing,it. But never having any YO

consistency... It. [this year s] writing program is '
- Aa big, big: change. : ‘ , A

\

Student Roles' u-;';ﬁ,';v- : .f;.n _ j: L ?\w

Among the roles that students assumed during tn;','-;i
bservation period were those of writers, audiences,

-

*collaborators, praofreaders, publishers, and learners.‘rln”“

' the short time I was in the class,‘students in the roles of

. < R
4“writers composed a story about color, crested a. poem about.

- form, and pooled research information into a social studies'

. 2 » .
oo : T
report, : T

CTias T

“Also in the roles of writers, the‘students shared their“
writing with each other in small and large group settinaéﬁase él
Zhwell as ‘on a one- on one basis.' When they ‘were part of '
one -on+<one situations and small and large groups in which
writing was shared students assumed the roles of-audiences
for the writing. -In the role of the audience, the'students'

4listened to and often responded to the work df their peersr

i ‘
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f-In the roles of collaborators,'the students cohtributed
( [ 2N
to ﬁwo class anthologies. ‘In the first instance,,each child
' e

_ chose the best composition which he/she had written during a

v
\1\,\' (]

term and entered\it into a class book This book was
considereditofbe.the publishing project for the term. In

the'second‘instance, the students did a good cqpy of color

1&"-

' assignment.‘ After each child illustrated his/her poem; they‘

were'%oing to- be compiled into a class book

0

As part -of . writing file activities students had,

. opportunities to refine adﬁ publish certain prescribed

pieces as we11 as’ other pieces which they chose. Students

“often had one of their peers edit their writing for them.

When the students assumed the roles of editors, they used
the symbols_on"the proofreading chart to indicate thah

’ \

-corrections'needed to be made. _The writer was responsible,

- for correcting”his own errons, and 1f he was’ unsure of any»

'\ e

problems'noted, it was the editor s responsibility to

'explain these. Once ‘the student had corrected his errors,"

.\

)‘he assumed he role of the publisher for his own work.

'J
-

During my observation period, ‘the students in Class 3 were

4

involved in a major publishing.broject,in which the end

products were going to be.bound, hard'covered books.

'However, generally‘the blue or the good copies of the

'students':work were'regarded as’thehpublished copies and

displayed on the Author's Display Board. = -

N

F
¢ o
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By being involved in writing>activitiés;(Class 3
v . . . . : ) » . R ,‘ : ; ol
student$ assumed the overall role of learners. They were‘

‘learning that the writing process involved generating ideas,
writing these ideas onto paper and~then refining them._ They

'fwere learning that other people enjoyed hearing their work

%t

an% that by sharing their writing they could get ideas about
how to refine their work They were als° 1earning how to

listEn actively and provide positive feedback when others .

. u' Uy
o - . T

-

were sharing th%§¢uwriting,

7 | R ’

Teacher Goals

When I asked Ms. Patrick to con31der what her overall
goal for the writing context in Class 3 was she responded'
"I would like to . see these students—— and all the ones I

vhave later on-- realize that writing can be a- very important

part of their lives and give them a lot of pleasure and a

<3

%

,,,,,

1jlot of satisfaction. In our conversaxions Ms. Patrick also

: ftidentified more specific goals that she had for the: writing

and writing related acfivities which occurred during the

data collection period. These more specific goals could be

divided into the following categories: monitoring, writingf
| . . ST . B [

conferencing, sharing, editing and revising, and publishing.

: Monitoring Goals _ ’ s . ——
_ : o @ v

As a result of my interviews with Ms. Patrick I became~

‘aware that ' many of her goals were related to being aware of
what the students were doing and to keeping the writing

;context in her classroom runningifmoothly. Among the

/‘x:i"}“9?4.§f', f'l?é

o
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‘monitoring goals which she articulaled were the following:_
."to ascertaid progress of each’ student“

"to monitor students work—and help them stay . on
oo task" ~
"to monitor and encourdge students in their work
and hurry the activity along because it could drag
on and boredom could set in" :

o see whether the students were on task" ,
. . . : o ’

"to make sure'that good things, were coming out--
that people were being positive and listening to
-the stories and ¥
. [ .
"to ascertain whether the assignment was
: successful" :

Writing Goals B "Q

N

Ms. Pstrﬂck 8, writing goals could be divided into two

" .
B

L
.categories- gosls for’ the students .and. goals for herse1f~

.’

2

Among the specific/writing goals she had for students were

for them to develop positive attitudes towards writing and.
2

for them to experience different forms of writing. 'This was
' evident through goal statements such as ‘the following ‘ones:
- for students "to feel that it s okay to write",

"for students to write a story or'description be
using colgp—and mood" : .

_ "for students to express feelings about colors
through poetry", and '

"for students take out specific information from
reading and then- put that information back into a
-well organized ‘paragraph",

When Ms. Patrick 8 writing goals focused on expectations of

herself. she articulated her intructional aims. Among her

instructional aims were:
. > -
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"to give the kids enough choice so that they have
something to write about" ?", .

'r,"to make a chart as a gréup. and from the TR
'informasion in the chart-- ‘make a group poem ', and
"to clarify the formpt of the book" o B

Conferencing Goals J (f “,5 nn T ,
In the conferencing goals which Ms. Patrick identified
.she.revealed expectations that she had of herself . as she
related to students in one to-one situations during the';ia?lhi
.writing process. In conferencing Ms.’ Patrick sought to ﬁfq"
;provide students with assistance and to increase their -
- ability to engage in the writing process; Aﬁong.the
conferencing goals which she articulated were« |

"to- help students who needed help | . | 'tw_>7fj'i

"to get: Cameron to decide what he 8 going to
-change when he does his yellow copy"

"to get Milton to see where the mistakes still
were", and

"to teach... or reinforce skills".

Goals for Sharing - =

The goals for the-sharing of writing which‘Ms. Patrick
— _
' articulated could be divided into three categories- goals
: for the authors, those for the_listeners, and those for
herself._ Among the goaIS'that Ms} Patrick had for the’
authors were the following: ‘ - 4.
Mo share writing and receive positive feedback"

"th have them think about possible revisions,
) through student questions"
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-”"to still a sense of pride and accomplishment 1n
~the st dents as authors : and '

A d

"to gét rid of any uneasiness the students might
- feel about writing ‘poems .My

Among the goals which Ms. Patrick had for the listeners p,?¥
- weres | |

""to provide those listening with some ideas that
they may wish to use in their writing" and

"to 1earn from and appreciate others writings
One of Ms. Patrick s goals for herself was "to listen'-I
‘mshould'be doing ahat I'm asking them to.... modeling".

Editingrand Revising Goals

The overall goal that Ms. Patrick had for editing and
~

revising was for students to learn from the errors that.they
.'madeﬁin their writing, _She stated:

I believe that children learn more if it's . :

something they discover th selves. And to. 1"/)

correct all their work so that it's really perfect

is sort of teaching them, "Oh well I don't have to -

worry about’ this because someone will do it along
:'the line for me." "“But if you put "sp" for
-"gpelling", they know it's a spelling error but

they have to find ‘out what the error is. It's

more their responsibility. You're helping them

but it's their respousibility to fix it up so it' s
better. ‘ : a

Publishing Goals

‘VWhile Ms. Patrick's overall publishing:goal.for.the'

~vwriting'context'was to have'stndents'"explore different.ways-
to publish" the publishingvgoal that Ms. Patrick had during
the data collection period was to "facilitate the completion

of - the books" that the students were working on,

:\\
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Reflections on the Teacher 8 Goals

Consideration of the writiﬁg and writing -related
activities which were occurring in Class 3 ahd the specific
.goals-that'Ms. Patrick-articulated for the activities, can
‘provide‘an insight into how the'activities'and specificf
_ goals relate to her overall goal for students toi'realize.‘”.-
‘that writing can “be a very important part of their lives and
give them a. lot af pleasure and a lot of satisfaction
During'the observation period Ms."Patrick was often
observed circulating around the room monitoring the |
.activities that the students were involved in, _She
indicated that among her aims at these times were' ."to :
lmonitor and encourage students in. their work and hurry the
iactivity along because it .could -drag on and~boredom could
'set in", "to make sure that good things were’ coming out—-.
Tthat people were being positive and "to ascertain whether
'the assignment was successful" These goal~statements seem_“
"fto stem from Ms. Patrick 8 awareness that writing and -
» writingerelated-experiences were not’ always positive forvthe“
Students..'éhe seemed. to be monitoring the positiveness of
writing and writing- related experiences and making a
conscious effort to insure that these vere. successful. “Thus
Ms; Patrickps-monitoring of writing ‘and writing-related‘.»'
eXperiences'could help insurevthe actualization 5£a52r1
overall goal for.the'writing contert.' .

':.During the observation period, Ms. Patrick modeled .
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writing several times;. The type of modeling that was ' /g;‘
observed ranged from private writing to a demonstration of

" how to compose;a.poem.A Seeing Ms. Patrick involved in ]'

amay’havegc _ibut”d to students feeling that "it 5_

;A.~'

'a Students were observed participating in prewriting
'fexperiences prior to writing on- thematic topics in language'
"arts and prior to writing in social studies. By involving

'.students in prewriting experiences, Ms. Patrick sought to.

°provide students with ideas a8 to how to approach specific;.':“'

"ﬂwriting assignments.' Such experiences enhanced the chances

: that the students}could be Successful in their writing._ The<-'

b 4

‘_{provision of- assistanca during conferencing also enhanced

‘the chances for success., The degree of success which the lih”
}nstudents experienced as’ they wrote would influence the'”
5v‘p1easure and satisfaction“ they derived from writi;;
erxperiences. : Thus the specific writing and conferencing
;fgoals vhich Msr Patrick had could be considered to
3Econtribute to her overall goal

In Class 3 the sharing of wx*ting took place in

'ﬂcone-on -one situations, in small groups, and in large groups,;w"v

, v'?Among the specific sharing goals which Ms. Patrick

ﬂarticulated‘were ones which aimed to havc the students;_"'
?l"receive positive feedback", derive "a' sense of pride and
jfetcbmplishment... as authors", " get rid of...-uneasiness.;y[id'
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»from publishing their writing could contribute to the

hug P T s - ... ‘i,‘_ i‘ ‘Ieéﬁi

' about'writing poems"™, obtain’"ideasr;. to use in their'
_ writing and "kearn from..., others writings ': The: number :f”
7 of goals in the sharingjcategory seems to directly’;elate to

xffthe overall goal and’ suggests that’ sharing was one: of the -

major ‘means by which Ms. Patrick strove to accomplish her,i‘

xt'overall objective for the writing context in Class 3.

The exploration of different types of publishing was_?,Nl'

built intd’the overall plan for .the writing context in ClassVV

‘v3. Ms. Patrick had three publishing projects planned for-

lvthe year which were.i having the students favorite'stories
' typed and compiled into a lfbrary book having the students
.:write their own favorite stories into- a class book ‘and |
E having the students create individual hard covered books.“

'?The sense of accomplishment that the students could derive

i

Pleasure"-and "satisfaction that the students could derive.lf-l
from writing, as we11 as contributing to their writing
.abilities.. The publishing goals articulated by Ms.-Patrick

fcan therefore be seen to relate to her overall goal for

'”.HCIass 3 s writing context.‘-' '{i:~7*i‘p55"‘ ‘.;

nér'f=” PR Student Goals,ffl

e “ P -
In Class 3 the students goals related to writing could “

| qbe divided into the following categories': writing, sharing,”

'5editingfand revising,-and publishing.
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:Writing Goals ‘*‘"

.

One of Julie 8 goals in a prewriting experience was to
come to some’ understanding of the way in which the flow of
. language could be manipulated‘ "to see how you could do it,

"how you could change it.. How you could make it better and

'how you could make it worse" 7 Other students in Class 3
2 also articulated goals which dealt with the flow of ideas
and the ideas themselves._ Listed below are some of the

_ writing goal statements which were made by the’ students.

s s

"The first goal statement was made by Amber while: the-
;remaining statements were made by other class members-

3"to get the poem to make .senge and to’ get the
. words to rhyme ‘

C g

‘" to get my ideas down

"for the yoem "to sound sort of 11ke this "da da.
dada da da, da da dada da da"" L 2

i'ia"for it to sound good" :*Vf"ww "; o ,
'“to think of whit green reminds me of 1ike.whf I
¢like it" and AR : : ‘

e :~"to answer the.nuestions for oil and. gas"

. i;Sharing Goals ;’:,;}:"'fg*hy:;‘hf 1”?: r”":'"“
'- ff-' The sharing experiences which took place in Class 3
.{rtook a variety of form5°" in a large group, in’ small groups
’"and on- a one-on- one basis., The students goals during these
“'lf"could be divided into aims which they had when they were,=-

'sharing writing and the aims they had when they were

'-{Qreceiving writing. Among the goals articulated by the focusﬁ'




studéntsgwhen they were listening to others share their work

‘ . : T , . N
. < .
- were: . ' h - . . RN >

: : o _ e o L
"concentrating on listening very hard", ‘

"concentrating on her story", : . °

'"to picture it", 934.. ’

Mo think of good’ questionsl.and | ;' B -
"to te11 people what I liked about their story . e

. When Jnlie‘shared her writing she indicated that her goal

. ¢ . ~. . :

" wag "to see what“other people thought of. my story." Another
;fstudgnt indicated that when she shared her work her goal was

for her partner "to tell the parts [of her story]: she likas

the best and maybe,how I can make it better"

Editing and Revising‘Goals‘ _
| Among'the editing,and revising goaIS'articnfated by. the
h_students of Class 3?were%those'which they had'when‘they'werei'
.looking'at theirfown work, andnthose which they had vhen
they were working.with other-StUdents. In all cases the

]

students were seeking to refine work, by eliminating some of
their error;. Among the goals articulated by students when’
»they werebreconsidering their own-work were these by-Greg'd
" and Amber. "{trying to find] editing mistakes and trying to
'correct them-— because the reader won't be able to
understand your story and "[to change] some things that
',didn t make senge. that much"; »Another student who was

recon81dering her work indicated that she wa3 trying "to

make spelling»right if there's any spelling errors and

. ‘_{
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punctuation; And beginning sentences withycapital'letters:"
" ,

A studentvwho had Greg edit his work during'the ohservation |

'period indicated that he had asked Greg to 1ook at his

,wrfting 'so he can find my mistakes" Greg, on: the other A

hand, indicated that he was aiming "to find mistakes"

Publlishing Goals . S o

Among the publishing goals referred to by the students
-of Class 3 were those dealing with the organization of the
work and- those dealing with the printing and illustrating oﬁ

the text. Among Julie s publishing goals vere: the
T Ry

following ) " ' _ | A _ fﬁfp ‘n

»

Wt page my things, getting the right pages and

uputting the right’ words on the right pages 'so.they o
- .are not mixed up-- you don' t want to have this. KA
"54'book that doesn t make sense"

"to put the front illustration ‘on", and’

-

"to find some really good illustrations [to trace]
in books"

Amber indicated that she was aiming to illustrate her book

and color the illustrations. Another student indicated that

he was trying "to print neatly" o -

The Relationship Between the Teacher's and Students'

The;congruence between the teacher's and students'
goals in Class 3h§an be recOgniaed hy considering the
relationship between some of the specific goals articulated

by Ms. Patrick and some of the ‘goals articulated by

Tstudents.afAs‘explained'earlier, Ms. Patrick s overalllgoal

A
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for the'writﬂng context of Class 3 appeared strongly related.
to the spec1fdc goals she articulated in the sharing
category., Among the specific shariné goals which’ she had

\
was for‘students "to share writing and receive positive

. feedback". iAmong'tne students! sharing goalsvwere those of

. \ L ’ T
authors aiming to find out wilat others thought of their:
stories and thosé of listeners aiming to share_their *

perceptions of stories with.the authors. Thus the'students'

sharing goals.can be considered congruent ‘to Ms, Patrick's

. \

'sharing goals Hnd, in turn, in line with her overall goal

for the writingfcontext.

Congruence can also be seen to exist between some of
the soecific writing goals identified ny Ms. Pstrick and the
writing goals identified by students. One writing'goal

L ]
articulated by Ms. Patrick was "for students to express

feelings about colors through poetry". When students were

~completing the assignment related to this, goal, a;ong their

. : S . s . .
goals were: "to get the poem to make sense and to'get the

words to rhyme?,bto get a rhythm in the poem "sort of like-
. ) r ) - »
da da dada da da; da da dada da da", and to think "of what

_____

green : reminds me of". These student goals revealed that the

students were concerned with both ideas and form duringm

wtheir writing. }The students’ writing-goals, in this case,

seem closely related to Ms. Patrick 8 goals.

. s. Patrick s editing and revising goals focusqgg,o'
‘ﬁ.

students led%ning by correcting errors made in their own -
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writing.. A number of Class 3 students were observed editing
and revising'work. These students‘indicated that they were 8
concerned'with both meaning and mechanics as they worked on
refining their work. Congruence seems to'exist between |

teacher and student goals in this area.
The specific publishing goals articulated by students
_dealt with illustrating, paging, and working - neatly._ These
.8 - s . e v . '

i Lgoals'suggest that students were learning about aspects of

Ve

_ publishing;a book and were, "exploring" publishing. The

\,studentsfgoals in‘thisjarea seem to relate to Ms. Patrick's

E

- publishing goals to some degree.

‘-

Reflections on the Writing Context

‘ In Class 3 there were clear expectations underlying
,'writing file activities. Ms. Patrick s intﬁ%duction of
these expectations into her clasSroom was a team effort
between her and a Language Arts Consultant witﬁ_whom she was
working closely. There were two-outstanding features in
this context.A The first outstanding feaiure was the
organization which existed in writing file activities.'
There were clearly defined procedures for writing a piece
and. refining it. These included writing a first draft on
white paper, é revised copy on yellow, and the good dnaft‘on
blue. Student work was filed according to a color coded
system and the sharing writing was built into writing

.expgriences. Charts,in the classroom served to_remind

students of the steps in the writing process'as‘well as
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.expectations for editing. . : | | ‘
N The other outstanding feature of this context was the
- sharing of writing. It is through sharing.thaths. Patrick:
sought to accomplish her.onerall gOallfor the writing "
vcontextzl "for studeﬂts..; [to] realiZe that writing can he
a very important part of their lives and give them a lot of
pleasure and‘a-lot of.satisfaction In writing file time.v
‘sharing occurred in one-on-one situations at two points:
initial drafts.were shared in order to receivelfeedback.
about,ideas, and editing:copies were shared;in order tolhave'
,mechanical errors noted._ Also in writing file-time, sharing
"occurred in a 1arge group context during Author 8 Chair ‘*1»-
hactivities: As in writing file activities, sharing served’
‘an. important part in the other writing activities which
, occurred in Class 3. -In all but one social studies writing
p_activity, the students shared their completed writing
assignments in either small or large group situations. :So'A
students were able to 1earn how different individuals think,
;treceive~positive feedback for writing efforts, and reglize

how writing was usefil in learning.
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Chapter Summary

The descriptions of the three writing contexts allow us
to see that they were quite different. However ceftain
critical features can be identified'in all_sf.them.* Theseg;;d
features will be considered in Chapter V ﬁhen.a
~€ross-= clsssroom comparison- of the situational variables in

A

the writing contexts will be made.

I 7N
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CRAPTER V

~ SUMMARY AND. MAIN FINDING§, OF THE STUDY

Knowledge gained from classroom research serves
_-two purposes: (1) understanding classroonm ,
processes and (2) increasing the effectiveness of
education.
' (Koehler. 1978; p. 3)

L

In this chapter I'provide a briefbsummary-of'the study'
and discuss the main findings.j In the presentatidn of the“
":main findings, the commonalities and differences in the

,three writing contexts will be discussed in terms of the
' .~ s

' fmodel presented by Tikunoff.

) L 3 L
Summary of thefStudyt '

I
'

This study tobk place in three classrooms which'were

B _identified by thnee elementary 1anguage arts consultants
- I

and two university faculty members, as’ being exemplary

contexts for wriging.~ In these classrooms I had

opportunities tq observe and interact with teachers and
o / Y . \

f students as they were involved in writing. My observations

and interactions were»guided by questions ‘which came out of
, Tikunoff 8 (1979) conceptual model for understanding
'teaching leanning events._ According to Tikunoff
-;1earning teaching events are. influenced by two sets of'

/ : .
situational variablesf' the instructional goals for both the 8
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students and the teacher, . and the setting. Tikunoff'views
the setting as being the time dimensions surrounding the
events, the place_in which'eyents‘occur. the activities that
involve the'participéhts.'and the roles assumed by the.
participants.‘ | B '

In each class I observed the teacher and all the '
students but focused especially on three students identified'

as being average writers who were able to articulate their“

.1deas easily. The data collection methods which-I used-vere

similar to those used by Florio and Clark (1982) and Perl

(1985) She data I collected in each class consisted of:

- field notes, audiorec0rdings of classroom interaction during

‘writing and writing-related activities, videotapes of two

-

.language arts lessons, audiorecordings of interviews with

\

the tescherrand students. teacher journals, and samples of
the focus students-‘work. The data on the audiotapes and.

the videotapes was transcribed verbatim and the field notes‘
i o

Mak i S ¥

were incorporated wlth these transcriptions,

The analysis-oﬂft\vghata enabled me to- identify

particular features of the writing contexts and to write-”

\

-'descriptions of the classrooms 'writing contexts.- These

o

descriptions make it possible to consider the commonalities

and differences between the writing contexts and to

;;;;;;

formulate work;gg,hypotheses about’ the features of thesefﬁ

contexts, The working hypotheses may contribute to our

(] ; . N

A
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vjfunderstanding_of classroom practices which make writing

fﬁcontexts exemplary.

\

‘Main Findings of the Study

General Commonalities and Differences Among the Three

Writing Contexts
In each of‘the three@classrooms, the teachers were
implementing, or striving to implement;'a‘workshop approach
_to teaching writing which is advocated by Graves.. It seems

likely that the Graved' influence may have affected the
-choice of "exemplary ‘writing contexts on the part of the
consultants ‘and the university faculty members. While there
" were similarities between ‘the writing contexts of each
class, each context»was unique. As was the case in.Perl's:
(1985) study, the writing contexts in this study seemed tov
be influenced by who the teachers were. | _ ) S
| There appeared to be a developmental nature to the
'activities which took place in the writing contexts. Many
'of the writing activities which 1 observed in Class l had
evolved from Ms. Simmonds "fumbling" through Graves' Model
lzthe previous year and were-based on the writing and
'writingérelated'activities in}}hich the students had e
participated earlier in the school year. hr. Lambert
indicated that he made numerous changes in an attempt to

4

find writing activities that would work.in Class 2 ‘and {
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stated that in future years writing routines in his | ’
._clsssroom'would be more firmly established.' Simdlarily;‘Ms;‘
‘Patrick indicated that she constantly assessed writing )
activities "in Class 3 in order to alter: those which*were'notr
working.. |

| The previousﬂeducational experiences of the students
and the consultantland'peer suppdrt given to the teachers as

they attempted to implement the-writing-workshops were

‘h,factors uhich seemed to influence tﬁe‘degree to which -

teacher goals for the writing context were actualized. A
Acomparison of the teachers' assessments ‘of the student f
backgrounds in the three classes, indicates that a higher
proportion of Class 2 students had preyiousvschool o
experiences which were'neéative. Having a large number of
such students in class seemed to make the implementation of
writing and writing related activities more difficult in
Class_2.than it was in Classes 1-and.3 where students
generslly had had'more positire‘enperiences with-school;
»Although writing workshops were being set up for the - first
"time in both Classes 2 and 3 “there was a difference in the.

- amount of support - that Mr. Lambert and Ms, Patrick received .
'frompthe language arts,consultants with whom~they had
attended a Graves Workshop. Ms.}Ratrick was supported by a
tlanguage consultant who planned ®and worked in the classroom‘.
vwith her. weekly throughout the’ school year. . On_the other

o -
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hand, Mr. Lambert only had consultant support for two ‘
-months. This, combined with the background of the students,‘
seemed to make the establishment of a positive writing
context more demanding for Mr. Lam‘!rt.

Teacher Goals

All three of the teachers °in the study were able to
Y

articulate definite goals'which'were‘directly related to the

writing and writing related activities taking place in their
classrooms. " The teachers -goals reflect that they were
making conscious decisions about the types of writing
experiences in which to involve students, as we11 as the
writing ‘information to impart to'them."The,overall goals.
articulated by the teachers\bealt with”thevstudents'viewing
_,themselves~asAauthors and béiieving in'the value of"their;,
writing.  The specific goals seemed to arise out-of‘the'“
teachers —conception that writing is a social act and that
ldrafting;-revising§ proofreading, editing,.publishing and

sharing'are»all'important aspects of the writing process.‘

. - The teachers' specific objectives were directly,related;to
N , P

. Ms. Patrick were ones which dealt with having students

the activities which took ‘place in thevclasses;_fThé
following points provide information about the teachers
specific goals for the Writing context.‘ »
l} Among the writing goals articulated by Ms. Simmonds and

t RQ
experience different forms of writfhg. This, however, wasy'



'3ﬁfnot one of Mr. Lambert's "stated" goals although there ‘were

-jopportunities to experience different forms of writing in

‘“eLCIass 2.,

VEZ..shmong the conferencing goals‘which.all the teachersﬁ
:f:articulated were'ones which focused on supporting and
‘“"assisting students‘as they engaged in the writing process. .

'3, The sharing goals of'all three teachers were for

. students to belpositive and:support'eaCh"other andifor.them
to exchange ideas. er. Lambert had an'additional‘sharing
goal which was for speakers to clarify and organize their
ideas’ for writing. : '

_4. Ms Simmond 8 and Mr. Lambert s-goal for proofreading
~ was for it to 1ead to .the: h@?iﬁfon of student work. Ms.
.Patrick however, indicated that her major goal in editing

'and revising wd% for students to learn about writing skills;
’5._ The: teachers goals for publishing were varied vHs‘:7i
-Simmonds inditated that the goal of publishing was to .
celebrate writing, Mr. Lambert stated ‘that it was to provide
'tfpurpose for writing,'while Ms. Patrick indicated it was to.

' explore different ways to publish ' J .

Although all the teachers had similar goals for their

‘-iwriting contexts, these goals were attained to differing
"ﬁdegrees in the three classes.v The attainment of the goals

rseems related to decisions the teachers made prior to the .

'Vestablishment of theggriting contexts as well as- their
. TSR t,._\-_.. : o

./,
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decisions about adapting the writingvcontexts as the school -
'year progressed. The writing contexts in Classes 1 and 3'
-seemed td'have}been established in a more calculated manner
" than the'one‘incClass‘f;\ The teach rs in Classes I‘and 3
lnot only seemed to &now what they wanted the students to
”.learn but theyfseemed to‘have.avclear sense of how to go
about/accomplishing theirlgoals; Ms.“Simmonds,’for example;“
commented that it was necessary to "task analyze" 1earning
-situations in order to- declde on the teaching routes o'»Mr;;.

» o
Lambert, on the other hand, referred to his teaching £ ;h o

'writing as, "learning..«'playing back and forth _Trying to

find something that seemed to: work " ' o 129

2. ‘

The stage of deve10pment of the writing context and the

R

. nature of the students influenced the decisions the teachers
s : 5

".made abou§ the types of writing in which to involve students‘

as: well as how to structLre-thisvinvolvement. Student

' 37 >

involvemeht was usually structured through specific'
routines;n Some of the most obvious routfnes were thosev “

%h;evidentvdurinngxiting file'time:. Both in Classes 1 and 3

b

Jstudents had clearly learned the classroom procedure for

jtaking a piece of writing from ‘the . initial draft to the-ﬁ.f

E e

publishing stage. Also in Class 1 studants had learned :ﬂ'

‘\fspecific responsibilities to: enable them to participate

, %

’,effectively in small group conferences. -On the other hand
/ .

the sense of direction which was evident in Classes 1 and 3

VR U
- / LT ¢ "

o
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was not evident in Class 2 ‘where near the end of the school

e year, Mr. Lambé%t was still trying to establish routines

L such as those for the sharing of writing.. M Lambert )
‘fadmitted that when it came to writing in his class they had e

’h';"just started"‘and took it from there and that he was not as ‘
:consistent and"rganized as he could have been in planning ;11

1and deciding when certain things should be coming in O

‘-ffM Simmonds and Ms. Patrick who indicated that one of
;their goals was for students to experience different types |
1‘fof writing. seemed to consciously build such experiences
‘dinto their writing conﬂexts., For example, at certain points‘
bin the year, both of these téachers assigned specific types
.of writing activities as part of “writing file" time.b Ms. ﬁ:i
fSimmonds also assigned specific types of writing to be Ati:{
. completed in the student journal while“Ms. Patrick used ;h?ld
’7ftthematic units in language arts to spin off into different |

V

: types of writing.v It is evident that Mr. Lambert also hoped

»
.....

-yivari°“9 types of writing situations which he set up'-i';;:
. . N ‘L‘.'
However from lack of clear instruction and guidelines this .

did not always work out, ﬂﬁsl“jU,fk;ﬁf]{gjhpﬂ Jg-:

S
S

e
ta

: ,.lfﬁt‘fﬁpyw. f‘Student Gpals ¢Q;w.¢fﬂ,f
. Fon w’-r'.- G e, v
In this study the information gathered about student

oala was limited largely to vhe goals of the focus 75?

' students. It was found that students participating in }

-v|‘ - -' yoom '..’,' Sy e . A
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: writing and‘writ ng related activities, articulated goals

ﬂh:involved

201

k)

&

"that were telated to the activities in . whieh they were j:f

.‘,
v e

L.i When involved in writing, students in -all three classes
' k]

o ,indicated that th%ir goals were to generate ideas for their,

-

A tompositions. Students in Classes 1 and 3 indicated that
athey were also concerned with the form in which they werei

;‘r-expressing their ideas.

2. . Being involved in conference or sharing.groupa required

,'hstudents to share’or listen to compositions and- discuss

Jldthem.t Students in all three classes articulated goals which'

./‘ )

niﬁl:seemed to indicate that they had a. clear sense of the"

tgifunction of audience.; They were to understand the o

% -

-

: ':'7comppsitions being shared and to think of things to say when“h
S responding to writing in these contexts. . _
‘ga,“3 When involved in proofreading, editing and revising,

';'istudents in all classes areiculated goals which dealt with

correcting the mechanics of writing. Students in Classes 2

-

“and 3 indicated that having their compositions make sensevl'
”<‘was also a goal | |
ifA When publishing,»students in all three classes

~b"articulated goals uhich were related to illustrating text.ﬂ

'The students in Classes 1 agd 3 made goal statements which

\
dealt with formatting work. appropriately and doing neat

work.v On the othér hand, in Class 2 where a computer was



"being used as part of pubrishing, student goals focused on

qomputer ‘use. ; .

-

~

Whiie this study only was able to consider studént
goalsvin a very limited manner, it was seen that when .
'students were‘involwed in writing, sharing, and'
proofreading, they generally articulated goals which had

-_some congruen e to the: teachers goals ior these activities.

There appear d to be ‘a: "fit" between the goals of students

who acti ely engaged in the writing process and the concept

. ,
hat was being fostered'in their classes.i It is

of writing
interesting to note that in the two classes in which the
teachers indicated that one oﬁ their goals was, to have
students experience differebt kinds of'writing, some oflthe'
i.students expressed;goals which dealt with writing form.

Time Dimensions Surrounding Writing

‘It isSevidentvfrom.the‘generousramount of.time devoted
-to writing and writing;related activitiessin"the-three
classe; ;f this"study,-that'writing.was a priority in these
classes, In all three classes, writing and writing related
'activities occurred daily in blocks called "writing file
time_. Durfhg the observation period, the following amount
offtine,was devoted weekli to "writing file" activities:

o ..Class 1- 150 minutesv

lélass 2- 200 minutes.

R S Class'B—'IBS minutes.
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‘In all three classes writing,file time was scheduled to take
- place in the.morning which'isﬁconsidered'to’be,"prime
'inStruction time" bf‘many.teachers. hlsoiin all three
classes,‘time was scheduled for writing and outside of °

rwriting file time in. order to accommodate other language

'arts writing as well content area writing:_ Some of. these
writing activities also took place in the morning in. all
three classrooms. Content area writing occurred in the
afternoons in two of the ‘classrooms.
The Place

;The physical-enyironment in all threevclaSSes was
relatedvto the teacher's conception.of writing end serwed to -
support_the'writing and.writing-relatedaactivities which
were occurring in)the environments, ‘The physical-‘

arrangement of the classes reflected the "writing workshop"
focus. - A1l classroom; had: (a) areas where students could
.work individually, (b) a place in which writing materials
such as writing folders and writing and publishing‘paperi
_were stored, (c) placesﬁyhere students could share aﬁdah
discuss compositions and ideas €or compositions, (d) a place
where student writing was displayed for its "celebration",
and (e) areas in which writing.reference'dﬁarts were

displayed.

The emphasis on wr}ting in each classroon was,reflected

in the physiﬁsl»arrangement of the roomf. A round conference
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,‘.-

.table and reference charts were the props for small group
_conferences in Class 1 A sophisticated writing folder
system and writing charts supported the spstematic;use of
the writing processvin Class 3t, The clustering of desks in
.C1asses 1 amd 2 facilitated interaction between students.

The physical space in all classrooms was used flexibly._
Students ‘had many ways and places in which they could
_interact.' They often 1e£f their individual work areas in
order to participate in different aspects of the writlng
process.' Most often, students went to designated areas to
:--share writing and ideas with partners and they met in
. special large group meeting areas for 4nstruction and
discussions. In Classes 1 and 3, students moved to speclal
areas when editing or proofreading with a partner. In Class
1, they moved to a round conference table when participating
vin a group conferences. Classes 2 and-3 also used -space
" beyond the classrooms td:support their writing contexts.

| ‘Activities

There was a different flavor to each of the t:%v/
writing contexts, which 1is related to the teacher s
personalities, the way in which they structured and
organized activities and their experiences in implementing
these activities. One of the most significant differences
between classes is in the degree of self-selection of topics

during writing file time. In Class 1, I observed students.
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’writing.on tooics of their own choice and noticed a great
variance in the topics of their compositione. However, Ms.
*Simmonds indicated that at two different times during the -
year students had worked on more prescrioed‘typee of
activities'ouring writing fiie time. These prescribed
activities took tne form.of writing Christmas ooehs using
assigned petterns and writing four essigneo_fairy taié@?ﬁi
patterning a fairy tale; creating a etory based on theﬁ'
number three; combining two fairy'telee, anovwniting a point
-of view storj. 'Ae’was the cese in Class 1, I ooserved Class
2 students writing on topicsioi_their own choice.during
writing file time. Mr. Lembert'indicated that he had
vana1§zed the structure ofveome stories and provided Cless 2
stndents with opportunities to use these story patterns in
their own compositions. He did not insist that the’studentagi"
pattern these stories and observed that they were not
receptive to the.activity. It was in Claes 3 that the
selection of writing topics was the most restricted;
Stndente had‘cnoices ae to what.thex%could write about,
however, the choices were often réstricted choices. 'Eor S
example, during writing file time in Class 3, 1 observed all
students writing a story patterned on a fairy talerwhich-
they hao selected. At other times during the year, Ms.
Patrick ‘indicated g;at the students' selections were

confined to the following: personal writing, informative

F
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_\\writing, and writing on themes such as Dragons, Christmas,
Spring, or Winter.

While there were diﬁferences between the types of
activities which took place in the classes of this study, .
.there were also many significant similarities. In all three
classes, the focns of the’writing cbntekts were the A

| activities which occurred during writing file time. At thlS !
‘time the students and teacher pa!&icipated in activities
that the teacher considered essential to the Ekocess of
writing. In all classes, studentiyriting file activities
included: writing, proofreading, revising,-publishing,
.sharing iieaskfor_compositiohs,>andlsharing and discussing
compositions._ On the'other hand,‘teacheréﬁriting file
activities included: monitoring student acti&ities,
modeling writing, conferencing, instructing, and'editing.
The teachers‘ conceptions of‘whatfwas important'seemed
‘.lto influence the activities taking place. The fact that
talking was con81dered an important ;art gi writing
activities in all three classrooms, indicateslthat.the
social nature of writing V@g recognized in\each'of the
writing contexXts. The phgsical,arrangement of:student work
areas g%%ﬁn sahctioned the informal talk and sharing of
writing. %falhmwas also formaTly promoted by specific
activities and routines which existed in each writing

context. The nature of these activities and routines'varied
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from class to class. ‘In'Class‘l compositions'and'ideas for'
A,compositions were shared and discussed in the context of

group conferences and discussion groups. In Class 2, ';%

talking about writing took place in one on -one situatiﬂns:
/,—~and in group sharing sessions.‘ In Class 3 talk occurred
_during\pre-writing activities, one- on-one conferences,
sharing activities and Author's Chair activities.

Writing and writing -related actiwities in “the’ three-'h
classes were not confined to writing file activities but
;alao included content area writing and "other" language arts

writing. Content area writing in Class 1 involved

responging to audiovisua} presentations, in Class 2 it

\

involved report writing and center activity writing, and in
,Class 3 it involved writing during Social_Studies, For\
Class_l'students,_"other” language“arts activities involved-
» writing in journalsvand writing as part of novel'study

activities. For,Class 2 students, thisncategory\of writing
.involved the writing in the mezzanine and letter and‘Journal
writing.‘ For Class 3 students, it involvedvconpleting
teachér assigned compositions which were related to specific>>
themes. Although the nature of content area writing
activities and "other" language arts writing‘activities
varied a great deal between classes, students in each of the
'iclasses hsnefited from seeing that writing serves a range of

functions_by their involvement in a ariety cf writing

4
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r7activities.

In all classes there were some similarities between[g?.

“;v'fT"writinS file"'activities and the writing and | §§

“_:fwriting related activities which took place outside

L3

writing
fffile time In Class 1 the sharing of work which was

'%chentral to writing file writing was also evident when

ufcontent area writing or Journal writing occurred. In Class

‘ngthe’ writing file" process seemed to be echoed in report

"‘:;writing during which students had opportunities to interact

‘“rwith<a\parent helper, collect information, write, rewise and':
%;share.inn:CIass 3, this process seemed to be evident as theu'
;students engaged in prewriting, writing and sharing when
-'they'wrote~on_topics in_social,studies and on themes in

.’langvuage'art‘s‘.-\“{:\' BN |

hfhe-actiwities which.were observed in the'three classes

{seemed dependent on ag&ivities which had taken place,earlier
in the year.. Student understanding of routines and‘

j.procedures influenced their participation in- writing and
writing related activities.» In Class 1 groupvconferencing
and fairly independent writing and publishing seemed to have
grown out of activities such as learning to choose and talk

babout writing topics,'whole class publishing, one on- -one

*gconferencing, and patterned writing. In Class 3, editing

and whole group sharing of work seemed to be related to the

.Vearlier activities of formulating editing symbols and
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'7hAuthor s Chair questions. Students in Classes 1 and 3-
seemed to understand the routines and procedures for the
activities which took place. They knew what they were to do
as they engaged in writing and’writing—related activities.
iIn these two classes less attention needed to be spent in -
nexplaining procedures and more time was devoted to the
’actual activities.: This was not the case in Class 2 where
routines and procedures'were not as firmly established. - ln

L3

Class 2 routines seemed to require as much attention ss‘the

°

.writing processes that the students. Xere involved in.
More opportunities for writing“ﬁere available to Class

.2 students than to Class 1 and Class 3 s:udents.
_Maintaining all of these opportuuities seemed to be very
~demanding of Mr. Lamhert and the Class 2 students and at
'different points“th;oughout the_year there were lapses in
daily writing. lt is possible that if Mr., Lamhert had
limited the number of writing activities ‘which he was’
-attempting to implement, the task of implementation would
‘have been less demanding and maintaining continuity in Class
2's writing context would have been easier.

"Both the teathers and{students assumed a variety of
roles.within the'writing cohtefts'that.existed in their
claserOms. The overall role which ‘each of the teachers

assumed was. that of a facilitator for student writing.
. , : )
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those of: program deveh@pers, monitors, conferencers or

A T

audiences, models, instructors, editors and Aearners. These -

(Y Q-.

- specific roles seem cIosely relabed to the teﬁ@hers‘
. g“ - »

.conception of what was important to writing

%3

be a remarkable similarity in the teachers

ﬂl. In the overall role of facilitators! all the teachers’l”

strove to create positive writing contexts.’

2. As program developers, all teachers scheduled writing

and writing-related.activitiesuand decided the amount of

time that would be allowed for these activitiesj' They also
»determined the nature of writing andVWriting;related

activitiesfand the resources which would be available to-
”'-students as they engaged in these activities:\; ‘
3.. As monitors,‘all teachers sought to determine if
students were on :task during writing and writing related
activities; They also gauged students progress over @ime.v
4.' In the context of ;small group or one-on-one conferences,
all teachers assumed a role of an audience - when they
listened to students' work and responded to- their efforts by
reflecting their work back‘to them."Invthe_conteXt qf -
conferences-they also assumed the.role of a -A"confere‘ricer"'T
7iwho questioned students about their writing intentions.

5. In the roles of models, all three teachers displayed

®
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'behaviour'that they-wanted the studentsgto emulate._ Ihe'”

gteachers 1istened to and responded to student’ writing being
shared in the way they wished students to do- so. All the

:teachers also wrote in front of the students at some éime.
oézAs instructors; the teachers sought to expand the

:studentsv knowledge dbout writing. They did this by

‘Jdiscussingoor modeling writing in;large group sessions and

s by responding to. students' ,writing in the context of small

f SrQWU or one-on-one conferences.v'
7. Once students completed the initial drafts of
compositions which\wereato be refined the teaéhers'asSumed

roles.of proofreaders and editors. The roles that the;g

teachers assumed depended on the function which they wanted

the product to serve.' Ms; Simmonds assumed the role of an
! 2 i3

editor‘who corrected".writing. Ms. Patrick assumed the .

role of a proofreader ‘who noted where the errors were ao

that students could learn from editing their own work On
'-the other hand Mr.,Lambert appeared to assume both the
'mroles of a proofreader and,one of an editorp, dependingf

on the context.

8. As they engaged in the process of establishing and i

maintaining the-writing contexts in-the classrooms.‘the
teachers assumed the roles of learners who were learning

i

about student writing and workable activities and routines.

As was the case with the teachers' roles{/therg_is a

S



V.'proofreaders or editors, publishers and 1earners. These

. -
T ~

great deal of similarity in the nature of the roles which

- the students assumed in all three writing contexts. -AmOng SR

L USRI
these roles were those of writers, audiences, collaborators“ VO

',;.\

'e:.grade 4 ‘and 5 students shOwed a fair dgiree of maturity 1n.f

"carrying out writing activities and shaping the contexts"ff'“

~

:@ 1. As writers, the students were involved in drafting their

'*Videas onto paper in a variety of situations.g feT:CUVﬁfNH
. b P 5 X -' , .
‘%2;’ As audiences, students listened to the writing of others.

and responded to it. .‘"ﬁj]:-}-tpfy_g~fv~«_,ﬁ'*v>~f‘\5"¥£df?&f”

As collaborators,'students worked together to generate'

ideas for joint compostions or related composigions. _ :

‘4, As proofreaders and edltors, students refined work by
Ucorrecting errors._pT,w ‘75:_ ;ieUf*“ . ‘ "W ;*' i, _*:,f ot

) Lot PN
s .

_ 5,, As publishers,.students put refined worﬁ\dntoqthe format
SRR S e e e oo e LT

v <

)

_‘f6§' As learners. students wbre lqarning that the writing ;{-\f

vvprocess involved\drafting ideas, sharing ideas and work,;-

’ '

orefining drafts and puh&ishing. They were also learning howﬂiu

1¢_to listen ‘to and support the work of their peers.,;;nh‘ﬂ."}
Sy There appears to be complimentarity between the.igj‘_f? ff
lteacher 8 roles‘and the students roles in ﬁﬁeawriting - ,
'.contexts Of this study.. BY assuming the roles of &

'ﬂfacilitators, program developers, monitors, audiences,

conferencers, models, instructors, proofreaders and editors, -
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' V,and publishers.; In the process of assuming these roles,.

'f;seemed to reflert the uniqueness of the teachers who had

I

N gi;“,_' ::idrf;'~,'[: :"_1;=;'ic‘.:”*d§f’f'ﬁ' ) ,,l: U e

the teachers enabled students to'sze on the desired roles. e

'.of writerﬁﬁ audiences. collaborators, proofreaders, editors,

“J,
l

oy

”fboth the teachers and studentsVBecame learners. fﬂ
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Although the writing contexts in all three classes

i \

established them, the most obvious commonality between the
. classes was that in each claSs writing was a priority and
»Qfgwas focused upon as a process.\ The teachers specific goaL

- B

ﬂ'for their writing contexts were related to theiroconception“

B
IS o,

'of the writing procesa.» The achievement of the teachers‘

‘4o | \

,°‘goals Seems to be related at least in part, to the overall

.yplans that they had fOr their writing contexts. ”The@,

)vstudents involved in writing and writigg related activities,

‘-,farticulated goals which were congruent with their teachers

. \:goals for thesefactivities.- This seems to indicate that_

K 2

*there was a fit between between students needs~and'a_

'fﬁteacher s goels and actions. It seems that in an exemplary

Y

i writing context a teacher can identify students needs and

ll\)

S S~
- help them attain these needs.‘

A generous amount of time wag - devoted to writing

activities in a11 olassrooms, with a significant portion of

. it being in the morning. In each class, the physical



o environment served to support the writing and L L

, writing—related activities which were occurring. The focus.

of akﬂ the writing contexts were writing file" activitlesb

~,

'which included writing on topics of their own choice,_
! - @

"hshsring writing ahd ideas, proofreading, editing, revising,
and publishing.,,I,-each of the classes. writing actiﬁﬁties
bother than .writingsfile gctivities were also evident. The

“types.of activities'bbserved and their success seemed
. - \

ﬂdirectly influencedlby previous writing and writing -related

4yenperience3'in which the students had participated.v In all -
~ three classes,.there was_remarkable c0mplimentarity in the

roles'inuwhichnthe,teachers‘and.students engaged as theY
were inwolwed in writing.and writing-related activities;'

iIn Chapter VI,;conclusionsbare drawn and
rECOmmendationshfor further research andvinstrdctional>4
implications are made.; | |

"
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T CHAPTER VI

(CONCLUSIONS AND lMPLICATIONS

Theory and research do little good unless they are
applied and a working pedagogy emerges from thenm.
(Freeman, Samuelson, and Sanders, 1986, p. 10)

In this chapter, I summarize the conclusions of this
»study by relating the study s main findings to previous
writing research and to the question of "What ip an

exemplary writing context?". I also present~£ﬂe_h

implitations of the study and make_suggestions‘?r;.further’

h
4

research. _ ¥

Conclusions

Related Literature and the Findings of the Study

‘ As,discuasedvin Chapter 2:-literature‘by'Moffett:

: Harste,,Woodwardvand Burke; Graves; and Calkins suggests'
that specific classroom‘practiCes promote student writfng.
_ The following points outline how the classrooms of this

“

study applied many of these recommendations in, thedir writiﬁgv

contexts:

1. 1In all three classrooms blocks of writing timeiWere
scheduled daily for writing file aétivities. Writing and

writing-related activities also occurred.at other times

215
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'during the day..

"2, In each classroom teachers responded to the students

.writing in the context of one- —on< one or group conferences.
3.  In all three classes, teachers modelled writi in some
manner: The nature of the modelling‘varied between classes,.
4."$tudents in all«three classes h%d“opportunities to talk.
about writinghprior‘to,‘during, and'after vriting,' The

.routines'which.surroundedvthe sharing of ideas varied from

~ class to class. o

5. In"all thfeefclasses students.had opportunities'to'
neviseﬁand publishncompositions;".In each class publishing

.hsd unique routines.v v o |

6. In,the conferences which occurred 1in all three classes,

.the“teachers were striving to expand the students knowledgev

of writing by using the tudents'.own work from which to
teach writing skills. ‘f%—\\\ff\\ ' :

7. Students in all three classes'had opportunities to share
their writing and‘respond to the writing of other students.
"V One of the recommendations made by Moffett apd.éraves
.is that students have opportunities to self sel?eg the
majority of their writing topics. In the samgéi,glassréoms
opportunities to self-select writing topics generally
occured during writinz file time. However “even during
writing file time, the”degree of topic sel?xselection varied

r

greatly between classes and ranged from free choice to



restricte&Vchoice,ngne of the teschers.cOmmentedithat afterj'
she had taught'story grammarfandrstructure and herfstudents
had completed some assigned types of compositions, they had
writing experience which they cou1d ‘then apply when writing
compositions on self-selected topics.- The assigning of

particular type of«fbmpositions in order to expand the

students' writi g repertoire seems to have merit although ;t,

[}

deviates from the recommendations of ‘Moffett and Gravea._l
1:As.pr3:dpusly outlined in Chapter 2, several questions
about the presentxwriting contexts arose_from'the resesrch
of ?loriO’and Clsrk} Van Nostrand, Pettigrewvand'Shaw; snd-y
ferl and her'go-researchers; The findings of'the‘presentf
study,provide some insight into these questions.‘

1. Florio ‘and Clark suggest'that teachers need to make:
' ™%

“,conscious choices ahdut“what knowledge about writing to

impart and how to impart it. Each of the teachers in the
present study considered writing to be a process. In all
three classes activities and routines which acknowledged
this view of’ writing were evident.

2. Van Nostrand and his coresearchers state that“teschers
must make decisions about the nature of writing activities
in which to involve students, how to conduct these
activities and for how long,-:All three teachers in this .
study made writing file time;a central aspect of the writing
context in their classgpoms.“In writing file time.students

L . \’ A
were provided with opportunities to share ideas, write,
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proofread, revise, ﬂublish and share compositions. All

thre% teachers aleo involved students in other language arts

" or content area writing which had some similarities to the

‘writing file activities. The teachers "decisions about how

to conduct activities seem to be influenced by their
involvement in the. Graves' writing .workshops, their contact
with other professionals such as language arts consultants

or other teachers,-as well as their studeénts' needs and

'reactions to the activities. As'stated-previously, the

types of practices evident in the classrooms corresponded to

o

the recommendations of Moffett,ﬁHarsteaet al., Graves, ard

,

4

Calkins. The teachers changed the artivities and the way in

which .they were conducted as the s ool‘year progressed,

adapting. to students’ reactions, skills and needs.

3. Perl's study raised questions about whether
collaboration and talk was evident in the classroomSﬁ
whether there was uniqueness ¥n the way the teachers taught

writing, and whether teachers assumed the roles of writers,

'1earners-and enablers. Built into the routines and

activities which surrounded writing file time in all three

classrooms, were opportunities for students to talk .and

.collaborate. Talking and collaboration had its own unique

flavor in each classroom. The'tvpe of talking and

collaborating that was evident in each classroom during

: writing file time, was’ also evident when other opportunites

for writing took place in these-classes,
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The differences evident between_the'writing contexts,
seem to be related to the teacher's personalities, beliefs,
ekperience, teaching styles.‘as well as the nature of the
students in theirfclassrooms. The teachers in all three
classrooms considered'their overall role in their writing :
contexts to be one of facilitator. They strove to provide
the opportunities and create the environments which would
encoufage and promote students writing. This faciliteting
role correspondg to the "enabling" role referred to by Perl.
As teachers were involved in establishﬁiavwriting contents,
they were learning about their students and abqgut what
activities and routines were successful. As previously . '

i

mentioned, all three teachers assumed the roles of writers

in their unique ways-in the writing contexts of their

classrooms.

-

Relating the Findings of the Study to the Q;estion of "Whgtf‘

is an Exe plary Writing Context?" 8
N
4 CE
One common element among the writing eontexts in this

study was the teachers' c0nceptualization of children's
writing. The teachers viewed writing as a process and
‘believed.that sharing writing'and ideas for writing_were
imoortant. The masority of the teachers' writing context
goals were directly related to imparting this o
conceptualization of writing to their students. “An
exemplary writing context, then,fwill to be a context in_,'f
which a teacher has an informed view of the writing,process

. 1




. 220
"~ and one’ in which this knowledge is 1mparted to the students.»
It 1is also .a context in which teachers understand students

[ 4
learning of Ehe process 80 that'congruencej%&tween theory

.

and practice can exist. -

When settihg up their Jritingféontexts,ithe teachers
made decisions"about how to‘impartvtheir COnceptualization
of writing to their students. - The difficult.jndgements that
the teachers made involved choosing apprOpriate activities,
scheduling time for these activities, establishing effective
routines, and deciding on the suitable arrangemeng of PN
materials and furniture. .Evaluatinglthe inpact of_these.
decisions on the students was a very important part of the
process,and'all teachers altered things as “they went along
in order to meet their students‘ needs. In an exemplar;J/
writing conte , the teachers strive to live by their
‘theortical kno;iedge and impart knowledge about writing
through . the structure of their contexts.A Working closely
with other professionals, such as language consultants, who
can provide support to teachers as they make these‘

deciSions, appears to be a key factor in éstablishing an

y writing -context.

&any of the writing and writing- related activitles

résent in each of the classes reflected Graves s teaching.

Hovegfr, as was the case in Perl's study, in allnc%&ssespﬂ

‘ﬂ'wri}ing activities had their own flavor. The dfffé%‘””
BRI L

'existed between contexts indicate that the individuﬂ

A
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" a teacherrinfluencedithe nature of the writing_context.
. While wéﬁcan expeCt tHat exemplary writing conterts will.bedf
bagéd on a theoretically;soundgconception?of,writing; eachz
context will reflect the‘individuality and the unioueness ofJ
.the teacher and students whdﬁyork in this context. k
: Writing was cons dered important in the classrooms of
this study. Evidence of this was that a generous amount of
'ftime was devoted to writing/and writing—related activities
Iand that many of these activities were scheduled during
prime instructional time. In each class daily blocks of
time were scheduled for writing file activities.
Consequently, students could predict when they would have
.opportunities to write and sustain compositions over
extended periods of time. ln each class, other writing
opportunities were also present. In exemplary writing .
contexts the importance of writing is made evident by
providing a significant amount of time for writing and N t"“
writing-related activities throughout the curriculum.
Writing time is scheduled duripg optimal learning times and
;ystudehts'are provided with opportunities to compose pieces
over time,’ | B .
The teachers in the study.hadua variety of activities
in their writing conteats. The-most important of these were.
writing file activities during which time writing was o
focused on as a. process. - Students had opportunities to be
involved in thengeneration of ideas for writing, the

hd

‘i
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_drafting of these ideas, the frequent sharing of ideas and
compositions,'the proofreading and revising of composftions,
and the occasional publication .of worh.' EaCh-of the

teachefs also arranged for other,vriting activities.

Examples of these are: patterningfliterature, journal
writing, and assigned writing on themes. Through
participation in writing and writing -related activities,
particularly writing file activities, students learned about
their teacher's conceptualization‘of the writing,process.

‘In an exemplary writing context, not only do students'vrite,
but they learn about the process of writing_by'being

involved in such activities as idea generation, sharing,
proofreadingg revising and puh\/shing. By being involved in.
these activities and’ by talking about these act)v1ties,
students learn the process of writing.
% In the gsample classrooms, as teachers involved students
in a variety of writing experiences which were part of their
kwriting contexts, the, assumed the overall role of
Eacilitators. They also assumed a variety of more specific
‘roles among wgich werebthose of program developers,
monitors, audiences, models, editors, and instructors.
Teachers who strive to estahlish exemplary'{riting'contexts
‘must be.villingAto assume a variety of roles as they work . .to
meet the everchanging needs of the student.writers. In

these roles, they must stﬁucture the writing environment,

monitor student activities and progress;hépspond to @ﬁudent

e ~
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efforts, model benaviOrtwhich they expect students.to learn,

-and expand students knowledge abou}/ﬁriting. As they work

'in.their-writing contexts, they must also be aware and

flexible in order to learn from their efforts Pnd make

‘adaptations as they are required.

Like the’ teachers, the students in the sample
classrooms‘assumed a number of different roles as they
participated in the various writing experiences. The
student rolgs‘inoluded those of.priters, audiences,»editors.“
and publishe;s.' By being able to assune these roles;
students were able to gain_a greater undertanding of the

nature bf writing. Complimentarity was evident between the

. EN ~N
student roles and the~teacher roles., In exemplary

classrooms, students will have opportunities to clarify
their understanding about the nature of writing by being
able to assume the variety of roies as they participate in
the process of writing. Ai o in exemplary olassrooms, the
teaeher andvstudent roles will oompliment each other.

In the sample classrooms, the students had goals which

were appropriate to the writing and writing-related \

‘activities in which they were involved. There ﬁas\ ’

congruence between many of the students goals during these
activities and the goals_of their teachers. 1The way in

which~uriting was conceptualized in their classrooms and the

a

activities required of them made sense to theestudents. By

”rparticipating.in uriting-and;yriting-related'aetivities,
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students gained underatanding and‘control over the writing
procese. 'In.exemplary writing'contexts, activities are @%
based on sound principles. As a consequence,Athe'activitiea )
make sense to the students and they articulate goals which.

are appropriate to these activities and congruent to the

teacher's goals.

.Implications for Schools

Several implications for79chools have arisen from this
preaent study.. While.some of the implications focus on the
education and support for teachers, others focus on

It is important that teachers understand tﬁe rationale

\~
classroom practice,

for the practices which they implement in their classrooms.l
The teachera‘in this study were knowledgeable professionals
who had theoretical bases to their teaching practices. They’
were in a position to be able to share the ratibnale’of;
their writing contexts uifh students, parents,

administ) ators, anddtheir teaching peers, ¢Teachers,'who
desire to cultivate environments in which students are
ﬁ'enabled to write, need to become knowledgeable about the
process'of writing and writing products. . They can do this
by becoming writers, Observiné children as.they write;
observing children and teachers: at work in exemplary
writing contexts, reading professional material, taking

<

university courses, and attending workshops and inservices.
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‘School boards need to be instrumental in the establishment™
of writers groups for'teachers-by encouraging, supporting
and advertising ‘them. Individual’schools or school boards
can encourage teachers to observe children as they write by
freeing teachers from their instructional duties for this
'purpose. School boards can sanction visits to: classrobms
which-have exemplary writing contexts by identifying such
_contexts and freeing teachers from their instructional
duties for visitation purposes. Schools can encourage
ﬁprofessional reading by circulating relevant professional
reading materiad among staff members. Universities and
school boards can further_teachers knowledge about writing
and writing instruction by providing courses, workshops, and
inservices which deal with these topics.

Itxis one thing"toﬂhave'a‘theoretical understanding

about writing processes: it is andther to put into‘practice

a writing context which is consistent with this

‘"vunderstanding. The findings of this study suggest that the

implementation of a writing context is a complex
_developmental undertaking. Setting:up a writing context
requires that a teacher makes decisions about: the‘types of
activities which ar%'essential to. the context, the routines
which can facilitate these, the time dimensions which
:Q.surround them, and'their physical accommodation. Teachers_jd
need to consider the needs of their students and thelir

‘teaching styles and adapt suggestions made by writing
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The findings othhe p;esent study suggest having 1ong

3
!

?range plans for the writing context are essential in order‘”

A

to facilitate the actualization of.the writing coatext
‘goals. In doing long range planning a teacher°must come to o

terms with questions such, as‘the following “31 "‘

1;‘ How much time will be scheduled for writing and
writing related activities? 1 ° 6): \

'

2. When will this time He scheduled? f N\ ‘“.

3. How can students'become involved)in a variety of
‘ . ’ o ) ‘ 0 ? ' N 2 2 ’ -
writing forms? o e oo > i ;

] 3

4, What will be the role of assigned writingﬁ*

1

5. How will sharing of writing and 1deas for writing)ﬁe

accommodated?i : - ‘k?E? B
6. How'canvi assess the appropriatehessgor theﬂusefdlnesS
of the activities for ‘each student?
7/ How can students learn to support each other in the
- writing‘process? |
8. How will proofreading aﬁd revising be addressed?
9. VWhat procedures will be used for publishing?
lO. >What materials will be available to students?
gkélJ How will materials and furniture bevarranged?\ ?
The:present cagse studies provide information about theﬁways

in which three different teachers addressed these concerns.

. Teachers could adabt information gathered from thése case

-
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'studies and apply it t6 their own classroom situations.

s

. While making the original plans rs very important, it is

‘also critical to the - success of a writing context that
[ 4
'teachers assess and redefine these plans they go along. K

[
.

The findings of this study suggest that teachers who

are working out plans and implementing new strategles in

A5

‘ ”their classrooms, find consxltamt assistange extremely

valuable and even essential. Having a consultant with whom

bl

" f‘to talk allows teachers to. clarify what they really’ think

A o
and ‘feél. "Without such feedback and dialogue, implementing

new ideas into practice is mich more difficult. It not

3y

necessarily advice or specific suggestions that a teacher

s

needs but a chance to talk with an’ informed and perceptive
.listener; This implieslthat consultant support should be
readiry‘available to7teachers as thep strive to improve
“their contexts in accordance with new knowledge about the
writing process. An alterative to?consultant support could
'f;be support from an inschool language arts speclialist., If
neither of these alternatives are possible, peer support
" could be helpful. Dialoguing with alfellow-teacher about
the pragmatics of a writing context could provide 1ideas for
appropriate‘activitieszand»organization as well as badly
needed encouragement and support. .
While one'of the most ‘important functions that
consultants can provide for teachers striving te fmprove the

3

:bwriting contexts in their classrooms is being available for
)

‘ . \
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discussions about writing and.vriting instruction,
consultants can provide other types of support as well
Among these are demonstrating strategies to the teacher by
working with a class, taking aqver most of the class in ‘order

to free the teacher to try out new strategies with small

groups, and observing the teacher in action in order to

wn

g%ovide feedback and suggestions.

‘Some research studiesdlike theupresent one,,involve
teachers in the process of identifying and‘reflectiné on the
practices which'exist.in their classrooms‘ By participating‘
in such studies, teachers can becone more acutely aware of. -
their beliefs.and the practices which they have established'
in their‘classrooms. Such awareness can potentially aid
them in identifying changes for future implementation.
Regearchers, like consultants,-can provide assistance to
teachetgg By sharing the findings of their studies with the
teachers involved in their stndies'as well as with other
educators, researchers,canhincrease:understanding and
encourage the implementation of new practices. |

At the present time, somelteachers are taking advantage
of opportunities to significantly change and improve their
writing contexts to the great benefit of the children.ncln

order ‘for increasing numbers of students to profit from«

N

C , ©
learning in positive writing contexts, more teachers need to

be encoura%ed to further develop the writing contexts of

their classrooms. Not only do'the téachers need

N
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encouragement to-meke'changes but they also need support as.

'they implement these changes. Further reSearch into writing

processes and writing products is also required to further

ou? understanding of positive writing practices.

Implications for Further Research

Studies.mhich describe the classroom contexts of
writing can provide valuable information for teachers
wiehing_to understa:d and refine their ewn writing contexts,
The present study is one of very few.studies of this nature.
It has descrined:the-situational variables which existed in
three ekemplary upper elementary writing contexts that were
focusing‘upqn writing as a process as Yell as on the
products%f A'number of implications for further.reeearch

arise frOmrthe presentvstudy.

1. This study focused on classroom contexts at the grade 4
0‘ ’). R
and 5 levels. Mimilar studies exploring exemplary

‘at other grade levels could further expa#d
::fdg about the classroom contexts for &3

writing.d A gredéer understahding of the differences and"

commonalities.between writing contexts at various levels

could result, as well as understanding aboutfthe[}eeturee

of exemplary nrogrems at any level. G

2. The writing contexts in thne classrooms of the‘p;esent_

gtudy were identified as being "exemplary"., Teachers of

these contexts cannot be considered to be typical of the



230
_general teaching population for they were.selected to
receive training in teaching writing as a process. In
'order to explore the types of writing contexts present in a
- particular school system, a study similar to the present
one could be used. It would require that sample classrooms
‘be randomly choseh, Such a study would help assess Whether
there are other ways of achieving a-: good writing program.
3. The ndings of -the present study suggestvthat the
first year of implementing a process-oriented writing
context is a year for "working things out.”" The findings
also suggest that one teacher's writing context changes’
,considerably from year to year. A longitudinalistudypcould
gbe undertaken to explore:the motivation for change and the
development of one teacher's nriting context over time.
Such a study could describe- the first year of a writing
context and compare it to the second or third year of’ the

context so that .we could see what new problems arise or in

ot

what ways it keeps changing.
4, The amount of data gathered for'this siudyifrom the
students' perspective was more 3imited than that gathered
from the teachers' perspective. S+tudies with_a.greater
focus on the students' perspectiv could be undertaken.
One such study could be a 1ongitndinal, one which focuses-
on students who become involved in a process oriented

vriting context. é;e purpose of such a study could be to

[attempt to determine.changes in students' perceptions of

-
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the writing process and changes:in their writing goals as

ﬁhey,continue writing regularly.

o, ..

5. The congruence between aome of the students' goais for

writing cohtext activities.and the teacher goals for these

‘activities suggests that the teachers' conceptuaiiZatibn of

-

~the writing process may influence the students"pérceptiqn
of wriéing. A study to expicre'this interrelationéhipA
could be undertaken. Such a study could survey the |
percepfions of writing in twd groups éf children: - sgﬁdents
féom a class in which the writing context has a writing 

. process orientation and students from a class in which the
. C g s, T8
context had another orientation,. Such a study would
; %

confirm whether writing growth is dependeﬁt‘on a certain

philosdphykand kind of approach.
6. In the cléss;ooms of the present study, content area.

_ writing'was one of the types of writing evident in the

’ L
writing contexts. The time restrictions of the study

prevented exploration of the nature and extent of content
e o

~

" area writing ovef.anvexténded period of time. A 'f;

descriptive study of "writing across the curriculum" in a

Vg

R
R

classroom where such activities occur regularly, may be ?

able to provide valuable information fo teachers who qgek'

to understand how they can use writing in the conten@f

areas.

7. Two of the teachers in this study cited involving

students in different forms of writing as one of thé goals

-y
cil
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for their writing contexts. The findings of the present
study provide little information about the extent to which
these -goals were achieved and about the methods‘used to
achieve these. A study which investigates how using
different "genres5ﬁof writing is built into an exemplary"

- writing conte?t‘could provide;teachers with valuable

'informationﬁaboub'this process. g

‘8. One of the teachers in this study indicateddthat.as
part of her writing context she focused upon-story
structure, or story grammar for a period of time. A
:question which arises is "What influenceidoes story grammar
instruction have on the students' written narratives?" A
study in which students‘ writ&en prqdﬁCts are analyzed

"before" story grad%arsinstruction and;”after" story

érammar'instruction” tould shed,liéﬁt&gn'the,value of such
' ’ S ‘,a',"

v

‘instruction.

i'-»

"3/,9. The present study describedxthe context for writing in

)thhree.classrooms. The effect af the context on student

dfir writing achievement was notwconsidered -In order to
., Api/l

determine the value of hdying a particular type of writing

”d\i-‘contexts, studies whiow é%mpare the writing achievement of

.."-students in classrqus with different types of writing °
contexts could be undertaken._ These studies would be

particularly valuable if they were longitudinal in nature.

flOlh'The enyironments in which children initially learn are

" honme envirofiments. While some studies have been done to
o/

S et
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i

a
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1nvestigate the way inPwhich the writing prccess was.

w

uq'es are on yery young children. Studies could be
"N ' . < "l ) Ty

undertaken fbiinvestigate the effects that-home notions and

“ practices have on vafious kinds ofxwriting at other points
; : G

7
ﬂ

in a child's develophent. . ¢ ‘ ‘ﬁ

The Final qud

[

This thesis arose from a desire to lesrn how teachers

were applying their knowledge about the writing processes

and writing instruction in ordef to create positive wviting‘

contexts. The enlightment which has resulted exists only

because three teachers were'willing to apen their classrooms

for my observations snd to share their beliefs and feelings

with me. Because these teachers’ were willing to share,'I
and other teachers who seek to create enabling

environments for student writing have information which we

r

can,learn from and apply. ' ) ' 'R
When establishing writing contexts in our classrooms.

we need to consider what we know about writing processes and

»
o

what we know about the students in our clsssroom. Our

knowledge about writing processes can come fromxs

research and
the observation of students at work;' From our-
conceptualization of writing, we.need to formulate our

overall goals for our writing contexts and make informed

long range plans. Our long range plans will affect the

r

»ﬂ‘eptualized and fostered in home environments, many such
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amount. of time which we will devote to writing, the manner

: in whiich we set ﬁp the phyéicql space in our Classrooms, the

typés of activities which we plan and the roles which we
L 2‘.6,

Sssume. ;The decisiohs we make will be more informed ones if

“\ .
weé are willing to talk with fellow educators as well as read

professional literature dealingYWith writing processes and
instruction.
- As we work in the writing contexts, we must observe the

impact of our plans on our students. We must continually

fédapt our plans in order to meet the needs of the.students.

:'researcherSSEnd borrow ideas and techniques from fellow A

Although we viil draw on the knowledge of writing

'

‘educators, éach.of us are unique individuals with a unique’

group of students. ‘The'writing contexts, which wé-cngate in

our classrooms will have their own flavor. It is important

:to'keep in mind Perl's an& Wilson's conclusion that (1986,

p. 247-8): "...how teachers teach writing... is a function

of who they are,‘whatvmatﬁers~to them, what they bring wgith

them into the classroom, and whom they meet there...."
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April 15, 1985 g

Bear

As part of my M.Ed. work at the.University of Alberta.

' I am undertaking a study which intends to describe the

situational variables .in three classrooms with exemplary

writing programs. Consultation with three E.P.S.B, D
Elementary Language Arts Consultants and two University of . <’
Alberta Faculty members has resulted in your classroom been
identified as having an exemplary writing program.

Consequently I am seeking permission to collect data in your

classroom over a two week period in the latter part of April
6r in May, 1985. ’ L .

‘In. my propgsed study I am hoping to explore the »
following questions: /

1., What are the teacher's goals and objectives when

‘planning for and carrying through plans for writing

activities and activities leading to or emerging from-
writing?

2. What are the students' goals when they are participating
in writing activities or in the activities which lead to or
emerge from writing?

3. What is the relationship between the teacher 8 goaLs
and the students' goals? - :

4. What is the physical arrangement in the classroom and
how is space utilized for writing activities?

5. What is the relationship between the teacher' s goals

" and the,phxsicab—spacial arrangement in the class?

writing?

6. How does the :physical arrangement of the claasroom
contfﬁbute 'to the interaction between participants during
writfhg activities or¢events leading to or emerging from 0

7. 'What tasks dga%ﬂb writing program participants engage
in? '

8. Whatrﬂoles do the participan&afplay 1n*the writing
program?

9. During what part of the gchool day do writing

'activixies take place? .y*W

10 Vhat portion of the ‘¢lass time 1is devoted -to writing

Hvities and events‘leading to or emerging from these
ivities? £
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I would like to spend seven days over a two week period
in your class collecting data during language arts lessons
and content area lessons in which writing or writing-related
activities may occur. I wish to collect my data through a
variety of techniques: taking field notes, audiotaping
class activities, videotaping two language arts lessons,
interviewing you, and intervigging some students. - These
techniques -are described .in détail on the accdmpanying
handout. I am hoping to analyze my data in a preliminary
way at the end of each observation day and share it with you
. and with sample students on the following day in order that
I can obtain a perception check of my analysis.

It*is anticipated that the descriptions of the _
exemplary writing programs which result from the study could
be valuable information for other teachers who wish to ®
refine their writing programs. Should you consent to
participate in this research study, your anonymity will be
ensured through the use of fictitious names in the final
report. Should you have any questions or concerns regarding
this study please contact me at 432-2694 (university) or at
~ 439-6884 (home), or my advisor Dr. Bob Jackson at 432-4153.
"We would be.happy to disggis these with you.

S
.’

Thankyéu
Sincerely,

Elaine Sosniuk

NW‘% } . ' .
I agreeﬂg .pagticipate in Elaine Sosniuk's- study which will
_explore j%e tuational variables in exemplary classrooms.

A
-]

u”. . PRV - . — :
‘f,ﬁ? oo B (teacher's gignature)
Co : R R .
I consent to. B 5 participating in the

study mentioned above.

‘e
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April, 1985

Dear Parents or Guardians,

Your child's claSsroom has been identified as having an
exemplary writing program and his/her teacher has consented
to participate in a University of Alberta research project,
which I am undertaking. The purpose of the project is to
collect data in order to describe the teacher's and
students' goals in the writing program, the physical-spacial
arrangement of the classroom, the types of writing
activities which take place, the roles assumed by the
teacher and students, and the time dimensiqns surrounding
writing in the class! I plaa to spend seven da in the
classroom in order to collect the data which willYhelp me
come to understand these classroom features. In order to
gather data, I intend to use a variety of techniques which
include: videotaping two language arts lessons, audiotaping
class activities, collecting some samples of the students'
writing and interviewing ‘the teacher and some of the
students. _

It is anticipated that the descriptions of the
exemplary writing programs which result from the study could
be valuable information for other teachers wyho wish to
refine their writing proghhams. Should your child's actions
and comments be included in the descriptions which result,
anonymity will be insured through the use of fictitious

names in the final report.,’ Please’ sign the attached form
and have your child return it to the school.

Thankyou in advance for your to-operation. ‘ >

Yours sinqerely,

Elaine Sosniuk

- wm mm ww wm wme e wm  mm ew em  mw  mm e m e e em  wm  em e mm e o wm e e e e e

I provide,consent for my child ) to
participate in the university research project which is

. . being carried out by Elaine.Sosniuk.

I do not provide consent for my child

to participate in the university research project which is
being carried out by Elaine Sosniuk.

(parent or guardian
signature)
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Excerpt from Class 2 Field Notes

Class‘ 'L-

Observation Notes JDate -9~
' Time 8:50
. ; v
Focus Fieldnotes - : Comments :
The orientation for the day
Mr. ;fs taking place. Mr, Lambert ' .
Lambert nd students are assembled.at NS

the front of the room. “Mr. ‘
Lambert is in his chair ‘while ' |
the students are sitting ' )
around him on the floor.

They go over the day's

schedule which is listed on

the blackboard. He

explains that there is a new L
activity for the writing ‘ 9.
center which involves writing -

about a favorite T.V. show.

He also explains ‘that

during writing program tihe

they will be sharing writing

one-on-one. He states that

they will be assigned a

partner to work with.. : g
They will write for ' ‘

5 minutes, share their

writing, write for another

5 minutes and share again.

Mr. L: (Points to\the

overhead perector which

is near himt ) is, .
' I'11 be»writing on the .

overhead.: @‘11 ‘write for

5 minutes, then I'1l ask you

people to respond to my written .
work that's on the overhead.
And then L'm going to divide
you,up in one-on- ones.
One-on-ones., I'm gning to ask
sou to go back and write again "
and then share. We'll write for
five minutes and share what ™
you've written about, write and
share again, and then at 11:30
g  we'll go~to gym.'

@y



Qé?Exéerpt from Class 2 Field Note=s Cg”l ued

R o ' Class L .
Observation Notes ‘ Date 5-9-85 .

Time 10:50.

246

“Focus Fieldnotes Comments

from recess at 10:30 Mr.
Lambert began reading to t
from a novel. Many of the
students were working on
constructing mobiles as he
. was reading. At 10:50 Mr.
Lambert stopped reading and

asked the students to put away .
. the mobiles. ) . .

P

After the students came in4/
em

Mr. L: If you are not

A ~involved in putting away your Transition
'~ mobile then I want you to into
o start writing on the piece writing
o ‘of writing that you™re working ' . time.
L on, Please Justin just start
ib-'.‘ . working on the piece of writing Informal.

that you're working on.
The students continue to put
away their mobiles. Some are
"beginning to get their

~ writing folders.

: The students talk with each
/ "other as they put away.their
-, mobiles. Some go to pick up
their writing folders from ‘
‘the writing center table while

others already have them at
their work areas.

" Jenny. - I walk over to Jenny who has

a pilece of writing out of her
folder and has been looking
at it for several minutes.

R: You seem to be looking at -
- a plece of writing from your .
folder.
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Excerpt fpom.Class 2 é?&hg Notes Continuedz

*.':Q . Class - L

Observation Notes Date 5-0-85

o Time 11:00

247

Focus

Comments

- Jenny

Class

Larry

do this? L8 g

Fieldnotes
J: I want to publish it.

R: You want to publish it?
So what do you have to do with
this if you want to publish it?

J: You have to make pictures
and you have to have it make
sense., :

R: Is that what you're .

w
concerned about now?

Lo

EX

J: I'm fixing it up. . . T conce?n

R: What are you fixing upéx‘{il'f

Ll

J: The stuff that doesn t. .
make sense. : *‘%.q e
R: How are you going to o %-f‘jy*

. . v cr
K : S * - . " b !

J: I'm going tq change 4§;
words that. don't maEe sense’ -
wo L A .
Many students are stillfin
the process of taking Jut e
their writing folders~’and = "+~

'meanbng,

chatting with

Larry, Qﬁvthe

is sitting in

each ofher. .

othef'hahd,if
a desk 1in the

-work area n..r the front-of
‘the room and is engrossed in

writing.

When I ask Larry what’ he is
doing, he tells me that he's
working on a story which i's
related to a series of twelve
which he has already written,

for
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Excerpt from Class 2 Field Notes Continued

- ' ' Class

. . L ¢

v Observation Notes . Date 5-9-85
Time

Focus ‘ Fieldnotes — Comments

vh a group
iors. He states
sent story two

twb‘c bs &ﬂaﬁ‘fight alot and want

. to . kill ‘each“other's members.
e He has written seven pages 8o
far. N '

Larry R: What are ydu concentrating
on as you write?

L: I'm thinking about a fight
because a fight is going on
right now between Jamie and Sam.

R: Are you tfying to think
of ideas for your story?

L: Yeah.

*‘,:':{
G,

R Are you concentrating on

S thing ge w_besides
b éEs? E ﬁ?

h_ i

L: Not right now.

Although Mr. Lambert has put a
Mr. ~ transparency on the overhead
Lambert -he has not made move to start
writing. .. He is standing by
a table of boys who are just
-beginning to get their work
out of their folders. .
Jamie is one?of the boys at.
this table. Mr. Lambert asks
him to read what he has
¢ vritten. Jamie begins reading,
~ but Mr. Lambert stops him and
addresses the class.

.';.E, ".,v
.5“

focus on

~ideas

teacher
proximity
to those
not
beginning
task
promptly

—&



Excefpt from Class 2 Field Ngtes'Continued

249

: Class L
_ Observation Notes = - Date  5-9-85
‘ o JTime
Focus ‘ Fieldnotes f\ﬁa Comments
.o Mr. L: O. K. people. People,
Mr. people, pegple.
Lambert

The class becomes more quiet,

Evan (ech s): What,.what,
" ¢ s..-. what?
N . .
‘ ‘Mr. L: Evan you're out!
‘Right now-- to the I.5.S. room.

On his way out of the
classroom Evan knocks over a
chair which hits Justin. '

Justin (loudly);. Ow!

‘Mr. L: Justin. .

Now this is ridiculous.

Nobody can ‘concentrate.'
. . Nobody can think, Nobody
¢ can work. And the. ones |

that are half trying to do

- it, can't do it. Now I told

you this morning, five _
minutes of solid writing
first. This means you sit
and think and start writing.
I want to see writing. Ricky;
Jamie. I want you to write. -

Even if you have nothing to f:ﬂ‘.f
write, I want you to write
first.

And I want yoy3dto be
quiet' so that those people
that need that quiet can use
it to think of things to
write. ‘

Remember what I told
you about the ending of the
story. '

-~
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Observation Notes

.Excerpt from Class 2 Field Notes Continqed'

,,Cléss
.Date
Time .

|

Lg-‘” .

e S

Fieldnotes

Compents” .7 °

Focus

Dennis
and

Mr.
Lambert

Mr. L: You must know where.
your .story is going to. -
Think of you ending.: Think
of your beginning. Why do-
you even want to write this
story? Think of that. Not .
just to put wordS on paper

. but why do you want to write

it. o K

The'classroom has become‘very

Fred. Duane do you have ideas"

of what I can write about? .
Duane: Copy Larry's.
Mr. Lambert talks to Dennis 

who is sitting at the same
table as Jamie. :

Mr. L: Tell me what he did
that was bad. -

D (whispers):.-They're

stealing the bank money. ' 'And

. he doesn't know so he swoops
‘down.

‘Mr. L: You mean they're in

the process of robbing a bank?

"D.(continues to whisper):

Yeah, at midnight. He swoops
down. . , ’

o

Two students at one of
ssbles whisper to each other.

s :9.‘- ﬁ"v ;;“:, ’
i e

teacher
conferencing
individual
student

i



Excerpt from Class 2 Field Notes Continued

OBSERVATION NOTES

Class .
Date -
Time

,\{,

L

251

~Focus

Fieldnotes

Comments

-ﬁDennis '

and

" Mr..

Lambert

U.Jahie;

and
Mr.

Lambert.

~Mr. L: Who swoops down?

.D: Super-- I was going to have
~Superman but-- Why can't I do a
" super potato. ’

"Mr. L: How does Super Potato
" "know what this bank robber is -
doing?

.. Mr. L: TIs Super Potato well
_-1liked by the population?

':?259:' He just came out.
:{Mr} L: Isbthis his first
.. time? How did he get his
: ﬂﬁspecial powers?
‘DE (insudible)"
. Mr. L{"Is's.super potato a
very realistic sort of thing?

Counld you imagine a potato

ﬁAflying7 &,

D: It s in a garden.

Mr.v L This takes place in a
garden? Perhaps you .can think

© .of what could happen to!
g Super Potato in twe gar en.

Mr.‘Lambert focuses his

attention 'to Jamie, who } g
. 18 looking at 'Kis paper™

~but ‘has not ‘bgén writing.
- He asks Jamie to read his story.



Excefp;‘from Class 2 Field No

Obserwﬁﬁfén Notes'

o

7

P
Class

Date
Time -

tes Continued

L

252

Focus

Jamie
and

Mr,
Lambert

7

Mr. L: Who is this

~J: -Like a robot.

;?1e1dnotes . . ‘ e

Jamie again begins to read
his story.. It is about-" -

a human time bomb. When

he finishes reading as much
as he has written Mr. Lambert

" questions him.

ot

bomb?

J: A big hge time bomb.

o .

Mr. L: .How does it -get to New.gfu
York City? Can you imagine a .

huge ,time bomb?
g ;

J:;ﬁYeah.

7

‘Mr. L: How does it look? Is = '
. 1t a metal thing? : B

J: Yeah. ) } WH 1

v . ‘
Mr. L: Was it a robot?:

Mr. L: It;wasAa rd
made 1it? )

J:

human timef:

Comments ~ -

,~ teacher -
" conferencing -

individual

student

R

7
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- Class ‘L

Observation Date

Time
Focus Fieldn:=? Comments
, Mr, L: How d ¢’ he make 1t?
Jamie Why did he make 1t?
and _ :
Mr. J: He made it to-- Somebody
broke into his computer and

Lambert

made it do crime.

Mr. L: How are you going to
put that into your story?.

J: It all started when the-- -

(There is—a\long pause.
Jason can't Beem to think of
anything else)

——

Mr. L: There's one wag that

you could use time. -You can
start out like this: You ca
go back and say, "It all was
. not always this way. It all
started out years ago when
Dr. Jekyll-=" You could do
that. How is it going to en

J: When Dr. Jekyll comes
back to life and he time
bombs the secret hideout and
he broke into a computer box
and changes everything and

" then the time bomb stops,

Mr. L: -What do you mean Dr.
Jekyll comes back to life?

J: He got killed by a time
bomb. )
Mr. L: How does he come bac
to 1life? 1Is that very >
realistic? Do people do
that very often?

J: No.

n

d?

k
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Excerpt from Class ZlFieId Notes Continued

\ Class L
Observation Notes 63 Date 5-9-85
. _J/’ Time
Focus Fieldnotes‘ . Commentses
Jamie Mr. L: What could hayé . :
and happened instead of hif
Mr. being killed?

Lambert
: J: He got buried by .the time
bogb and he finally got ,out.

L: O.K. Maybe you could try
working that idea. You seem
to know where you are going
now.

R: Patti, would you like to
tell me what you are doing? o

P: I"m making a list of the

people in my story. It's o :
" kind of the "Wizard of Oz" “A\\ ) .
“but I've changed it 'in my -

mind,

Patti has names listed on a

sheet of paper.

Stacy R: Stacy will jou tell me
what you're doing right now.

S: I"m writing a story.
R: Tell me about your story.

S: It's about a little girl
, named Megan who's the smartest -
\kid in school and then

evéryone calls her teacher's

pet.



Excerpt from Cléss 2 Field Notes Continued

255

. Class L.
Observation Notes Date 5-9-85
Time 11:15
Focus Fieldnotes Comments
Stacy R: What are you concentrating
"on as you,write this story.
What are you thinking about?
S: The story. Things I can
put in the story.
R: Are you trying to think of
ideas to put in §jou story?
S: Uhhu.
Scan of room reveals that 10
students are involved in the
- task of scribing on paper.
Carol C: Me and Patti have been doing
and a story and we're taking. turns
Patti writing. "And we're going to be
taking turns doing the pictures.
R: You tell me you're writing
a story together. How does this
togetherness work? ; N
C: Like me and her take turns
writing a chapter,
Mr. “Mr. Lambert calls for the Mr.
Lambert attention of the students, Lambert
' has not
Mr., L: O0.K. please. We _ written on
got off to a little rough : the
start this morning. This ~overhead
is the type of atmosphere ‘ as he had
that I'd like to be displayed indicated
~the next time., Billy. And he would
I'd 1ike it to start off this do.

way so. that you can get

something done so you. can
share 1it. :
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Excerpt from Class 2 Field Notes Continued

Class L
-Observation Notes Date 5-9-85
’ : " Time 11:20
Focus Fieldnotes . " Comments
Mr. Mr. L: This morning you didn't o
Lambert hage much time to share and I No sharing
spent all my time with the of writing
one table over there because has taken
there were three people who place
needed some help. And most between
of my time was taken up with students
toning people down. yet.

(Quietly) Jamie where's
your writing? Take it out

please.
Mr. Mr. L: O.K. we have about 3 %,
‘Lambert minutes. What I'd like you to
do now is this., I'm going to
pair you up. And when I pair There 1is
you up I want you to remember not enough
the partner for the next few time for-
days. Because this is the ' the write,
person I'd like you to talk to share, '
about your story or your piece write,
of writing. : - share
Now .when you're * _process
talking about the piece of © "Mr. L.
writing, try and -ask the  had
person 1f it is realistic. - pldanned
0.K. Jamie came up with a for.

story. He had this huge bomb
flying through the city. Is ’
a huge bomb realistic? How a
does it work? How does: it
fly? Where did it come from?
So Jamie then decided, 4
0.K. fine. There's a fellow
by the name of Dr. Jekyll and
he had created a robot to do
good; to work for people. But
something happened to the
robot and it started doing
other things. Jamie has to
- £find out what happened to
the robot to make it do that.



Excerpt f:om Class 2 Field Notes Conéinued

. Class L
Observation Notes . Date -9
B b Time
Focus Fieldnotes Comments
' X
. Mr, Mr. L: What happened to Dr.
Jekyll? Why couldn't he stop

Lambert

- Terry and Patti wk

that from taking place? And
how the story. ends. -
Jamie already knows how
his story is going to. end,
So he know where he's going.
He knows how he's going to
get there and now he needs
to £fill in the meat. O0.K. >

u share

at O
your pileces ok e
Just what you
Just read it t
Have the otheiy mment

on it and the i

person can read e

Mr. Lambert continues to pair

‘up students.

3

L: Chris and Stacy. Chris if
you've got alot of writing share
your favorite part. Just a

small favorite part.

Chris reads his- story to
Stacy. Stacy read hers to
Chris. They do not ask each
other any questions,

Other students in the room
read their stories to their

partners.

257
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R Excerpt from Class 2 Field Notes Continued
- Ry . : . Clnss ,L
Obaérvatioq'Notea» o ate 5-9-85
o _ . ' Time 11:30
Focus , Fieldnotes : _ ______Comments._
) ‘,Jugtin reads. his story to
‘Justin 'f’atti.'t s :
and , ‘ . _ ) o
; Patti : ~ P: What's going ‘to happen
: , nexb in your story’ RS

Justin explains his ideas.x

P Who are-therbad guys?.

; af . :
- Justin: . I haven't thought.

) . _of names for ‘them yet. o
§\Mr. _ Mr. Lambert'who had' been
‘Lambert . listening to the sharing of

. _two groups calls for the
: attention of ‘*-vwhole group.

Al

Mr. L.: O. K Freeze. L. : ,
0.K. tomorrow at 10:30 when : =~
we come in after recess take ’
the piece of writing you'r
working on right -now . Yog .
. "~ khow who yolir sharing partners ...
' -+ for tomorrow are now. So you Plans
. * start ﬁriting. Give me an. . for
. "opportunity to write on my .~ tomorrow
s+ - &% * ¢ piece.. Then We'll have time ¥ -
Lo for some questions. *The’n .
- we'll share and wé Should go
o e ;» back to'sbme writing again. . (v .
. ke - That 8 tomorrow after recess., - . ,;J‘A o

. -
» -

bl
3
i

X

C%ysure'



w44

v

eI _ APPENDIX C
N
SAMPLE OF TRANSCRIPTIONS OF VIDEOTAPED LESSOWS

AND CORRESPONDING TEACHER AND STUDENT COMMENTS
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